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Abstract 

 

This submission addresses how teachers can be supported to share their knowledge. 

There are six sub-questions that have been used to assist understanding the process: 

 

 What is research mentoring? 

 

 How do I mentor teacher researchers? 

 

 How do I represent my knowledge as a research mentor? 

 

 How do I assist teachers to elicit, represent and disseminate their learning? 

 

 How do I locate my practice as a research mentor with regard to others‟  

research and demonstrate my critical engagement with their literature? 

 

 How do I explicate my knowledge in way that might be useful in Japan? 

 

My thesis is that research mentoring can assist schoolteachers to develop their 
professional values, skills, knowledge and understandings and thus can enable 
them to improve their practice. By learning about their strength (and weakness) 
as an educator they have a strong basis for ongoing professional development.  
Rather than relying upon outside experts for professional development courses, 
teachers could support their own, their colleagues’ and students’ development. 
This is a self-study of my professional identity as an educator. It shows how I 
have used my experience as teacher in schools and a lecturer in universities to 
develop my own theory and practice of research mentoring. The changes in my 
understandings are explained in the context of some of the public presentations 
and publications of my ideas and practice. To locate my thesis, literature about 
mentoring, teacher and action research and web-based technology is reviewed.  
 
The study shows how I developed a concept of educational research mentoring 
and piloted a Master’s level programme to enable teachers to become research 
mentors.  I claim that my concept of mentoring (Fletcher; 2000) integrated with 
action research can be ‘generative’ since it enables a growth of research capacity.  
Research mentoring, by and for teachers, can provide the ‘missing link’ (Fletcher; 
2003) between theory and practice, between research undertaken in universities 
and in schools and it can benefit both the research mentor and research mentee.  
 
The results of my research show that research mentoring can be offered through 
face-to-face and also asynchronous forms of communication. It can be accessed, 
therefore, locally, nationally and internationally. The techniques can be used by 
teachers to enable their students to become researchers too. My research into 
using web-based templates supports my claim that teachers can be supported, 
through research mentoring, to elicit, represent and disseminate their learning.  
 
This submission is presented through nine inter-linked chapters. As a whole, this 
is my response to the broader questions posed by Hiebert, J., Gallimore, R. and 

Stigler, J., (2002), „A Knowledge Base for the Teaching Profession: What Would It 
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Look Like and How Can We get One?‟ in Educational Researcher, vol. 31, (5), pages 

3-13 and by Stenhouse, L., (1981), „What counts as research?‟ in the British Journal 

of Educational Studies, vol. XX1X, (2), pages 103-114.  

 

The first chapter focuses on an overview of my life as an educator, as I begin my 
enquiry into my own lived experience (Van Manen, M., (1990), Researching Lived 

Experience, State University of New York Press, US). The second chapter is an in-

depth review of literature relating (internationally and nationally in the UK) to both 

mentoring and coaching. This is intended to assist me to locate my research into my 

practice as a „research mentor‟ for teachers in schools. The third chapter, similarly, is 

a review of literature, here relating to teacher research. In order to explore this field, I 

engage critically with a number of areas including educational knowledge (rather than 

knowledge about education or just research in an „education‟ context). I do so in order 

to help me to understand the implications of „educational‟ knowledge for teachers as 

learners. Chapter Three provides my justification for rejecting my original model of 

action research (i.e. living educational theory) originated by Whitehead, J., (1989), 

'Creating a Living Educational Theory from Questions of the Kind, How Do I 

Improve My Practice?' in Cambridge Journal of Education, vol. 19, (1), pages 41-52, 
in favour an approach that does not initiate research from an identifying „a problem‟. 

In Chapter Four, I examine the rationale for and the nature of the self-study form 
of investigation that I have used to understand how I create theory and practice 
as a research mentor. The originality and significance of my research mentoring 
as generative practice, which enables growth of a workforce of teacher research 
mentors within the profession of teaching is explored. In this chapter, some of 
the ethical implications of my practice are explored.  Chapter Five provides an 
insight into my practice through a case study of the school (Bitterne Park, UK) 
where I piloted a Master’s level module that enabled teachers to research mentor 
their peers. Chapter Six is a critical engagement with my publications since 1992. 
This study is further evidence of the unique quality of my submission, since this 
is the only in-depth investigation into a teacher researcher’s practice, spanning 
(almost) twenty years. I examine how my ideas about my practice have emerged 
through writings that have been peer reviewed and published. Chapter Seven is 
an examination of my writings and public presentations of my evolving practice 
as a teacher research mentor. This chapter again reveals the major influences 
that have shaped my theories about and my interactions with schoolteachers. 
 
Chapter Eight is where I examine how my collaborative research with colleagues in 

Japan has afforded me a unique and enormously valuable opportunity to widen my 

insights as a practitioner researcher. I examine some of presentations and experiences 

as an „outsider‟ researcher working in an educational context that is different from my 

own as a schoolteacher and latterly as a university lecturer/self employed consultant. 

In this chapter I explore my dreams and my hopes for the future as a research mentor. 

Chapter Nine, the final chapter of my submission, is where I bring together the 

various themes and responses to research questions that I have explored in previous 

chapters. I underline that my theory and practice as an educational research mentor 

for teachers is in process. This is not and could not be a „definitive‟ account.  I offer 

what I know as a research mentor to others in a hopeful expectation they will develop 

further and better ways to enable schoolteachers to elicit, represent and disseminate 

their knowledge so that it is valued, as it critically engaged with.   
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Chapter 1: My life as an educator; a personal and professional journey 

  

1.0 Overview 

 

This thesis begins with a short narrative account (Clandinin & Connelly, 1995) of my 

lived experience (Van Manen, 1990) as a teacher, teacher educator and more recently 

as a research mentor for teachers. The personal and professional journey I narrate is 

explored through investigation of my values and through the lens of being a teacher 

research and research mentor for teachers. 

 

1.1 Introduction  

 

According to Pring, (2001), one should look to the life of the researcher to understand 

research they have undertaken.  This is partly my justification for presenting a self-

study account of my practice as a research mentor rather than an investigation into 

research mentoring through case studies. The methodology chapter, Chapter 4, sets 

out in more detail than in Chapter 1, this rationale for adopting a self-study action 

research approach. I also explain why it is that I have adopted an Appreciative Inquiry 

(Cooperrider & Srivasta, 1987) approach.  My thesis evolves into two chapters that 

are my critical engagement with relevant literature. Here I explain my „pedagogic 

creed‟, rather as John Dewey did when he offered his perspective of education (1897). 

 

…it is impossible to prepare the child for any precise set of conditions. To prepare 

him for his future life means to give him command of himself; it means to train him so 

he will have the full and ready use of all his capacities; that his eye and ear and hand 

may be tools ready to commend; that his judgment may be capable of grasping the 

conditions under which it has to work and the executive forces be trained to act 

economically and efficiently. (Pages 2-3) 

 

It is impossible to prepare a research mentor for any precise set of conditions. To 

prepare him (her) for the future life means to give him command of himself (herself); 

it means to train him (her) so he (she) will have the full and ready use of all his (her) 

capacities; that his (her) eye and ear and hand may be tools ready to commend; that 

his (her) judgment may be capable of grasping the conditions under which it has to 

work and the executive forces be trained to act economically and efficiently. My 

thesis is thus my pedagogic creed as it sets out how one might prepare a teacher to 

become a research mentor.  

 

1.2 A personal journey  

 

My teaching career began, informally, when I was a child since both my parents were 

educators; my mother taught at the Royal College of Music and my father lectured at 

Leeds Training College.  Teaching and learning was the main topic of conversation as 

I was growing up. The irony was that I determined at a young age that I would never 

teach; teaching simply did not appeal to me as a career. Wondering about becoming 

an architect, a librarian, a housewife raising my own family, I was certain of just one 

thing.  I did not want to teach… I was painfully shy as a child and the thought simply 

frightened me…  I had been awarded a place to study for my first degree and I took a 

vacation job (as a clerk) at Liverpool Education Offices where my father was by then 
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an Advisor for Art and Craft for the teachers in the city. As I talked to the candidates 

waiting for interview to become teachers I realized I knew enough about teaching to 

talk with them about their hopes and fears. All the way through my four-year degree 

in languages I remained adamant; I was not going to train to become a teacher - ever.  

 

1.3 A professional journey  

 

Then one day, as I began to plan how I might support my family, I began to reflect… 

Maybe I would take a PGCE  (Post Graduate Certificate in Education)?  I contacted a 

local school near my parents‟ home and I ventured back into a classroom… The host 

teacher, a highly skilled mentor and teacher practitioner allowed me to observe him 

teaching… I watched rather dispassionately… and then he invited me to teach one of 

Aesop‟s Fables… That I can still see the library surroundings, the children seated 

around me and the sun streaming through the windows and that, after forty years, can 

still trigger emotion welling up inside me as I think of what happened next. I will give 

you an insight into what happened next… Suddenly, I felt alive as I had never done 

before. I used a flip chart to draw the story for my children, for Yes, they were „my‟ 

children, „my class‟. After a few days at that school, the headteacher said he wanted 

me to come back and teach as a member of his staff, as soon as I got my PGCE. My 

journey as a professional educator had begun. I gained a PGCE distinction in theory 

and also in practice. I was made head of department the same day my probationary 

year as a novice teacher ended and from there I became head of year; head of subject 

and head of Faculty. (I taught in primary, middle, secondary and upper schools before 

illness forced me to leave the classroom).  As I struggled with ill health, I dreamed of 

becoming a lecturer at a university. I would teach teachers and I would do „research‟. 

 

When I had to leave teaching in schools, feelings of grief were almost unbearable. I 

missed my children and the passionate engagement in being part of their lives. Using 

the skills, aptitudes and understandings I had acquired as a teacher and as one of the 

first school-based mentors for initial teacher training, slowly I began to adapt. I 

brought together a group of mentors and we learned how to become researchers 

between us. I learned how to research my own practice as a mentor and how to help 

others as they began to do the same.  I devised an MA programme in Mentoring; 

Theory and Practice and established the University of Bath Teacher Research Group. 

Gradually, I developed a portfolio of publications and conference presentations and 

some of my work is accessible at my website at http://www.TeacherResearch.net 

When illness forced me to take early retirement (in 2004) from my lectureship, I 

contemplated leaving the profession of teaching but the urge to remain engaged was 

simply too strong.  After two days „retirement‟ I applied for a (part time) senior 

lectureship at a university nearby and I took on responsibility for mentoring, coaching 

and induction (secondary phase). Once again, just as I had done as I transferred from 

primary (pupils aged 7 – 11) to middle (8 – 12 then 9 – 13), secondary (11- 18) to 

upper (students aged 13 – 19) then to higher education, I  looked to build on my 

strengths for making the transition from one context in education to another.  

 

From being trained as one of the first school based mentors for initial teacher 

education, within the Licensed Teacher Scheme, my understandings of structured 

mentoring shaped by Bruner (1974): 

 

http://www.teacherresearch.net/
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One of the most crucial ways in which a culture provides aid in intellectual growth is 

through a dialogue between the more experienced and the less experienced.  

 

In Bedfordshire where I was trained to become a mentor, I was immensely fortunate 

to be able to work with Mike Berrill, who was then headteacher at Challney Boys‟ 

High School in Luton. The handbook I wrote in 2000, reflects Mike Berrill‟s vision of 

mentoring and his influence has been the inspiration for much of my practice. The 

model of mentoring that I described in 2000, was integrated with the approach to 

action research pioneered by Jack Whitehead with whom I worked for almost ten 

years. However, as I began to engage critically with his ideas about action research 

our collaboration began to ease apart, especially as I was increasingly drawn to an 

approach of action research that was more aligned to how I live my life as inquiry. 

 

It seems to me that when initial teacher training moved largely into schools from 

being an almost exclusively university-based activity in the UK, the ensuing 

partnerships were a rich seeding ground for collaborative research between school 

teachers and academics as tutors and researchers. Certainly a transition from 

university PGCE lecturer working with school-based mentors assisting the 

professional development of novice teachers to being a research mentor for school 

teacher mentors researching their practice was a logical one. What more natural than 

to encourage novice teachers and mentors to engage in an action research enquiry 

with me to promote learning for them, for pupils and ultimately for me? Since I was 

more at ease researching my own practice with a view to improving it than I was 

doing research about teachers it came naturally, I could say, to research mentor them. 

Being a teacher for over twenty years in schools prior to becoming a university tutor 

and researcher, I was searching for ways to share my own learning in a supportive 

community as well as to learn from others in order to learn how to teach „better‟.  

 

Perhaps if I had been a less „seasoned‟ teacher I might have felt differently? Who 

knows? I felt most at „home‟ in school and that sense of familiarity combined with a 

passion to explore, to discover, construct and share my learning continues to spur me 

on. Feeling that I might help schools to „improve‟ was less motivational for me, 

perhaps because it pushed me to the periphery, and I felt at ease at the heart of a 

classroom, at the core of interaction between teachers and their students. Reflecting 

systematically on my practice as I moved phases and subject responsibilities from 

starting teaching in a primary, to working in a junior high then in a middle school, 

then a secondary school and finally an upper school compelled me to examine my 

own work so I could identify my strengths and build upon them. This was where 

Appreciative Inquiry (Cooperrider & Whitney, 2005), took root with insights from 

reading about how teacher research could „improve‟ schools (Walker, 1985, and 

latterly Street & Temperley; 2005). I was challenging and busy reinventing myself as 

a teacher working beyond my sense of nostalgia (Mitchell & Weber, 1999). 

 

When I studied for my MA, I opted for their programme at the Institute of Education 

in London entitled the „Teaching of Modern Languages through Language and 

Literature‟ and my dissertation was focused on addressing underachievement among 

pupils aged 16+ At that point in my career, I had discovered that not only would I be 

teaching students to „A‟ level in French, I would also be teaching students Spanish to 

Advanced Level too. Needing to rapidly upgrade my „rusty‟ Spanish skills (and I had 

never taught Spanish) I joined a Spanish degree level programme at the nearby 
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University of Luton for my CPD. Like other teacher researchers, my studies had to be 

geared to my immediate needs as a teacher and so it has been with my research. I 

have had to learn what my strengths are so I build on them, learn new skills, develop 

my professional values and aptitudes, gain new understandings and thereby generate 

knowledge I could use for my own and for others‟ ongoing professional development.  

 

Before I chose to pursue a PhD route by publications at the University of Bath, I was 

supervised by James Calderhead and it was his inspiration that triggered the potential 

value of focusing on my own values and beliefs and analyzing my own practice as 

well seeking to establish cultures of collaboration with teachers (Calderhead & Gates, 

1993) in schools with which Bath University partnered. Jack Whitehead also had a 

profound influence upon my professional development as an educator, not least 

because of his capacity and willingness to challenge other‟s ideas. When Cochran 

Smith and Lytle‟s writings were published in 1999, about teaching beyond a technical 

rationality identified by Donald Schön, Jack convened a departmental seminar and 

used that occasion to promote discussion of living educational theories. I was 

impressed by Cochran Smith and Lytle‟s recognition of teachers as „co-constructors‟ 

of knowledge and as creators of curriculum, informed by being theorisers‟ (p. 276) 

and their call for increased collaboration between school and university colleagues. 

 

When I presented a paper in Japan entitled Research Mentoring; Collaborating for 

Professional Development, (2004), I explained that I assist teachers in undertaking 

their own research within their practice to further their professional development. I 

explained that my foremost intention was to share my commitment to self-study 

action research as professional self-actualization‟ (Maslow, 1968).  I wanted to show 

how traditional concepts of mentoring are a fruitful, inspirational basis for enabling 

learning through co-enquiry. I see increasing support for action research promulgated 

by such bodies as the National Teacher Research Panel and the Teacher Learning 

Academy in England as a manifestation of the investment that is increasingly being 

made in enabling teachers to take responsibility for their professional development. 

 

1.3.1 Relating practice to theory in educational research mentoring 

 

In this section, I offer a diagrammatic „conceptualisation‟ of my research into my 

learning and its relationship with my multiplicity as an educator. In each stage I 

outline, I relate my own practice to my educational value as a mentor: nurturing 

courage to be. Having deconstructed my self as a teacher, mentor and researcher, the 

last diagram records my reconstruction as a research mentor and that is evolving to 

educational research mentor. I use two figures to set out my understanding of the 

relationship between the main theoretical and practical aspects of my activities as an 

educational research mentor. Figures 1 and 2 have emerged from my practice as an 

educational research mentor. These were not conceived prior to engaging in practice 

as a mentor then applied, but defined and refined after they arose from my practice. 

These figures are developmental i.e. as a self-studying action researcher I expect them 

to change as my understandings about my practice grow and through validation by 

others. Both figures represent how I relate my learning to professional practice as an 

educator. I theorise about how I learn through the process of being a research mentor.  
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An experience (a conversation, something I read or something I observe, for example) 

triggers my initial theorisation about how the trigger might assist me in my research 

mentoring. I observe the on going experience more closely and visualise how I might 

personify what I observe. I begin to prime myself for imitation and then, interacting 

creatively with my conceptualisation of the trigger experience. I start to imitate what I 

have been observing. Revisiting the original theorisation about the trigger experience, 

I undertake a period of more intensive and deliberate research. This stage is often 

characterised by searches for information on the Internet and in books, articles and 

conference presentations by others. Typically, I look for definitions and explanations 

that align with the trigger experience and then I explore how I perceive it has become 

metamorphosed through my imitation of it. Then in triage, I assign it to a facet of my 

multiplicity as a teacher, researcher or mentor. I look for pathways of experience and 

expertise to assist in embodying new perspectives. 

 

In the pre-conceptualisation stage, before I consciously engage with my professional 

multiplicity, I draw on prior experience to embed new skills, attitudes, understandings 

and knowledge, I detect, through self-study, a process paralleling how I learn 

languages. I encounter a new word, consider its usefulness, observe how it is 

employed and imitate its use. I research others' use of a word and return to theorise 

about its usefulness before embedding it into my repertoire. I suspect that training as a 

linguist shapes how I learn. When, for example, I encountered the model of action 

research in co-writing Working with Your Student Teacher this inspired me to learn 

more about this research activity. There was a delay of some three years until I 

developed my early theorisations about action research when working with Jack 

Whitehead. I observed how he related to students and imitated his techniques. I 

researched what he and others wrote about self-study and I began to develop my own 

approach to self-study. I developed self-study using visualisation to explore my work 

from the inside out and digital photography to record events from the outside in, so 

combining visual accounts. (This stage is communicated in my paper „A Role for 

Imagery in Mentoring‟.) Then I reflected on how I might use what I was learning 

through seeing myself at work. Web-based KEEP Toolkit templates allowed me to 

incorporate video clips and narrative. Once I had mastered techniques for using them 

for my research, I taught others to use them. (Examples of these web-pages can be 
found in Appendix One of this thesis). 

 

1.4 Exploring my values as an educator  

 

I passionately wanted to enable children to have a childhood where they could learn 

to value themselves and one another as learners and members of society. Working in 

the early stages of my career in face-to-face contact with children, I began to work 

more indirectly as my career evolved. Gradually, I had learned to undertake research 

and it seemed entirely natural to become a research mentor for teachers and students 

in schools. When the burden of travelling over 200 miles in two days each week to 

tutor and research mentor colleagues began to impact upon my health, I prepared to 

retire again… Keeping my business as an independent educator going was crucial to 

my health and sense of identity. I established a special interest group for mentoring 

and coaching for BERA (British Educational Research Association) and adapted what 

I could manage despite the limitations of my physical disability as a kind of 
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Appreciative Inquiry (Cooperrider & Srivastra, 1987). Effectively, I was living my 

life as action research but not starting from a problem. Rather I started from a dream 

and planned how to actualize my positive possible self (Fletcher, 2000) 

 

Meanwhile, I was continuing to write for presentations about my work and for 

publications and decided I could adapt what I used to be able to offer face to face to 

online educational contexts when viral pneumonia triggered severe problems with my 

hearing. I valued my experience as a photographer and as a linguist and soon I 

became passionately committed to using web based technology and multi media to 

assist teachers to elicit, represent and disseminate their own learning. My journey as 

an educator, who is committed to being the best that I am able to be is on going. 

There have been times when I feared that I might have to stop.  I have paused and 

taken stock of where I am and where I want to be in the future. Rather than starting 

from „a problem‟ in my life-as-action-research, I have used the momentum of 

challenge to spur me on to examine my capabilities, and skills, knowledge and 

understandings acquired as I have journeyed through my career. 

 

1.5 The Researcher Mentor  

 

The practice of research mentoring that I have developed grew from my own 

involvement as a research mentor in the Best Practice Research Scholarships Scheme, 

which ended in 2004. Guidance for research mentors in BPRS was in short supply and 

comprised these details only: 

 

 Research mentors will be experienced in undertaking and supporting 

education research. 

 The research mentor must provide an individualised and signed statement of 

support … which would include how and when the research mentor will 

support the project, how they will monitor and evaluate the research 

findings and how they might disseminate these. 

 

There was a strong feeling among university colleagues on the BPRS Steering 

Committee that research partners should be called „tutors‟ not mentors but I was 

insistent that we retained the name mentors. My reasoning was that we were offering 

personal as well as professional support to teachers as they underwent a major shift in 

practice to research their teaching in a rigorous, systematic way.  My guidelines for 

research mentors for the BPRS scheme are accessible at my website 

http://www.TeacherResearch.net together with my reflections upon and examples of 

my involvement in research mentoring (including Bitterne Park, Westwood St 

Thomas, and Hanham schools). The research mentoring is thus not my own and the 

practice of research mentoring varies from context to context.  

 

The BPRS scheme required that teachers partner with education researchers, not 

significantly with educational researchers, who are committed to research that has an 

intentionally educational outcome rather than simply taking place in an education 

context. As I have sought consciously to define and refine my own practice of 

research mentoring I have researched research mentoring in other contexts; in 

universities (Michigan State University‟s model (1999) was similar to mine in that it 

extends support to personal as well as professional interaction. The research 

mentoring scheme at Dundee University that I came across in 2003 was, however, 

http://www.teacherresearch.net/
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focused entirely on research induction and did not offer personal support, any more 

than the BPRS scheme required). My own practice of research mentoring reflected 

my commitment to personal as well as professional support as I took on the role of 

mentor with two teachers, (2001 - 2002).  

 

After working with Catherine and with Tony, I became a research mentor for over 70 

other teachers under the BPRS Scheme (the highest number for any research mentor 

in the UK). I established the Bath University Teacher Research Scheme with the 

support of senior colleagues and I worked alongside Jack Whitehead as a mentor 

while he tutored MA modules. The final chapter of my thesis by publications 

submitted to the University of Bath in 2003, focused on how I had brought together 

my practice as a teacher, mentor and researcher to develop my concept of research 

mentoring. When I retired from Bath University, I decided to test out my model and 

created the mentoring and action research MA module for Bitterne Park School, 

Southampton (details are accessible from the Bitterne Park section of my website at 

http://www.TeacherResearch.net ).   

 

1.6 The Teacher Researcher 

 

I became increasingly drawn to the idea that becoming a teacher researcher was part 

of becoming a professional educator and the feature article that I wrote for the 

General Teaching Council in 2002, reflected my standpoint. I developed the view that 

professional teachers investigated how they could live their values in increasingly 

effective, creative ways to enable their own and students‟ learning. 

 

My understandings of educational research mentoring grew and in 2006 I wrote 

another thesis drawing on my publications that explained the generative intent I held 

as a research mentor. Not content with research mentoring one individual, I intended 

my mentoring to stimulate a teacher to become a research mentor for others. I wanted 

to enable Stenhouse‟s vision of teachers-as-researchers (1981) and help to develop the 

profession of teaching where inquiry by teachers was the norm and teachers could 

stand alongside academic researchers as knowledge creators. To enable me to develop 

my ideas and refine my practice, I called upon my experience as a research mentor for 

Wiltshire Education Authority who funded many small-scale teacher research projects 

across the county.  I also drew on my work as a mentor for teacher researchers funded 

by Creative Partnerships where I worked as the research mentor for students at Bishop 

Wordsworth School in Salisbury, Wiltshire. 

 

 Two articles published in Educational Researcher have had a sustained, marked 

impact on how I have developed my planning to actualize my vision of research 

mentoring for teachers with a view to enabling their professional development. The 

first article was published in 2001. It is the presidential address by Catherine Snow to 

an annual conference of the American Educational Research Association 

Her address was a few months after my first visit to Japan and that visit, hosted by 

colleagues at Kobe University and Akashi Laboratory Schools raised my own 

awareness of how little we know, in fact, about children, teachers and researchers.  

Within the bounds of our own education context we may come to „know‟ a great deal 

about who does what and maybe even why, but the moment we step into an 

unfamiliar education context we realize how very limited our understanding is. 

During my first visit to Japan I was struck by a sense of wonder at how teachers were 

http://www.teacherresearch.net/
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engaged in a practice that was recognizably „teaching‟ but which reflected a different 

culture from my own.  There was a wonderful realization, an awakening, that 

something very special was occurring in Japan. Colleagues from England had been 

invited to share their knowledge so that teachers and students could learn from them.  

 

The feeling of community, of parents being intimately involved in their children‟s 

education in collaboration with teachers in schools and the Prefecture was new for 

me. The sensitivity that ensured that everyone‟s viewpoint was considered when 

group decisions were reached was like a door opening onto the landscape of co-

operative education where the values included instilling a „zest for living‟. 

I came to realize the strengths of and also limitations of my work as a mentor:  

 

Good teachers possess a wealth of knowledge about teaching which cannot currently 

be drawn upon effectively in the preparation of novice teachers or debates about 

practice.  Snow (2001). 

 

I could use video in my presentations to teachers in Japan to show how I had worked 

with my group of novice teachers in schools in south-west England but I had no 

means by which to represent the knowledge that we were creating about teaching 

between us. At that point in time I had no web site and we had not yet discovered how 

we could use web-based technology to disseminate knowledge. 

 

The second article in Educational Researcher appeared in 2002. Authored by Hiebert, 

Gallimore and Stigler, it suggested, (p. 13), that „Researchers and teachers could work 

side-by-side as authentic partners… each gaining from the other‟s experience.‟ Here 

was the inspiration for my practice of research mentoring teachers. While the teacher 

was the expert in understanding their educational context, I was the expert bring a 

wider experience of working in schools and in university and together we could co-

research teaching and create knowledge. 

 

1.7 Exploring ways to research my practice  

 

In 2001, I began to integrate action research into my mentoring and tutoring my group 

of PGCE students. We used video and we used visualization techniques as we 

envisioned positive possible selves and worked from the basis of what we saw 

occurring as we engaged in educational activity towards what we aspire to. Emma 

Kirby and I collaborated to create our web-based educational resource using the 

content free templates made available by the Carnegie Foundation for the 

Advancement of Teaching at http://www.cfkeep.org  We incorporated ideas and 

resources developed from a further visit to Japan and this first web-based account of 

representing teachers‟ knowledge became the model for creating more. Thanks to the 

experience of working with Emma Kirby, I was able to pilot the (potential) use of 

KEEP Toolkit Templates to represent knowledge co-created between a research 

mentor and a research mentee. From this pilot study, my use of web-based resources 

incorporating multi media increased. 

 

To enable me to understand and address the challenges of research mentoring I began 

to engage in critical review of literature relating to teacher education, teacher 

research, using web-based technology in education and approaches to action research. 

My critical engagement with these areas of educational research can be found in the 

http://www.cfkeep.org/
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chapter after I review literature relating to mentoring and coaching theory and 

practice. My concept of mentoring originally subsumed coaching activity and in this 

chapter I demonstrate how my thinking has evolved by including my most recent 

writings (in press, publication 2012) for a SAGE Handbook for Mentoring and 

Coaching, which I am co-editing with Carol Mullen. The chapters that I have included 

relate to coaching and fostering the use of web-based technology in research 

mentoring.  Once again, I include reference to my publications and my presentations 

at research conferences, including BERA and AERA. I talk about how I created web-

based resources for teacher researchers to embed not only in my own research 

mentoring but also in theirs as they began to research mentor colleagues and their 

students. My resources formed a key part of my submission for Stage 4 Recognition 

of my learning for the TLA (Teacher Learning Academy).  It was the experience 

gained from my research mentoring in schools with beginning teachers like Emma 

Kirby, as she developed into a highly experienced, gifted Advanced Skills Teacher, 

and like Katie Austin at Bitterne Park School, who was also in her first year as a 

school teacher. These teachers‟ web-based accounts, as well as the publication by 

Chipping and Morse for the National Teacher Research Panel and their web-based 

presentation for a BERA conference in 2005, provide me with evidence of the 

effectiveness of using web-based technology to enable research mentoring.  

 

1.8 Conclusion and looking ahead 

 

To echo the words of Martin Luther King, I have a dream… I have a dream for the 

initiation and support for teacher's research which starts from I appreciate what is 

already being achieved through to I want to extend and improve this.  I want to 

celebrate and recognize my own learning as a teacher alongside that of my students in 

my school.  I want to share my learning and engage in educational conversation, not 

only teacher researchers and with academic researchers, not only in my school but 

globally… as a teacher in England I want to be able to interact with teachers in Japan.  

I want to have insights into what they know and how they work together to enable my 

colleagues and myself to improve what we already do in our collaborative enquiries. 
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Chapter 2:  The praxis of mentoring and coaching  

 

2.0 Overview 

 

In this chapter, there is a critical engagement with the practices of mentoring and of 

coaching, exploring how and where they originated and how and why these terms are 

frequently interchanged. I provide a perspective from England, where I live and work. 

Knowing definitions of mentoring and coaching vary between countries and contexts 

other than Education, I provide perspectives on business practices in use in schools. 

 

2.1 Introduction  

 

The mushrooming interest in mentoring and coaching over the past 10 years has seen 

the publication of many books related to mentoring and coaching that are attempting 

to provide definitions of both, including the forthcoming (2012) SAGE Handbook for 

Mentoring and Coaching in Education, which I am co-editing with Professor Mullen. 

 

To provide clarity about definitions of mentoring and coaching, the Centre for the Use 

of Research and Evidence in Education (CUREE) organized a series of consultation 

exercises and surveyed thousands of examples of CPD practices to find out which 

models were prevalent and might be as useful as a basis for education policy making 

in England. Designed by CUREE, the National Framework has now been adopted 

throughout the English state education system together with the brief definitions of 

mentoring and coaching that it sets out.  Even in conversation with colleagues from 

CUREE, it can be somewhat difficult to unpack where the definitions actually came 

from. One is led to believe that they arose from a wide consultation schedule with 

educators already committed to mentoring and coaching in schools.  At the time of the 

consultation a number of publications were already widely in use by HR departments 

in business as well as by tutors in universities (like myself) designing PGCE and MA 

programmes.  The knock-on effect of definitions used by colleagues in the PGCE was 

that schools in partnership tended to adopt similar definitions and this led to confusion 

nationally. Depending on where models of mentoring and coaching derived from the 

definitions varied widely.  This was compounded by the fact that in business contexts 

„coaching‟ and „mentoring‟ are used as almost interchangeable terms. In schools, the 

practice of „mentoring‟ shapes the design of initial teacher training programmes. This 

term was adapted to describe one-to-one work with pupils needing learning support.   

 

2.2 My definitions of mentoring and coaching 

 

When I designed the MA programme at the University of Bath, entitled Mentoring: 

Theory and Practice, I drew on my own experience as a school-based mentor and my 

definition of mentoring, which I explained it in my publications (Fletcher, 2000a, b).   

 

Mentoring means guiding and supporting trainees to ease them through difficult 

transitions; it's about smoothing the way, a needling, reassuring as well as directing, 

managing and instructing.  It should and lock the ways to change by building self-

confidence, self-esteem and a readiness to act as well as to engage in ongoing 

constructive interpersonal relationships.  Mentoring is concerned with continuing 

personal as well as professional development… in the process, personal and 
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professional values come under scrutiny and are subject to change.  

 (Fletcher, 2000a, page 2) 

Where the Education world‟s attention was transfixed on mentoring between 1995 

and 2005, it has dramatically shifted towards coaching since then. As a relatively 

recent initiative in education practice, coaching is perceived as being nearer to the 

practical than the theoretical end of the mentoring continuum and remains scantly 

researched. Such research as there is tends to be exploratory. A parallel situation can 

be observed in the research archives about mentoring. This is because, in part, mentor 

and coach practitioners do not tend to research their own practice.  There are notable 

exceptions, (e.g. Fletcher, 2000), but research has largely been undertaken by non-

practitioners, although in coaching Tolhurst, (2006), is a noteworthy exception. A 

further reason why coaching remains under-researched at the present time is that few 

universities have, as yet, become involved in coach preparation to the same extent as 

they have been in mentor development. There are some signs of change (Silver, 2005) 

 

2.2.1 The KNOW model of coaching for education (Fletcher, 2012, in press). 

 

The model I depict below offers parameters rather than a „lock step‟ process linked to 

predetermined goals. It combines with already popular coaching models in education 

such as GROW and Instructional Coaching and is designed to remind educators about 

the purposes of education as a whole; creating knowledge, building networks within 

and between societies and mobilising learners to deploy wisdom in making decisions.  

 

 
 

Figure 3: The KNOW model of coaching (Fletcher, 2012b, in press) 

 

Education is a process, not an end product with clearly managed goals. Its goal is the 

capacity to create knowledge, use knowledge to build learning networks and to use 

networks such as the Web to elicit, represent and disseminate knowledge. Seeking 

short-term goals is a part of learning to learn and create knowledge but if learning is 

not networked and orientated, learning loses focus and its purpose. Wisdom is the 

sought after outcome of education, knowing how to learn and use learning is its aim. 

The KNOW acronym (Fletcher, 2012b) stands for Knowledge, Networks, Orientation 



24 
 

and Wisdom. These dimensions, which act as parameters in the model of coaching 

that I am suggesting might be more appropriate than the business model GROW 

(Whitmore, 2002) with its focus upon „outcomes‟ rather than a learning process in 

education are outlined below. Full details are in a SAGE Handbook (2012, in press) 

 

Knowledge  

 

„Knowledge is power‟, so said Francis Bacon, in 1597. Having power to make 

choices, to take responsibility and develop talent is crucial in education. 

 

Networks  

 

The brain appears to be a vastly interconnected network and is much like the Internet, 

Learning to exercise the brain improves how we learn. Using the Internet can enable 

knowledge to be accessed, shared and critiqued and aids creation of „new‟ knowledge. 

 

Orientation  

 

The Spanish translation for „to mentor‟ is „orientar‟. Mentoring is an ingredient of 

coaching and vice versa. To orientate indicates finding direction, finding bearings 

within a mass of information that otherwise can confuse and distract the learner. 

 

Wisdom  

 

Wisdom enables the learned to use their knowledge for the benefit of humanity. 

 

2.2.1 Mentoring and coaching in business  

 

A publication by Parsloe and Wray, 2000, enabled me to refer my MA students to a 

simple, straightforward account of definitions of mentoring and coaching in business.   

 

The distinction between coaching and mentoring is one of context or roles, 

responsibilities and relationships as both the processes that enable support and 

encourage learning to happen.  All mentors seek to develop a special relationship as 

close as possible to the traditional concept of a trusted adviser and councilor.  They 

can be more interested in improvements in performance and behaviour over a longer 

timescale, possibly a whole career than is the case with the necessary immediate 

results focus of a line manager, qualification supervisor or personal skills coach….  

As far as general purposes and goals, and then saw his more often oriented towards 

an exchange of wisdom, support, learning or guidance the purpose of personal, 

spiritual, career or life growth; (mentoring is) sometimes used to achieve strategic 

business schools; content can be wide-ranging.  Coaching is typically result -- 

performance orientated, success or goal directed with emphasis on taking action and 

sustaining changes over time; often used to improve performance in a specific area; 

more practice and theory driven; relied strongly on interpersonal skills.   

(Parsloe & Wray, 2000, page 12). 

 

This broad definition aims to make a distinction between coaching and mentoring for 

organisations with a typical line management structure.  Parsloe and Wray draw upon 
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the GROW technique coaching which has origins in sports where it originated in 

Gallwey‟s, (1974), Inner Game of Tennis.  The technique relies on using skilful 

questions and following a clear structure. GROW coaching model works like this; 

establish the Goal  

examine the Reality  

consider all Options  

confirm the Will to act  

 

2.2.2 Business models adapted to UK education   

 

It seems, from my research into coaching in business, that this approximates quite 

closely to mentoring in Education.  Non-directive coaching, which is used to review 

and refine established practice, has long been an aspect of „mentoring‟.  Directive 

coaching is akin to specialist coaching as defined in England‟s National Framework.  

Following its widespread use within business, GROW was adopted by the education 

fraternity and it sits well within the mindset of managerialism and leadership which is 

currently de rigeur in schools. The emphasis on goal setting and skills lends itself well 

to attainment targets, performance management and league tables but how far does 

coaching fit into the school situation in supporting the wider learning curriculum, the 

education beyond goals, league tables and performance management?  The National 

Framework attempts to set out principles for both mentoring and coaching and it also 

acknowledges that there is a considerable overlap between the two.  Both involve a 

learning conversation, a thoughtful relationship, a learning agreement, combining 

support from fellow professional learners and specialist, growing self direction, 

setting challenging and personal goals, understanding why different approaches work, 

and knowledge of the benefits to the mentor's in coaches, experimenting and 

observing and using resources effectively (according to CUREE).  So how far the 

mentoring and coaching differ and why is there such interest in coaching in schools?  

The Harvard Business School Press Published a Guide to Coaching and Mentoring in 

2004 and it refers readers back to Homer's tale as modelling the origin of „mentoring‟.  

This publication states that (page 76) today we generally define a „mentor‟ as a wise 

and trusted adviser.  Mentoring, then, is the offering of advice, of information or of 

guidance by a person with useful experience, skills, or with expertise to assist another 

individual's personal and professional development.  Mentoring then aims to support 

individuals‟ development through both career and psychosocial functions. Kram, 

(1983), articulated these functions involving sponsorship, coaching, protection, 

exposure and challenge 

… the scope of mentoring is lastly greater than coaching, which is, in itself, a small 

subset of mentoring.  Psychosocial-personal functions include role modelling, 

counselling, acceptance and confirmation and friendship. (Kram, 1983, page 77).  

 

It seems that the National Framework devised by CUREE (because of its greater 

emphasis on coaching rather than mentoring) is influenced by and subsequently has 

influenced teaching as being predominantly goal-focused, skills-based and outcome 

orientated. Whether this is appropriate orientation for the profession of teaching is 

increasingly questionable. If Education in schools become entirely outcome orientated 

rather than process focused there might be a danger that the next generation will see 

achievement in terms of short-term goals as the only viable measure against which 

they will evaluate society.  The danger in this is that appearance will matter above all 
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and education in its broadest sense will suffer as those children who cannot achieve 

exam success are left behind and rejected as valuable members of society at large. 

Staying with the business origins of publications relating to mentoring and coaching, 

we find Guinness and Smith's, (2007), work focuses on mentoring and coaching as 

transformation.  They explain that coaching is about contracting, which has to be 

created and agreed to by both parties.  It must reflect expectations of organisations 

and professions involved in setting the ground rules of accountability, expectations 

and relationship.  Boundaries are agreed and a working alliance is closely structured 

with a strong emphasis (which is undoubtedly a useful ingredient of initial training 

and CPD for teachers), in ways of listening (pages 210 - 214).  Asking good-quality 

questions is surely a vitally important skill. I applaud the mention of the putative 

questions which not only invite active enquiry but also create an emotional shift in a 

person being asked. In future manifestations of the National Framework, I think it 

would the International Coach Federation code of ethics needs to be drawn upon, 

which sets out seven steps that are essential to the evolution of a coaching culture.   

These align quite closely to the way in which coaching is imported into schools: 

 

Step one;  the organisation employs coaches to some of its leaders.   

Step two:  the organisation develops its own coaching and mentoring capacity.   

Step three:  the organisation actively supports coaching endeavours.   

Step four:  coaching becomes the norm to individuals, and the organisation.   

Step five:  coaching becomes embedded in performance management processes 

Step six:  coaching becomes a predominant style of managing throughout  

Step seven:  coaching becomes how we do business with all our stakeholders.   

 

The danger is that schools will overlook that their role in society is more than that of 

just achieving short-term outcomes, higher exam grades and more university entrants. 

Brockbank‟s and McGill's, (2006), Guide to Facilitating Reflective Learning through 

Mentoring and Coaching takes a more studied view than many of the „how to‟ guides 

available.  It draws upon evolutionary approaches, philosophy and education.  In their 

section devoted to explaining mentoring express a useful idea that definitions of 

mentoring can be used without clarification of the philosophical basis of the activity, 

the approach taken and the intended learning outcome (page 63).  Mentoring, they 

explain, certainly that modelled upon business concepts, is largely a functionalist 

approach.  The advantage of such an approach is that it makes evaluation possible. 

„Success‟ is measured by how far these objectives are outcomes have been achieved. 

 

Co-active Coaching (Whitworth et al, 1998) has much to offer in terms of a mentor in 

terms of the skills of listening, intuition, curiosity, action learning and self-

management.  Coaching embodying transactional analysis (Hay, 1996), is based on 

the work of Eric Berne This is well-suited to school-based practice and, incidentally, 

underpinned the qualification in structured mentoring that I studied for is a school-

based mentor. The „people skills‟ that are at the heart of this model of coaching assist 

with handling conflict and dealing with tensions and stress.  Positive psychology 

coaching, (Biswas, Diener et al, 2007), which puts the science of happiness to work, 

would not come amiss.  There is so much more to coaching than building leadership 

capacity, (Tolhurst, 2006), and, while this is a useful strategy, not everyone can be a 

leader because that very term necessitate that some are followers. 
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The use of coaching to support teachers in improving their practice has, according to 

Rhodes (2002), been explored in Holland. He refers to research by Veenman, (1995), 

and Veenman et al, (1998), who studied the impact of skills training in coaching „on 

the efficacy of school counselors, primary schoolteachers and school principals as 

coaches of teachers.‟ (Page 298). Rhodes proceeds to suggest that coaching and 

mentoring within a corporate business learning environment might „be pertinent to 

draw upon… to explore coaching, mentoring and peer networking relationships.‟ 

(Page 300). One of the (many) difficulties of importing business practice into 

Education is that the distinctions between mentoring and coaching are not necessarily 

the same as they are Education and their relative aims and underpinning values differ. 

 

2.3 Mentoring and coaching for education  

 

Exploring an overview of coaching, as I am attempting to do here, across education, 

sports and business, I visualise a pattern something like that depicted in Figure 4.  

 

 
 

Figure 4: Interrelationships of mentoring, coaching, training and counselling 

 

While each of the four aspects is distinct, there is a possibility of cross fertilisation 

between these four. Mentoring sits alongside coaching, once thought as a subset of 

mentoring in education, many educators would now regard mentoring and coaching 

as equal in their relevance to developing educational practices. Both training and 

counselling skills underpin good practice in mentoring and in coaching and coaching 

often draws on training (instructional coaching) and mentoring draws on counselling 

(understanding the emotional responses of a mentee are crucial to good practice). The 

arrows indicate that learning potentially emanates from any but, not necessarily all, 

combinations of mentoring and coaching, training and counselling. Context will 

determine the effective combination and learning will be „situated‟ in its context. This 

perspective reflects research by Lave & Wenger, (1991), into „Situated Learning‟. 

Longer term learning support strategies that peer learning relationships can offer are 

sometimes squeezed out in the race to deliver a performance focused agenda. This 

situation is likely to be aggravated where a „performance‟ approach to coaching is 

borrowed from non education contexts without regard to subtle differences therein. 

 

Confusion appears to arise over the relative purposes of mentoring and coaching. 
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„Mentoring‟, according to the National Framework for Mentoring and Coaching, 

(2005), supports induction and career transition, while „coaching‟ is said to lead to 

knowledge creation. I agree with CUREE that mentoring and coaching overlap.  I 

agree that coaching has a place in assisting the initial and continuing professional 

development of teachers.  Where I differ from CUREE is that, in my opinion, the 

National Framework does not reflect deep understanding of the potential of coaching 

and of the different models that are undoubtedly useful to assist teachers own CPD. 

Evolutionary mentoring, according to Brockbank and McGill, (2006), is an agreed 

activity between mentor and client with goals generated by and for the client. The 

process is person centred and the learning outcome is transformation.  The process 

has person centred characteristics and the learning outcome is identified as the 

transformation into a satisfactory life structure that contains the (Jungian) Dream. 

(Page 76). The kind of mentoring and coaching that is being encouraged by the 

National Framework seems to be a long way from enabling such lofty outcomes in 

terms of transformation and holistic support for all teachers.  On the basis of a review 

of mentoring literature from 1978 to 1999), Roberts, (2000), offers a definition of 

mentoring as a formalised process whereby  

 

a more knowledgeable and experienced person actuates a supportive role of 

overseeing an encouraging reflection and learning with another less experienced and 

knowledgeable person so as to facilitate that person's career and personal 

development (Roberts, 2000, page162). 

In my opinion, one of the most useful aspects of Brockbank and McGill's book is its 

final section about the need for supervision and support for mentors and coaches. This 

aspect is often overlooked. 

2007 saw the publication of two books on mentoring and coaching published by the 

Open University press.  Connor and Pokora‟s „Coaching and Mentoring at Work‟ and 

Pask and Joy‟s „Mentoring-coaching; a guide to educational professional‟ explore the 

principles behind mentoring and coaching in organisations and mentoring and 

coaching in education. In Connor and Pokora‟s work, definitions of coaching and 

mentoring definitions are said to derive from psychological approaches to motivation, 

learning, goal setting and behavioural change. In the parallel publication for education 

by Pask and Joy, professional mentoring and coaching is aligned to a single activity 

mentoring-coaching, which has its roots in Greek mythology.  Its focus is more 

markedly on mentoring and coaching but extends the traditional mentoring model to 

one of contracting which arises from coaching behaviours.  Mentoring-coaching in 

Pask and Joy is defined as a voluntary and equal relationship and borrows the 

terminology of client from coaching in business circles rather than talking about the 

more usual terminology employed in education; mentee.   

 

There is reference to double loop learning (Argyris, 1977) and there is a short section 

(page 103) relating to ethical competences in terms of definitions, competencies as an 

outcome of mentoring coaching, values and principles, the rules which are needed to 

generate the ethos derived from values, harmony between values, ethics and solutions, 

and what does ethical competence entail? I must say this is not a definition of „ethics‟ 

that I would recognize and it does not relate to any of the established ethics writers in 

Education.  A capacity to be flexible and a deep sense of purpose are not necessarily 

related to ethical competence.  A determination not to cause unnecessary harm echoes 

Frankena‟s ethics (1973). What is interesting is that the model of enquiry embodied in 
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the publication by Pask and Joy, which focuses on what they term the „4-D cycle‟ of 

Appreciative Inquiry (Cooperrider & Whitney, 2005). The integration of Appreciative 

Inquiry in mentoring, allied with coaching, is very close to my own conceptualization.  

 

When I was a pupil at school coaching was what you took on if you had not done well 

as an examinee and needed to pass your re-sit. Coaching is geared to remedial work 

and coaching was geared to improving your examination performance.  You took on 

tennis coaching if you wanted to improve your stroke and only if sports coaching was 

provided by my school At that time „mentoring‟ was not a word in current use and did 

not arise to any great extent until after speech by the then Secretary of State, Kenneth 

Clarke who effectively moved the training of novice teachers from HEI into schools.  

Coaching was also what athletes were involved in so that they could perform better. 

There was no concept of ontological coaching (O'Connor, 2007) or neurolinguistic 

programming as coaching, (O'Connor, 2004), and Gallway‟s, (1986), Inner Game of 

Tennis had not been applied to school situations for teachers‟ initial training or CPD. 

 

According to CUREE‟s website at http://www.curee.co.uk, definitions of mentoring 

and coaching arose from discussion among the teachers in consultation groups. The 

resulting document, which came from these consultation meetings, identified three 

core concepts mentoring, specialist coaching and collaborative (co-) coaching.  A 

count along the bookshelves in any high street booksellers would have shown that 

there were actually almost no books devoted to coaching in schools when the CUREE 

document was published.  Reflecting a need perhaps to fill a perceived gap since that 

time and reflecting current trends in schools‟ operation, authors (Tolhurst, 2006; Pask 

and Joy, 2007 and Cruddas, 2005) have busily written handbooks for schools. With 

„mentoring for leadership‟ (Tolhurst, 2006) „mentoring for learners‟ (Cruddas, 2005) 

and „mentoring-coaching for general educational use‟, school handbooks now abound. 

  

According to CUREE, „mentoring‟ is useful to a practitioner at the beginning of his or 

her career, at times of significant career change or in response to specific, significant 

challenges.  „Specialist coaching‟ is useful to a practitioner at any stage in his or her 

career, in developing a deeper and more sophisticated understanding of existing and 

new approaches.  „Co-coaching‟ is useful to a practitioner at any stage in his/her 

career following specialist imports and whenever professional learners are seeking to 

review an enhanced practice. There has now been so much cross-over between these 

definitions that it has been almost impossible to tease out the differences, except to 

say that generally speaking mentoring is seen as a long-term, holistic professional 

relationship and coaching a more intense, short-term and goal orientated relationship.   

 

Perhaps the reason that CUREE has highlighted coaching is that they have borrowed a 

business model and transferred it into a school setting.  They have given a new name 

to the activity that has long been practised between cooperating teachers involved in 

their in-service training. What appears to be missing from CUREE‟s definitions is the 

activity one could call Co-mentoring (Kochan & Trimble, 2000)  

 

Our relationship became a communal one. The mentee was not someone waiting to be 

discovered but rather someone discovering herself, and the mentor, rather than 

serving as a font or perfect knowledge, became a co-learner in a process of 

discovery.‟ (Kochan & Trimble, 2000, page 21) 

 

http://www.curee.co.uk/
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 My definition is this; co-mentoring is about sharing the journey to discovering 

values, skills and understandings and co-creating educational knowledge in the 

process. The impact in educational terms is a synergy between researchers who are 

(traditionally) concerned with academic research „upon teachers‟ and researchers 

concerned with practice. Research mentoring provide the link. (Fletcher; 2005)  

 

According to CUREE, while mentors relate practice to assessment and accreditation 

frameworks, „specialist‟ coaches establish buffer zones between coaching and other 

formal relationships and „co-coaches‟ set aside existing relationships that are based on 

experience, hierarchy, power or friendship. But in the model of mentoring as co-

enquiry expounded by Mullen, (1999), and Brooks and Sikes, (1997), mentoring was 

not related to assessment and accreditation.  It was heralded as quasi democratization. 

Could it be that secure a model does not stand too close attention to detail in reality?  

Certainly, it does not seem to draw on previous literature, which set out different 

models of mentoring but launches with excitement into making claims about coaching 

instead.  What exactly does specialist coaches establish buffer zones between 

coaching and other formal relationships mean here? Clearly, in discussions about 

coaching, concerns are sometimes to raise that it overlaps with counseling. Similar 

concerns were raised about mentoring in initial teacher education in the early 1990s.  

 

CUREE's Framework for co-coaching sets aside existing relationships based on 

experience, hierarchy, power or friendship and this relates to critical friendship.  It 

follows that specialist coaches and mentors also set aside existing relationship based 

on experience, hierarchy, power or friendship. According to the National Framework, 

while mentors respond proactively to model the expertise to acquire and adapt to new 

knowledge and so do specialist coaches, co-coaches seek out specialist expertise and 

respond proactive they do it to acquire and attract new knowledge. According to the 

Framework, mentoring is a structured process to supporting professional learners 

through significant career transitions.  Specialist coaching is a structured process 

through enabling the development of a specific aspect of a professional learners 

practice.  Co-coaching is a structured sustained process where professional learners 

can embed new knowledge and skills from specialist sources in day-to-day practice. 

 

The role of the research facilitator or tutor should involve mentoring and coaching.  If 

becoming a teacher researcher is a bolt on extra to being a classroom teacher then one 

might see it as a significant career transition.  In which case one would call it research 

mentoring to use the terminology that CUREE suggests.  If, on the other hand, teacher 

research is part and parcel of what classroom teachers do it is not a significant career 

transition but simply a matter of learning some skills and thus it is coaching. Moving 

on those teachers are able to but rarely draw on academic research to a position where 

they could create knowledge through sustained systematic research into their practice 

is a major career transition.  Thus, I would define „research mentoring‟ as enabling 

teachers to research for and with one another.  They are moving from the traditional 

role of accepting that knowledge creation occurs largely in academe.  That being so, 

the transition is more fundamental than simply a gaining new knowledge and skills 

from specialist sources, which is the definition underpinning CUREE‟s co-coaching. 

 

Lofthouse‟s CfBT study, (2010), focuses on educational sources rather than business 

and it offers us a definition of coaching, thoughtfully distinguished from mentoring:  
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Coaching is usually focused on professional dialogue designed to aid the coachee in 

developing specific skills to enhance their teaching repertoire. For teachers, it often 

supports experimentation with new classroom strategies and coaches are not 

normally in positions of line management in relationship to their coachee. The focus 

of the coaching is usually selected by the coachee and the process provides 

opportunities for reflection and problem solving for both coach and coachee. In 

contrast to mentoring, Coaching tends to have its roots in psychotherapy and 

counseling. (Lofthouse, 2010, page 8) 

 

As in mentoring, „establishment of trust is paramount.‟ Tensions are likely to arise 

unless „confidentiality is assured.‟ (page 10). This study also points out some of the 

potential problems implicit in embedding coaching in a school improvement culture.  

It warns that „coaching in the school target-generating and monitoring procedures … 

may deter participants from exploiting some of the potential to share and tackle 

personal concerns and queries relating to practice that coaching can offer.‟ (page 10) 

Drawing on interviews with coaches, this report identifies coaching‟s applications:  

 

 sharing classroom practice with a colleague 

 judging the quality of practice and seeking or giving feedback 

 supporting induction or career transition 

 working toward a school or department development priority 

 supporting a professional development course or Masters level study 

 a performance management target (page 14) 

 

Questioning plays a more central role in coaching than in mentoring since the coach 

seeks to draw learning from the coachee, rather than passing on existing knowledge. 

O‟Connor & Lages (2007) emphasise its importance where they state „Knowing how 

to ask questions is the first core skill of coaching. Questions guide (clients‟) attention 

and test the coach‟s hypotheses about the situation. All models of coaching agree on 

this and NLP (Neuro Linguistic Programmed) coaching and ontological coaching deal 

with the linguistic aspect of questions in depth.‟ (Page 164). De Haan (2008) goes 

further and recommends „What? How? and Who? types of  questions for coaching. 

Various techniques for using questions to develop coaching conversation are also 

explored by Parsloe and Leedham (2009). Sections about „Observant Listening‟ and 

„Feedback for adult learners‟ are applicable for educational coaching and coach 

education practices. While some authors stress the usefulness of questioning, McLeod 

(2004) highlights the value of silence; „The real work of coaching is done in the 

coachees‟ episodes of thinking and feeling in which the coach plays no part other than 

silent witness,‟ (page 9).  

 

Many authors are convinced that effective practice in coaching lies in conversation, a 

point developed by Cheliotes and Reilly, (2010), who explain that ineffective coach –

coachee conversations often result when people engage in four unproductive patterns 

of listening; judgement or criticism; autobiographical listening (the need that a coach 

can easily succumb to, in interceding about his/her own experiences); inquisitive 

listening (inquisitiveness about irrelevancies) and solutions listening (not listening to 

what is said but thinking only about offering solutions).  „Coach-like‟ leaders 

communicate through their conversations that they see themselves as partners. (page 

15). Additionally, conversations can draw out creative learning and can sustain a 

democratic growth of knowledge. At the same time as enabling the coachee to 
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improve their practice, the coach is making sense of their own practice by analysing 

the teaching and learning of their coachee… Not only does this feedback impact on 

the coach‟s own performance, but it enables him/her to make judgements about how 

best to support teachers. (Street & Temperley, 2005, page 89).  

 

By developing coaching as collaborative enquiry the teaching profession could 

construct its own knowledge base. As Hiebert, Gallimore and Stigler, (2002), 

emphasise that the need, in Education, is for long term, school-based, collaborative 

professional development. Peer coaching may offer just such a pathway. The report 

produced for the TDA/NfER by Lord et al in 2008, examined the role of mentoring 

and coaching for professionals. across England.  It examine empirical and practice 

based evidence but omits several key studies. A comprehensive, rigorously researched 

evidence base is an urgent priority for coaching in educational contexts, and this 

includes research coaching. Bloom et al (2008) emphasize the importance of Blended 

Coaching in leadership but note „Coaching is all the rage, yet it enjoys no common 

definition and little research has been done on its efficacy.‟ (Page 1). 

 

Instructional coaching is becoming very popular in US schools. Developed at the 

University of Kansas, its impact has been researched by Knight and Cornett (2008). 

They have concluded that instructional coaching will adopt new teaching practices… 

and increase the likelihood that teachers will use the practices with a higher degree of 

quality inside the classroom when compared with teachers who do not receive such 

coaching support following professional development. There is much to commend the 

instructional coaching model. It aims to encourage dialogue and partnership between 

the instructional coach and classroom teacher. The coach is trained within a specially 

designed programme at the University of Kansas who claim their seven step induction 

model for introducing their own instructional coaching model into schools is robust. 

 

Questions which arise about the viability and desirability of the instructional coach 

model relate to funding, time and quality of coaching.  The instructional coaching 

model is labour intensive and the coaches are funded. In a current strained economic 

climate globally, educators consider whether sufficient time and money are available 

Perhaps the more pertinent question is „Can the Education community afford not to 

research the practice of coaching which is already so widespread in institutions?‟ As 

educators we need to know the impact of coaching on student learning and understand 

how using video to record coaching in the classroom may impact on student learning.  

Knight (2007) identifies a theoretical underpinning for several coaching books being 

used in schools, (page 16), including those relating to leadership coaching; Bloom et 

al, (2005), and Killion and Harrison, (2006), Taking the lead; new roles for teachers 

and school-based coaches.  He does not specifically mention coaching manuals 

devised by practitioners and the surge in such publication occurred after this overview 

was researched. Toolkits devised for schools, like Allison and Harbour‟s, (2009) 

contain training and support material.  Resources created by CUREE for mentoring 

and for coaching in schools are comprehensive and attractive and external 

investigation into their impact and effectiveness (over time) in schools in England is 

to be welcomed. Costa and Garmston, (2002), Coaching; A Foundation for 

Renaissance Schools, draws on cognitive coaching and like Kise‟s, (2006), 

Differentiated Coaching; a framework for helping teachers change, it appears 

valuable as it explains some of the challenges that are involved in coaching adult 

learners. Once again, research into their effectiveness, over time, in a range of school 
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contexts is needed.  Kise usefully notes that one coaching model does not suit all and 

like Kise, Silver, (2009), points out that „Different coaching models exist and each 

model may require training that prepares coaches for service in different contexts‟ 

(page 230). The research agenda beckons… 

 

When Joyce and Showers wrote about the evolution of peer coaching in 1996, they 

looked back to their seminal research in 1981 to gauge how the practice of coaching 

had developed. In their early work, they tested the hypothesis that „regular (weekly) 

seminars would enable teachers to practice and implement the content they were 

learning. The seminars or coaching sessions focused on classroom implementation 

and the analysis of teaching, especially students‟ responses.‟ (Page1).  In 1996, they 

revisited their own recommendations for peer coaching among small groups of 

teachers in school (not pairs). Insisting that peer coaching is neither an end in itself 

nor by itself a school improvement initiative, it must operate in a context of training, 

initiative and general school improvement. Coaching is not a tacked on extra but has 

to integrated into the very fabric of any school, properly organised and enabled in a 

culture that can support it as just one approach among many as school improvement. 

Showers and Joyce detail their history of peer coaching in their 1996 paper, which 

reveals a different model from that which Lofthouse et al (2010) observed in schools. 

Joyce and Flowers envisaged teachers sharing teaching, planning together and pooling 

their experiences, not a few minutes watching one another teach, asking „How do you 

think that went?‟ exploring what happened and yet avoiding posing any challenges. 

 

While coaching is being offered in many schools, globally, one has yet to see research 

(beyond self reported anecdotes) that substantively confirms that coaching does assist 

students‟ learning. According to Joyce and Showers, by sharing in teaching, planning 

and pooling experiences, teachers can practice their newly acquired skills and new 

strategies more appropriately than their counterparts who work alone to expand their 

teaching repertoires. What is very interesting, however, is that these expert educator-

researchers, „found it necessary and important to omit verbal feedback as a coaching 

component. It is not clear why, precisely, but it seems that by omitting feedback the 

emphasis on „performance‟ diminished while the overall positive impact of peer 

coaching sessions remained unchanged. The authors explain (page 2) that „numerous 

staff development practices are called „coaching‟; „technical coaching‟; „collegial 

coaching‟; „challenge coaching‟, „team coaching‟; „cognitive coaching‟ and also to 

the various uses of peer coaching to refer to traditional supervisory modes of pre-

conference/observation/post-conference. They emphasise that „none of the models 

mentioned above should be confused with or used for evaluation of teachers‟ and 

„Coaching is not the appropriate mechanism for gauging performance.‟ (page3). 

 

The reception of coaching in schools has not been universally welcoming. Hargreaves 

et al, (2002), point to opposition in some North American schools where it was seen 

as „imposed and contrived collegiality‟. Unlike true collegiality where trust develops 

over time and through shared experience and dialogue coaching provided by an 

external agency can be inappropriate and may be viewed as an intrusion. When linked 

to performance management mechanisms, coaching has become decidedly unpopular. 

With confidentiality and a non-judgemental approach as underlying principles this is 

hardly surprising. One wonders if the meaning of performance in coaching literature 

has been hijacked as a means for education institutions to check up on their teachers. 

This echoes the point made earlier by Joyce and Showers (1996) regarding evaluation. 
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2.3.1 Definitions of mentoring and coaching; do they matter?  

 

With such an abundance of definitions of mentoring and coaching and co-coaching 

and co-active coaching and mentoring as enquiry, we need to ask, Why does the 

definition matter at all?  The same question arose during recent discussion within an 

e-seminar for the group that I can convene for The British Educational Research 

Association. Why it matters is that we need to ensure that we are using the same 

terminology in order to deepen our understanding about the potential of mentoring 

and coaching in enabling teachers and students to become researchers. Where I think 

Colley, (2003), overstated the case that a lack of clarity in defining mentoring and 

coaching leads one to believe that it does not merit such widespread practice, I feel 

that it is essential that there is sufficient understanding about various models of 

mentoring and coaching that informed conversation takes place, with a view to 

improving teaching and learning. 

 

If the relationship that encourages teachers to undertake research is focused on 

coaching rather than mentoring it is likely to be looking at short term outcomes rather 

than radical changes in professional perspective.  Research coaching is likely to 

emulate pre-existing models of research training especially when engaged with in 

non-directive form. If on the other hand, the practice of bringing teachers into 

research is regarded as a personal and professional transition not just in terms of 

individuals‟ behaviours but in terms of developing the profession of teaching from an 

instruction to an enquiry base, then research mentoring is more likely to actualise this.  

In framing my definitions of research mentoring and research coaching respectively, 

the recent publication by Wisker et al, (2008), is proving to be of great use to this end. 

The reason this work seems useful is that it differentiates between the different kinds 

of relationships that would bring about learning for research in a context where 

research mentoring is already practised.  Using Wisker‟s definitions, however, leads 

me to abandon DCSF definitions of mentoring, specialist coaching and co-coaching. 

 

Perhaps sensing the potentially complicated and diverse situation that it was getting 

into, CUREE has chosen to make some of its definitions rather opaque. Certainly the 

profession of teaching needs to clarify what it means by its terminology. Hobson et 

al‟s study in 2009 reveals some alarming shortcomings and perhaps these could have 

been, to some extent, foreseen in the Framework. One wonders if it still held true that 

Mentoring is a high-risk activity (Kelly, M., et al, 1995, page 256), or had problems 

been sorted out when the National Framework appeared in 2005 and was adopted by 

the Training and Development Agency in 2007? It seems not so from Hobson et al‟s 

investigation, It is possible that those teacher mentors most in need of training and 

preparation may continue to be the least likely to attend available courses, (page 214). 

 

Until now, sustained and rigorous research into coaching in education contexts has 

been very limited. From being regarded as a minor subset of mentoring, coaching is 

increasingly seen as the transformational relationship to enhance all aspects and all 

sectors of education. However, it is crucial not to be swept up in an evangelical rush 

to proclaim coaching as the solution to every ill in educational practice. Coaching is 

not a quick fix, not a cheaper, shorter-term version of mentoring. Coaches need 

opportunities for sustained professional development and should be encouraged to 

research their own coaching. Bearing in mind Schön‟s models, (1988), a focus on 
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enabling students‟ learning and reflective practice by educators would provide a 

sturdy basis for developing suitable models for education. Unquestioning acceptance 

of popular business based coaching models is misguided and educators may need to 

re-examine the aims of education in order to recognise parameters for models 

appropriate for education contexts where competition is not the main motivational 

driver. Learning from business and sports models of coaching, incorporating 

strategies such as contracting and defining goals is likely to be useful to develop new 

concepts for coaching, like KNOW, for education.  Whichever models of coaching 

are adapted from other professional contexts or which are developed specifically for 

education use, there is a need for research to provide us with an evidence base from 

which better practice, that promotes learning by students and educators, can evolve.  

 

2.3.2 Locating my concept of mentoring  

 

Mullen & Lick‟s writings, (1999), about mentoring as synergy aligned closely with 

positive experiences of mentoring I had enjoyed as a mentor in schools and in my 

work supporting mentoring of novice teachers. I was also, however, keenly aware that 

mentoring can and sometimes does have a negative impact upon mentees‟ learning. 

Recognising that matching mentors and mentees ca be crucial to the success of the 

mentoring relationship, I encountered situations in my work with schools where the 

mentor became the tormentor (D. Mented, 1995) The Epilogue to Mullen & Lick‟s 

work recommends that mentors conduct collaborative action research and laments  

 

educational cultures have yet to become places of productive and synergisitic co-

mentoring that benefit school participants as equal partners in research and 

publication‟ (Mullen & Lick, 1999, page 247).  

 

My practice and theory of educational research mentoring is located within this 

context, as I strive to raise the profile of research by/for teachers.  

 

My concept of mentoring as co-enquiry resides within the definition of „alternative 

mentoring‟ that Mullen (2006) describes but I have already extended her ideas by 

incorporating „generativity‟ as an underlying purpose of mentoring as co-enquiry. 

Mullen explains that alternative mentoring means the democratic process faculty 

student membership built upon power sharing professional relations and egalitarian 

structures.  She distinguishes this from mentorship, which is an educational process 

focused on teaching and learning within dyads, groups and cultures. While there are 

aspects of my practices as a mentor that align with Mullen's definition of traditional 

mentoring (transmitting skills and knowledge by top-down means conserving to 

preserve existing cultural norms), my own mentorship is built upon professional and 

personal values about the sharing of power with for purposes of „empowerment‟. 

 

Mullen's research into collaborative mentoring assists me in structuring my own 

research into working with teacher researchers.  The use of case study as narrative 

followed by an interpretation of the case and then general principles applicable to 

coaching and mentoring is an enlightening approach I did not previously consider. 

Her conclusion that the key factor in ensuring the success of a graduate student in 

achieving a qualification is the relationship with the main professor, leads me to 

wonder if there is a parallel among teacher researchers in school.  Will it be that the 

research coach will replace a major professor and the success of the teacher's research 
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will depend fundamentally on their relationship with such an individual in the future?  

 

Furlong and Maynard‟s publication, (1995), enabled me to understand major models 

of mentoring in initial teacher training and I referred to them frequently both in my 

role as a research mentor for mentors and as a basis for developing my own model of 

mentoring, (2000). My model of mentoring adult learners, (2007), incorporated the 

ideas of Markus with regard to developing „Positive Possible Selves‟ towards which 

to strive and this departed from the ITT models explained in Furlong and Maynard 

(i.e. the competency-based model and the reflective-practitioner model) and added 

substantively to the models of mentoring explained in Brooks and Sikes, (1997), 

namely the apprenticeship model and the mentor as a skilled craftsperson; the 

competence-based model and the mentor as trainer; mentoring in the reflective 

practitioner tradition and the mentor as reflective coach and the mentor as co-enquirer 

where the „co-enquiry priorities are negotiated with the learner playing a key role in 

identifying the focus for attention.‟ (Page 26). My view differs from Brook‟s and 

Sikes‟ perspective that co-enquiry can only come into play once a student has gained 

core competences.  In my opinion a student does need to achieve competence in all of 

the competences specified in programmes of study for learning to become a teacher. 

Novice teachers do not arrive to study for a PGCE as a blank slate without learning.  

Often they come with more advanced skills than their mentors particularly in terms of 

mastering ICT and it is in the interests of both mentor and student to regard learning 

to teach as a focus for co-enquiry from the outset with the mentor as learner as well. 

 

I found Tomlinson's ideas, (1995), on assisting student teachers to reflect proactively 

a useful basis in my practice and theorising and I have drawn upon his ideas in my 

publications for the Wiltshire Journal of Education, (2000), and in my use of digital 

technology in assisting the process of mentoring and learning to teach, (2000, 2006). 

As I researched mentoring and undertook a sustained self-study of my own practice, 

(2003) I became increasingly aware of the potential of mentoring integrated with 

action research as a bridge between two research communities namely academic 

researchers in higher education and teacher researchers in schools.  In addition I 

became increasingly aware that knowledge that I possessed was somehow different 

from that of my colleagues in Academe. McIntyre talks about two sharply contrasting 

kinds of knowledge at different ends of the spectrum (2005, 157). I explored bridging 

these with research mentoring providing the missing link, (2004), and as I did so, I 

held in mind my engagement with the writings of Margaret Wilkin during transition 

from being a school-based to a university-based mentor (in 1994-5). I was drawn 

particularly to her ideas about the changes she explains, which were close to those I 

encountered in the nature of relationships between teacher and university tutors.  

 

With the trend to school-based training, the relationship between tutor and teacher is 

becoming one of greater inequality.  As schools become more actively engaged in 

training, the authority of the teacher has increased and that of the tutor diminished 

and their respective responsibilities of being redefined. (Wilkin, 1994, page 39) 

 

2.4 The Research Mentoring Relationship  
 

How can I justify my claim that aim was to be egalitarian and shared power with a 

mentor?  What I offered teachers with whom I worked was an opportunity to present 

at conferences alongside me and co-write publications, (2003), and I often acted as a 
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Research Officer in their workplace context, collecting and collating data for them 

and validating evidence, which we co-synthesised from data. Part of my support for 

egalitarian principles arose as a result of being mentor and by a colleague when I 

became a university lecturer and my awareness that I had to provide a positive report 

on activity if I was to achieve a successful conclusion to my probationary period.  

While my publication, „From Mentor to Mentored‟, (1997), attempts to set out my 

conception of the stages through which I passed as a beginning researcher through 

critical engagement with the stages in initial teacher training set out in Furlong and 

Maynard‟s work, (1995), it did not seem advisable for me to engage in critique of my 

mentoring experience. The mentoring relationship that I encountered at the University 

was strongly hierarchical with my mentor deciding if I could be accepted into the 

community of academic researchers.  Alongside this was the tension of supporting my 

mentor emotionally as she struggled to deal with her own strong feelings of rejection 

by the University because she did not a track record as a researcher with publications. 

 

2.5 Conclusion  

 

To conclude, I would say that the main value of the National Framework is that it 

brings clarity to superficial commonalities between some definitions of mentoring and 

coaching. It seems ironic that the Centre for the Use of Research and Evidence in 

Education should apparently draw so little upon education literature such as Rhodes et 

al (2004) in constructing the National Framework. In addition, CUREE could usefully 

have located the practice of mentoring (and coaching) „as integral to our approach to 

teaching and professionalism, (Hargeaves & Fullen, 2000, page 50), I would like to 

have seen some evidence of exploration of the differences between conceptualizations 

of mentoring in the US (Anderson, E. & Shannon, A.L, 1988) and in UK (Tomlinson, 

P., 1995; Furlong, J., & Maynard, A., 1995). The strength of the National Framework, 

which was adopted by the Teacher Training Agency in 2007, is that it offers potential 

ways for teachers to collaborate to improve their practice and generate knowledge. 
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Chapter 3: The Praxis of Teacher Research 

 

3.00 Overview 

 

In this chapter, there is an exploration of research undertaken by teachers with the 

intention of educating the researcher and those engaging with this research. This 

distinction is drawn in order to differentiate educational research (and thence 

educational research mentoring) from education research, which is that undertaken in 

education contexts, but not with a specific intention of educating teachers in schools. 

 

3.1 Introduction  

 

The knowledge resources of excellent teachers constitute a rich resource but one that 

is largely untapped because we have no procedures for systematizing it. 

Systematization would require procedures for accumulating such knowledge and 

making it public, then connecting it to bodies of knowledge established through other 

methods and for vetting it for correctness and consistency. Snow (2001, page 9) 

 

Ermeling‟s article, (2010), concludes that the case study suggests that collaborative 

teacher enquiry systematically investigating shared problems to discover cause-effect 

connections between the instructional plans and student outcomes can lead to 

detectable changes in teachers practice and goes on to say that these results are more 

likely to emerge when schools establish stable settings for teacher enquiry. 

Huberman, M., (1990), highlighted the importance of the establishment of multiple 

areas of collaboration between (researchers and practitioners) that transcend the 

impact of a single study. (Page 363). Cochran-Smith (2008) et al suggest from 1970 

onwards  

 

It was generally agreed that professional development that was linked to student 

learning and curricular reform had to be embedded in the daily life of schools in 

order to be effective and needed to feature opportunities for teachers to inquire 

systematically about how teaching practices constructed learning opportunities for 

students and thus supported or constrained access to knowledge. 

 (Cochran-Smith et al, 2008, page 101). 

 

The choice of the word „systematic‟ echoes the OECD report in 2001 that defined 

research as „…creative work undertaken on a systematic basis to increase the stock of 

knowledge.‟ (Page 104). How far self-study is considered as research becomes a key 

question. Unless teachers‟ self studies are considered research they cannot expect to 

be engaged with by academic researchers. If they are simply self-study stories and are 

not grounded in systematic study and located with regard to appropriate educational 

research, they are unlikely to be taken seriously, either by academic or other teacher 

researchers. What is meant by systematic research in teacher education terms? Van 

Manen, (1991), 

 

…there is reflection in anticipation of having to deal with pedagogical situations… 

there is the more systematic task orientated reflection of lesson planning. Planning is 

an exercise in systematic anticipatory thinking. (Van Manen, 1991, pages 102 - 3) 
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3.2 Self-study as teacher research 

 

Loughran, (2002) explains that the learning through self-study is intended to be used. 

The usefulness of a self-study begins with the individual. (Page 224)  However, the 

usefulness is limited and the self-study unlikely to count as research no matter how 

systematically it is undertaken unless it can be disseminated and engaged with 

critically by other researchers. Returning to the OECD report, (2001), criteria for what 

constitutes research can be summed up like this. Research depends upon 

 

a) the extent to which a study is grounded in empirical evidence. 

b) the extent to which a study has actual or potential generalized or theoretical 

import. 

c) an enacted intention to make it public. 

 

Teachers will undertake research that is directly relevant to their own practice and I 

still hear the words of Rosemary echoing in my ears when I asked her. „Why don't 

you take up Teacher Training Agency funding so you can study for an MA?‟ and she 

replied, „What for?  I'm drawing near the end of my career.  I don't want accreditation.  

I don't see the point.  My research is for me and my students in my class.  It may 

sound selfish but that's how it is.‟ Is there an underlying message that we should be 

hearing in Rosemary's decision not to seek accreditation?  Is „My research is for me 

and for my students…‟ a viable alternative to seeking accreditation that provides the 

kind of feedback and critical engagement that teachers like Rosemary might seek?   

How might I, a research mentor who teaches assist with such an alternative which, 

surely, exists? Rather than starting out from a problem-solving approach and, as a 

result of that staying in problem-solving mode, is there more creative way forward? 

 

3.2.1 Who can and should generate educational knowledge?  
 

In my opinion, knowledge about and for Education, is created by those engaged in it. 

This is to say that academe and schoolteachers need to find a way to enable teachers 

to study their own practice as a form of action research, with the view to bringing 

about change for the better in their schools. Additionally, this is likely to necessitate 

establishment of a body other than academe to ensure that representation of teachers‟ 

research is of the highest possible quality. This possibility raises many questions; 

 

* How about a different kind of Academy which is able to evaluate teacher 

research in a way that offers a framework for teachers‟ learning?  

* How about an Academy that recognizes teachers‟ learning?   

* How about a teacher learning academy that offered stages of recognition for 

the process of teachers‟ learning?  

* What if the process representing teacher research to such a body is not a one-

off pass or fail as it tends to be getting a PhD or MA in the conventional route 

gaining accreditation clarify education institution?   

* What kinds of questions could a teacher learning academy ask?  

* What kind of structure that involves mentoring and coaching could support 

teachers‟ research to complements the very best of academics‟ research? 

 

The wonder of it all is that such an Academy currently exists and it already offers 

recognition through 4 stages of (well-supported) progression for teachers‟ learning.  
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(We can learn more about the Teacher Learning Academy‟s role in teacher's CPD and 

the stages of recognition that it offers at http://www.teacherlearningacademy.org.uk ) 

 However, as I write this thesis, news has reached me (06/23/11) that the Teacher 

Learning Academy has been taken over a group of universities and will become part 

of Academe. One hopes that the vision that the TLA has brought to reality will thrive. 

 

3.2.2 Which kinds of teacher research generate knowledge? 

 

According to Stoll, (2003), schools can engage in three interconnected forms of 

enquiry, all of which can be done independently or in collaboration with external 

researchers or consultants; 

 

1) Research and evaluation across a school, in departments and by individual 

classroom teachers. 

2) A more systematic approach to collecting, analyzing and using data and 

evidence in the course of ongoing work e.g. in relation to pupils exam and test 

results, attitude surveys and external inspection reports. 

3) Seeking out and using relevant practical research by external examiners. 

 

In my experience as a practitioner researcher, working in schools and universities, and 

as a consultant research mentor supporting teachers, professional development in 

England and Japan, there is a fourth interconnected form of enquiry. Teachers need to 

be committed to and engaged in generating a body of professional knowledge that 

will complement the best research undertaken as academic research. By doing so, I 

believe we would see „professionalisation‟ of the teaching force, globally. For some 

school teachers, becoming researchers is just a small step from being a researcher in 

academe as part of degree studies. For others becoming a teacher researcher means a 

complete change of mindset from that of classroom teacher to „knowledge creator‟.   

  

 3.2.3 How do I locate my learning with regard to teacher research? 

 

What do I mean by locate?  If I wrote an account of my work as a teacher researcher 

mentor in a way that is to be regarded as properly rigorous and valid I would need to 

demonstrate I am aware of others' research and learning in the same field.  This can be 

demonstrated by showing that I have engaged critically with the theory and practice 

of teaching research in a sustained and systematic way over a period of time.  Without 

such linkage I am simply creating an account that might be seen to be unsupported in 

any claims to know.  The difficulty in locating my research is that because there is a 

dearth of literature written by other teacher research mentors I am effectively writing 

in a vacuum.  It could well be that other teacher research mentors have written 

accounts of work, for example in Masters level studies at universities, but (unless it is 

in a published source) I am unable to access it.  What I can do is to find those areas of 

research mentoring that align most closely to my own. This is how I have lighted 

upon published accounts of research mentoring in university contexts that so far have 

not come across practitioners‟ accounts about teacher research mentoring in schools.  

  

The UK tradition for teacher research is set out on website for the Department for 

Children, Schools and Families‟ at http://www.teachernet.gov.uk and follows in the 

http://www.teacherlearningacademy.org.uk/
http://www.teachernet.gov.uk/
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wake of a TTA and DfES Conference in 2001 where I was invited to run a session for 

the invited guests. During the conference Jean Ruddock addressed the audience „I 

remember in the mid „70s my partner Laurence Stenhouse … struggling with a 

ground breaking chapter on the teacher as researcher… research leads teachers back 

to the things that lie at the heart of their professionalism: pupils, teaching and 

learning.  Research is a way of giving control back to teachers.‟   I felt invigorated 

and inspired by Jean Ruddock‟s words. In my role as a teacher research mentor, I 

supported teachers to ask the kinds of research questions that were of immediate use 

to them, research could be managed as part of their daily work in school and I waited 

to see their eyes light up as they talked about their work before I said That‟s it! There 

is your research question!  Now let‟s explore how you might answer it?‟ There wasn‟t 

a starting point with a problem but with a flush of energy and excitement. Here is a 

selection of the research questions that teachers have worked on alongside me as their 

research mentor. I think you can see that these are truly practitioners‟ enquiries: 

 

 How does my coaching of year 2 teachers impact on their practice and mine? 

 How can I develop a scheme of work aimed at higher ability pupils? 

 How can I improve my mentoring for a PGCE student under my supervision? 

 How can we improve the design of folder work within design and technology? 

 How can we develop the creativity of key stage 4 pupils in our school? 

 

What I see in a „good‟ question is a close identification of a group of students with 

whom a teacher wants to work to improve everyone‟s learning (especially the 

teacher‟s) and I used to ask questions to find when, where as well as how research 

would be undertaken. Bringing the „How can I?‟ and „How can we?‟ questions to the 

fore encouraged ownership of the process and the outcomes of enquiry, vital in an 

(already) overcrowded timetable. While Elliott (1994) talks of enabling control, „The 

rationale for involving teachers as researchers of their own practice is connected to an 

aspiration to give them control over what is to count as knowledge about practice.‟  

I want to go further than Elliott by sharing a research process with teachers working 

alongside me rather what seems like „handing down‟ control. In my conceptualization 

of teacher research mentoring, the teacher is the expert working with me as the expert 

mentor and coach. Teachers own their knowledge rather than me, as I know nothing 

except through their expression of their learning. As a coach I am seeking to draw out, 

through skilful questioning, knowledge that can emerge, through teachers‟ enquiries. 

 

I want the obvious?  Teacher research is research undertaken by teachers for teachers 

and other researchers. It may or may not be action research. It might be ethnography, 

for example. It could be qualitative and/or quantitative research. That all depends of 

fitness for purpose. Hitchcock and Hughes (1989) do not soften their words as they 

set out common assumptions: „teacher‟ and „research‟ are mutually exclusive; doubts 

are raised about the knowledge base from which teachers might carry out research; 

they have not received any training in the skills required and lack the appropriate 

objectivity or distance from the subject of their research; (and my view) teacher 

research viewed as a critical, reflexive and professionally oriented activity might be 

regarded as the most „crucial ingredient in the teacher‟s professional role‟ (page 8). 
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3.2.4 Mentoring as research in a teaching and learning partnership 

 

Inspired by sensing recognition that all teachers should be enabled to be knowledge 

creators and not just transmitters of (others‟) knowledge, I took note of the article by 

Ginns et al, (2001), and set to work changing how I tutored the PGCE programme for 

Modern Languages at the University of Bath. I integrated an action research approach 

in assignments and when working with my group of novice teachers and their mentors 

in practicum schools.  In 2001, I decided to experiment. I was by then a PGCE tutor at 

the University of Bath for a languages cohort. I began to wonder what it would be to 

integrate an introduction to action research in my programme.  Using a living theory 

approach, (Whitehead, 1989), I integrated my own concept of mentoring as personal 

and professional development through co-enquiry into a curriculum that assisted the 

novice teachers to gain qualified teacher status. I was intent on and the induction of 

my cohort of novice teachers into the scholarship of teaching.  Aristotle, reportedly,  

proclaimed that,„Teaching is the highest form of understanding‟.  

 

According to Boyer, (1990), As a scholarly enterprise, teaching begins with what the 

teacher knows.  Those who teach must, above all, the well-informed and steeped in 

the knowledge of their fields. In my role as a practitioner researcher, I was also 

engaging the novice teachers in the application of knowledge along the lines of 

Boyer's scholarship of application.  He defines this in terms of a scholar asking how 

knowledge can be responsibly applied to consequential problems and how knowledge 

can be helpful to individuals as well as to institutions.  Once again, I can detect the 

appreciative base and the underlying assumption that it is crucial to apply knowledge.  

This differs markedly from the problem-solving action research that underlies a living 

theory approach/methodology. I use both „approach‟ and „methodology‟, in reviewing 

living educational theory and challenge, simultaneously, by asking, What might be the 

educational implications of moving from a problem-solving approach in mentoring as 

collaborative enquiry to a more appreciative base?  Immediately, mentoring becomes 

more than the provision of personal and professional support within a deficit model.  

 

Perhaps in order to distinguish mentoring in initial teacher training from the notion of 

coaching as addressing some deficit and to reflect, perhaps, a personal as well as an 

intellectual focus in such a relationship, schools have tended to adopt „mentoring‟ to 

indicate arrangements where pupils have one-to-one tutoring to support their learning. 

Wisker‟s et al‟s, (2008), definition of „mentoring‟ resides in a skills-based realm. My 

concept of mentoring focuses on a personal and professional process of development 

incorporating appreciative, collaborative enquiry. Mentoring is a process of personal 

and professional development that affirms what is being achieved rather than looking 

to solve problems as its starting point.  Mentoring does involve skills building through 

coaching but its focus is on holistic development rather than focusing solely on skills. 

 

I videoed James‟ teaching in class, during the period when he was a member of my 

PGCE cohort.  I had his permission to use these clips for research purposes. In the 

first clip, we see James talking to his class and he does not notice it in front of him 

one of the children is not listening.  It isn't a problem and the boy does not cause 

trouble.  James is teaching well and the majority of the class is fully engaged with 

what he is saying.  In clip two, we see James is looking at the video of this lesson. He 

points out that he sees one of the children, who appears to be slightly distracted.  My 

role, as a mentor, is to remind and reassure him that the majority of his class was fully 
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attentive and to ask him if he could think of a way of enabling this pupil to be more 

responsive.  In the next video clip, James has returned to his class and we can see him 

crouching next to the boy, not in a threatening or aggressive way but in a friendly 

manner, approaching him on his own level and engaging him in eye contact.  In a 

third clip, James and I are talking. James is taking the lead in pointing out (and 

affirming) what has been achieved by (slightly) adjusting his class management.  

 

Similarly, if we listen to the soundtrack for the video, which shows Ruth and myself 

immediately after a lesson that I have observed, we see that I hand over responsibility, 

as we are talking about a lesson, to the novice teacher.  I want to draw out from her 

what she feels has gone well and to sustain this dialogue of appreciation but without 

denying that there are areas that we must attend to and strengthen through discussion. 

Without realising it, my research approach as a practitioner, when I was a full-time 

lecturer at the University of Bath, was one of Appreciative Inquiry.  I was not starting 

from a denial of my values or the denial of my students‟ values, Whitehead, 1989).  I 

was starting from appreciation of what was going well and extending my appreciation 

by encouraging novice teachers to adopt this positive lens as a teacher. We would 

practice visualising what it was like to get into a potentially threatening situation, for 

example, in an interview, a parents evening, or what might evolve into confrontation 

in the classroom.  Using the concept of „possible selves‟ in my previous work with a 

PGCE cohort, I applied this approach (with an appreciative action research approach) 

to assist in initial and ongoing development of schoolteachers with whom I worked. 

 

My cohorts of novice teachers in 2000 and 2001 were encouraged to be accountable 

for living their professional and personal values in their teaching. In the first cohort, I 

was grateful for support and intervention from Jack Whitehead, a next-door colleague. 

He gave me valuable assistance in seeking validation of any claims that I might make 

about the effectiveness of the system that I was developing by interviewing my novice 

teachers about how far they felt that the work with me had been a positive experience. 

He also assisted in videoing my teaching as a way for me to develop my learning as a 

relative newcomer to higher education post being a teacher in school for twenty years. 

In 2001, I began to develop an evolved system of integrating action research, tutoring 

and mentoring.  I distinguish between tutoring and mentoring in much the same way 

that Wisker (2008) has done. Mentoring, she says, is both a peer process and one that 

is hierarchically constructed and while the mentor is chosen for their experience in the 

professional work-related tasks and the mentee is chosen or chooses to work with the 

mental in order to develop their skills and expanded their experiences and insights.  It 

is a form of development between professional or academic mentor and students and 

is often used in the development of work-related skills, professional behaviour and 

roll completion. (Page 61).  

 

As a tutor, it was my role to ensure that my students followed the programme of study 

towards qualified teacher status that the University had established.  There were also 

elements of personal tutoring in my work with my novice teachers which, in Wisker‟s 

definition equates to facilitating personal development, monitoring their progress, 

providing a link between novice teachers and the University‟s authorities, to be the 

responsible adult within the organisation in whom a novice teacher can confide and to 

intervene with the university authorities and schools on behalf of my novice teachers.  
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 …teacher educators themselves should continually be adapting, adjusting and 

altering their practice in response to the needs and concerns of their students in their 

context. Teacher educators‟ self-studies should then be important in helping others 

interpret and utilize the knowledge gained from such studies in their own work… 

(Loughran, 2002, page 242) 

 

3.3 Review of selected literature relating to research preparation 
 

I have used a self-study approach to researching my own practice as well since in the 

research mentoring I undertake for and with teachers and students. This explains why 

I have referred to self study issues, explored here in some depth, in Chapter 4 as well.  

 

3.3.1 Self-study as research  

 

There are ongoing debates about how far self-study is research in the traditional sense 

as there can be no „control group‟ and validating claims to know can be viewed with 

suspicion.  Self-study is considered narrow in focus and, in my experience as a self-

study researcher for many years, is attacked for its bias and its lack of „objectivity‟.  

While self-study is regarded as a valuable means to understand one‟s learning and 

promoting, its development it cannot be undertaken in isolation from other activity. 

Combined with mentoring and coaching, where the coach and/or mentor can act as a 

„validator‟ and critical friend, (Campbell, 2004), it sustains its standing as research.  

Consequently, a suitably trained, resourced cohort of research mentors and coaches is 

needed to support teachers in the process of undertaking high quality research – and 

running this cohort is not something that can be established in a few training sessions.  

 

3.3.2 Critical engagement with the BPRS Scheme 

 

Since the Best Practice Research Scholarship Scheme has been a major influence on 

my own concept of research mentoring, I will start my review of literature relating to 

teachers‟ research with the BPRS evaluation report produced by Furlong, Salisbury & 

Coombs in 2003 commissioned by the DfES. BPRS ran from 2000 to 2004 and each 

year around a thousand scholarships of up to £3000 each were available to serving 

classroom teachers to engage in supported, school focused research but with three 

gains to these scholarships according to the DfES, which were to enable teachers to; 

 

 enhance their professional practice 

 engage and encourage the sharing of effective practice and professional 

knowledge within the teacher‟s school and wider educational community 

 develop their professional knowledge, understanding and confidence. 

 

Projects were intended to take place over a whole school year.  In spring, potential 

Scholars submitted their research proposals, which were reviewed by a panel of 

experts and successful applicant undertook their projects the following academic year.  

Each scholar had to appoint a mentor from an HEI, LEA or EAZ. Mentors had a 

particular responsibility to supporting the scholar with the research process. The 

evaluation by Furlong et al (2003) focuses on one cohort in 2001-2 where 1569 

applications were received with an acceptance rate of 66% (1000). 100 cases were 
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studied with a sample showing variation in terms of mentor origin, group or 

individual projects, age, ethnicity, project topics.  Of the sample individual scholars 

acted as case studies.  There was an interview of around an hour and perusal of 

available documentary evidence relevant to their research. In some cases, there were 

interviews with groups of children.  An interview was also undertaken with the 

scholar's headteacher or another appropriate senior colleague within the School. A 

follow up telephone call was conducted that the scholar's mentor. 

 

On page 15, the report observes that a majority of projects used recognizable research 

techniques. In descending order these were; observation, questionnaires, interviews 

which far outstripped analysis of performance data, focus groups, reflective diaries 

and video as well as pupil assessment and pupil case studies.  Looking ahead to my 

own creation of web-based resources to support teachers‟ research perhaps I should 

have used this hierarchy of research methods to determine what kind of web-based 

resources to produce. Thus, for example, creating questionnaires, learning how to 

interview and observe should perhaps take precedence over resources to show how to 

write reflective diaries in creating video?  On the other hand, since this report was 

written, there has been a surge of interest largely supported by the National Teacher 

Research Panel in the use of video in teachers‟ research and the emphasis on the kind 

of research methods used has undoubtedly been influenced by the introduction of the 

Teacher Learning Academy‟s four stages of recognition for teachers‟ learning, which 

specify how teachers are to write up their reports in terms of their „learning journey‟.   

 

According to the report, projects varied substantially in the degree to which they 

attempted to follow established research procedures.  The basis of this claim appears 

to be that the projects varied in terms of the degree to which they were based on a 

systematic review of what was already known from the literature in teachers‟ choice 

of focus.  It has to be said that level one reports from teachers were very short and it 

could be that teachers undertook systematic reviews of literature but did not include 

these in their review.  It might of course be that they did not read very widely and this 

is the premise that the report writers investigate.  Some teachers used the funding not 

research but to create resources for learning (page 18).  One teacher says I didn't want 

to read too much before I did my own study.  That may be so but here we are seeing a 

teacher research approach to engaging in enquiry that differs from a traditionally 

academic approach of reading widely prior to engaging in study.  One has to bear in 

mind how teachers plan their lessons and they would hardly read everything about the 

subject day to teach.  As a general rule, teachers read specifically or access resources 

specifically after they have decided what to teach,  How teachers teach would have a 

specific and significant impact upon how they research.  I recall working with Emma 

Kirby, an Advanced Skills teacher and student (not a linear thinker) being presented 

with a pro forma for her MA.  It required that she act in a linear way; planning one 

step to lead to the next but she found this impossible.  Eventually she planned to 

research as she would plan a lesson; visualising a holistic of how her end result would 

look and then concurrently working „backwards‟ from that and „forwards‟ to her goal. 

 

BPRS scholarship was used as a form of professional development and I have to say 

that I included my own professional development as one of these teachers working 

towards this goal.  The discourse of research enabled teachers (and also, I would say, 

myself) to change and improve their practice within their particular education context.  
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The movement between research and development was in most cases very rapid and 

almost seamless (page 18).  This would appear them to be the most dynamic of action 

research scenarios where as soon as a teacher encounters new findings, hunches or 

insights these were used to change and develop practice.  It was this combination of 

two forms of knowledge procedure that proved to be powerful that proved extremely 

powerful for teachers as BPRS scholars and their mentors.  The report assumes, but 

perhaps wrongly, that the use of reading is the conventional (only viable?) means to 

becoming more knowledgeable.  Although this report highlights the fact that some 

teachers said they had not read the many years it fails to understand that this is likely 

to mean that they had not read academic literature for many years, it is highly likely 

that they had read reams of professional literature in the meantime.  The report writers 

may also not have understood that teachers traditionally think of „research‟ as being 

restricted to using survey techniques as well as academic reading and I feel this report 

appears to endorse that view.  Because they have not engaged in research, sometimes 

for many years, they are unaware of an explosion of interest in qualitative research. 

 

Furthermore, where the report writers appear to show some surprise that teachers have 

not read in order to improve their own practice, one could argue that neither have 

many academic researchers and that they are often woefully inept at being reflective 

practitioners and have a vested interest in retaining status quo in academic hierarchies.  

On page 30, the report observes that scholars felt that BPRS had developed peoples‟ 

thinking skills and it could be that the process of BPRS acted as a form of training in 

how to observe in a systematic fashion as a basis for improving practice.  Talking 

about the types of research (page 33) the report reflects different priorities in teacher 

research and academic research and it might be that teachers were unaware of how to 

collect systematically and analyse the research and that the use of video was still at a 

nascent stage.  The significance of this for building my own resources is that I need to 

ensure that teachers know how to observe, analyse video and present their findings. 

The authors perhaps underestimated the demand that writing research articles would 

make upon the time available for the BPRS scholarship.  Time was very short and this 

may also explain why teachers did not appear to read very much for hours the report 

explains some more working in areas where little is currently known about practice.  

Dissemination proved, according to the report, to be a thorny issue and this may be 

attributable to the fact that making research available to academic researchers through 

publication was not detailed as one of the main aims of these BPRS funded projects. 

BPRS was an exciting innovation where teachers could research topics of their own 

choice in a manner that they found appropriate.  In this report, the value of the scheme 

is being judged in relation to how far they have used traditional academic approaches.  

On the other hand, the authors‟ insistence that the majority of the projects would not 

have taken place without research mentoring provides a context for my publications.  

Eighty of the hundred scholars chose a mentor from higher education. One wonders if 

these were in fact research tutors rather than mentors, supporting the teacher towards 

submission at MA level.  When I was employed as a research mentor for BPRS, this 

was funded separately from the research tutoring that teachers received in schools.  

The report also notes that teachers were being recruited by HEI colleagues to work on 

projects that have been identified as useful within academe.  As a teacher, I feel a 

certain frustration at seeing that teachers have not embraced the opportunity to work 

on a research focus of their own choosing.  It may be that the choice of research focus 

was made for the teacher by senior staff and reflects existing school/HE partnerships. 
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Furlong‟s report points out that the majority of teachers chose mentors who could 

give them subject support and this is reflected in the core aim of BPRS that it should 

be a form of professional development.  It may well have been that teachers were 

unaware of potential mentors who had good research skills and furthermore mastering 

such academic research skills might not be something that would be a priority as 

professional development a teacher in school.  There is an apparent oversight on the 

part of the report writers with a comment that teachers are not contributing to the pool 

of educational knowledge (because they are not writing for publication).  On the other 

hand, by talking to their colleagues they are not only fulfilling the aims of the BPRS 

scheme they are also directly contributing to a pool of practical and craft knowledge.  

Furlong‟s report states that that was considerable inconsistency in mentoring practice, 

this may suggest the report writers had in mind that there is one way of approaching 

mentoring.  Perhaps the word inconsistency would be better replaced by the word 

diversity of choice, a feature that would be entirely appropriate in this context. 

 

Apparently, the two largest areas of expenditure by teachers in BPRS were payments 

to mentors and supply cover.  Bearing in mind my experience as a research mentor 

working at the University of Bath this was hardly surprising.  The university was 

charging top rates (£500 per day which is professorial level), as they hired out my 

services to teachers and then charging course fees on top of this for any teachers 

wanting to undertake BPRS in conjunction with an MA.  Supply cover allowed 

teachers time to attend courses, to read and to think perhaps to observe their own 

classes without having to teach them.  Emma Kirby got round to this problem by 

using video, which I helped her to analyse. This stretched out the funding received. 

 

On page 48, the report states that the without the active support from heads, many 

scholars felt that their projects would not have been successful.  Given that be 

teachers had to seek the approval of their head teacher in order to undertake the 

support perhaps this statement does not carry more than superficial weight.  One has 

to bear in mind that these teachers knew that their head teachers would be interviewed 

about their BPRS research and would therefore be aware of a need to tread carefully. 

On page 51, the report concludes that all of the scholars the authors met used their 

projects for the development of their own day-to-day practice and that, in the majority 

of cases, there was also evidence of their project influencing their students‟ progress.  

One wonders how far the average academic researcher influences other academic 

researchers in their own locality through their research. One also wonders how far 

academics research directly influences their students‟ progress.  On page 52, of the 

report focuses on the lack of generalisability in BPRS reports as quasi criticism.   

 

Generalisability was not given as a criterion of funding and the main aims were to 

help teachers develop their professional knowledge, understanding and confidence 

and help them to enhance their professional practice.  The primary form of 

dissemination was within the teachers and school and that there was relatively little 

generalisability.  This may reflect the fact that few teachers actively interact with 

academic researchers.  This has implications for my own work in creating resources 

since I need to assist teachers to engage with teacher and academic researchers and 

explain their research outcomes in a way that might allow them to be engaged with as 

a basis for generalisation. On the other hand, the resources need to enable teachers to 

communicate the uniqueness of their own situation and the unique nature of their 
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knowledge. I had already begun to do this in the Stage 4 presentation that I created in 

2008-9 to submit to the Teacher Learning Academy, (see Appendix One), accessible 

http://www.cfkeep.org/html/stitch.php?s=25287235551781&id=88721835975276 

Usefully, I was advised that my resources needed to be strengthened after I submitted 

them for evaluation in December 2008.  I needed to deepen my critical engagement 

with the theory and practice of teaching research in mentoring.  I have engaged in 

such critical review of many years but had not sufficiently communicated this except 

by including a number of already published examples of critical reviews of literature.  

 

The need to develop critical intelligence, an aspect that was missing from the BPRS 

scheme according to Prestage et al (2003), is paramount if teacher research is to 

complement the best of academic research it contributing to the pool of educational 

knowledge. Prestage et al explain the emergence of the BPRS scheme in relation to a 

reaction to mounting criticism on the role and purpose of educational research 

(Hargreaves, 1996).  The authors justify the lack of critical engagement with research 

because the focus of the funding was on showing „people outcomes‟ and contributing 

to teachers‟ own professional development.  There was „a strong exhortation‟ in the 

documentation, page 56,  „for participants to get involved in rigorous research (critical 

reflections on evaluations like those at the heart of rigorous research process, yet the 

documentation stressed priorities of rapid production and immediate dissemination.  I 

support this standpoint, however, I am surprised by the inaccuracy on page 57 where 

the writers detail that 70% of the BPRS funding to each teacher was designated in 

mentoring support from HEIs. This is incorrect.  I welcome the observation (page 57) 

that the research process by teachers needs to be reactive as well as planned and the 

potential outcomes are not always clear at the outset of a project especially as teachers 

work on their own professional development.  The authors raise an interesting point 

where they ask whether it is sufficient for a teacher to articulate practice to be termed 

a researcher and whether describing practice is sufficient as an approach to research. 

 

Looking at the lack of critical engagement demanded of the BPRS scheme reinforces 

my impression of the value of the Teacher Learning Academy scheme, which closely 

focuses on asking teachers to explain the process as well as the outcomes of their 

research.  Although teacher researchers are being asked to provide a detailed plan in 

advance of undertaking a Teacher Learning Academy enquiry my experience was that 

the review panel welcomed and endorsed reality that research is frequently „reactive‟. 

While Furlong et al say that it was unrealistic for teachers to become researchers in 

the space of one research project and unrealistic to judge the outcomes of their 

research in terms of pupils learning, I think that it would have been equally unrealistic 

to expect teacher research mentors to learn the process of being a research mentor in 

such a short period as well. I am hoping that the resources but I have create for the 

teacher learning Academy offer some insights into the process of my own research as 

a teacher and an academic researcher and will have a generalisable application too.  

  

3.4 Using web-based technology in teacher research  

 

When I went to the International Conference for Teacher Research in Baton Rouge 

near New Orleans I watched a group of teachers presenting about KEEP web-based 

templates. Now I understand why they were so excited! The capacity for teacher 

researchers to upload video, text, images and use colours means that the vitality of 

what occurs in a lesson can be communicated through the interaction of multimedia. 
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3.4.1 Teacher researchers using technology 

 

The MERLOT templates (developed from KEEP templates) offer categorization 

prompts for ensuring (self-) studies are grounded in empirical evidence, have 

generalized and/or theoretical import and offer a user friendly route to making 

research knowledge public They enable classroom teachers to explore their 

knowledge for their use simultaneously putting it into a high quality and possibly 

multi media format that can be shared globally. Shulman highlighted a missing 

paradigm in research (1986) that he and his colleagues were seeking to address. In 

reading the research on teaching, the central questions remain unasked…. Where do 

teachers‟ explanations come from? How do teachers decide what to teach, how to 

represent learning, how to question students about their learning and how to deal with 

problems of misunderstanding? Use of web-based templates by teachers is enabling 

their missing paradigm to be missing no longer. 

 

3.4.2 My use of technology to enable my own teacher research 

 

Appendix One to this thesis contains examples from web-sites and web-pages cited in 

this thesis. In live online presentations for BERA and AERA I set out my knowledge 

and explored my ideas. My web-based representations of my learning were my model 

of how a teacher like me could represent their research in the course of their practice.  
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=3751253973461 
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=69557706610819 

You can access further examples of my web based resources at 
http://www.cfkeep.org/html/snapshot.php?id=52570385348583  

 

There are four Stages in the Teacher Learning Academy scheme to recognise teacher 

learning and within each of these Stages there are six dimensions: Engaging with the 

Knowledge Base; Coaching and mentoring; Planning your learning; Carrying out 

your plan; Sharing your learning and influencing practice and Evaluating your 

learning and its impact.  Presentations are reviewed by verifiers and (very) detailed 

feedback, oral and written is given shortly afterwards.  The strength of this scheme is 

that technically a teacher cannot 'fail' but is given formative feedback to resubmit and 

encouraged to do so promptly. So far, only four teachers have been awarded Stage 4. 

My verifiers were Hazel Hagger, Oxford University, Leslie Saunders, former head of 

research policy for the General Teaching Council in England, Lisa Bradbury and Lisa 

Berry, also of the TLA. Of 16 teachers who took part in the Pilot Scheme for Stage 4, 

only 3 submitted. Having mentored students, the standard roughly equated to a PhD. 

 

3.4.3 Using multi media in web-based accounts of practice (Adapted from 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=25176187628113  

 

In this section, I shall draw upon two research papers, both concerning the use of 

standards of judgement with regard to video data. The first by Jack Whitehead is 

entitled 'How valid are multimedia communications of my embodied values in living 

theories and standards of educational judgement in practice?' The second by Steven 

Coombs and Mark Potts is entitled 'Developing a conversational learning paradigm 

from which to analyse action research video data evidences', presented at the BERA 
annual conference between 5-8 September 2008. 

Whitehead draws a distinction between what he calls spectator and living truth and 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=3751253973461
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=69557706610819
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=25176187628113
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cites an extract from the work of Burke (1992, page 222). This extract explains that 

spectator truth requires standing back from the human condition and concentrating on 

generalities and thereby ignoring particularities and Burke claims but though this 

process is very valuable it is also very limited because it is one step removed from 

reality. Whitehead believes that living truth can only be accessed by someone within a 

situation and that this truth will never be as clear cut as that provided by a spectator's 

truth. I have to say that I am no longer particularly convinced by this argument. Being 

a participant observer in the use of video as well as a verifier of others‟ use of video it 

seems to me that my position is closer to being a spectator and a participant observer 

in an inclusional way. I agree with Whitehead where he says that some ideas are held 

to be legitimate through procedures sustained by particular power relations and that 

this does not mean that they warrant this. Validity depends on the capacity to test 
practice with standards of judgement. 

Whitehead's view of what is educational does not quite align with my own. For 

something to be educational it seems to me that it needs to have the capacity to 

educate, whereas Whitehead feels that it must involve someone learning something of 

value in a way that has engaged their originality of mind and critical judgement. 

Drawing on my own experience, I would say that teaching a foreign language with 

video does not require that a learner researches with originality of mind and critical 

judgement but that they learn how to use the language within their own social 

interactions by drawing on what they see depicted in the video. Thus I am drawing a 

distinction between the practice of the photographer, which, I would say, needs to 

engage originality of mind and critical judgement and the practice of research by an 
observer viewing resultant video clips who may or may not learn from viewing them. 

Where Whitehead cites Husserl (1931, page 12) when he talks about a transcendental 

sphere having an infinitude of knowledge previous to all deduction, he takes him to 

mean that this knowledge requires accessing in ways that cannot fit within predefined 

analytic category systems. This contrasts with my work with Coombs, (2004), where 

he predefined categorisations of what constitute Masters level study and created a list 

of  criteria for his „critical thinking scaffolds‟. Whitehead claims that the influence of 

Husserl's thinking can be seen in what he is doing in the process of supervising a PhD 

studentand asking, „How can I help you to improve your learning?‟ It seems to me 

that Whitehead is saying here that the criteria in use whilst he is in dialogue with his 

PhD students, on video, have not been predefined and arise spontaneously through 

interactions between these two individuals caught on film. Where I can align closely 

with Whitehead's interpretation of the video clip is where he says there are numerous 

narratives he could construct using this video clip because there is any infinitude of 

knowledge in what he can see occuring. He then proceeds to select narrative which he 

says links to the fundamental purpose of his own research. What interests me here is 
Whitehead's capacity to create the interpretation and a narrative of what is occurring. 

I concur with Jack Whitehead's opinion that one of the difficulties of communicating 

meanings embodied in values is connected to the limitation of words. However, I find 

it difficult to conceive of criteria without using words. Like Whitehead, I value the 

work of Mitchell and Weber (1999). Much of the inspiration for my early use of video 

came from their book entitled, 'Reinventing Ourselves as Teachers, beyond nostalgia'. 

I recall one in my PGCE students celebrating the use of video as he critiqued the man 

on the telly i.e. objectively viewing his self in action, in a manner that he could not 

otherwise self critique as a novice teacher. It is interesting to see that Mitchell and 
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Weber (page 214) embed the use of video in an article report which could include a 

description and analysis of the teaching self; what we would change what we would 

not change; a description about personal goals of future development as a teacher; 

what the video self-study has meant to us, what we learn from it; appendices of the 

lesson plans and Journal notes written to the activity and any of the review notes of 

students colleague's comments that we wish to share. There is an explicit expectation 

that video will be set in the context of the textual report and phrase this holds a key to 

identifying appropriate standards of judgement in video use. I believe the same might 

apply to non-verbal audio use, for example extracts of music or birdsong or sound that 
are not a globally decipherable „language‟. 

3.5 Teacher Research; Action Research 

 

According to one of the most visited websites about teacher research on GOOGLE, 

http://www.accessexcellence.org/LC/TL/AR/ teacher researchers have adopted the 

label „action research‟ to describe their particular approach to classroom research. The 

web-site convenor offers a format for starting out in what she calls teacher research. 

There are many implicit and limiting assumptions in this account of teacher research, 

not least that teachers‟ research is synonymous with action research and that action 

research is synonymous with self-study. While I thoroughly support the inclusion of 

action research as an approach to teacher research and self-study can and does prove 

to be a useful perspective for some teachers, teacher research deserves a wider scope. 

Teachers should use whatever approach is most appropriate for researching and not be 

bound by one „method‟. Action research has become a byword for teacher research 

and both have, in my opinion, become impoverished as a result. Stenhouse‟s vision of 

research by and for teachers was not so constrained. Mention action research and 

some teachers configure starting from I have a problem and what might be a solution?  

Teacher research has a broader scope than this...and it is not restricted to self-study. 

 

Another website that frequently tops the GOOGLE ratings as it offers excellent 

guidance in doing action research in a classroom, is at George Mason University: 

http://gse.gmu.edu/research/tr/ I have recommended this website with its impressive 

array of resources on numerous occasions where teachers have inquired about doing 

action research. Once again there is an implicit assumption that teacher research IS 

necessarily action research.  On this excellent website, that assumption is mistaken.  

 

The point I am making is that it is possible for a teacher to undertake research in the 

way that is suggested http://www.accessexcellence.org/LC/TL/AR/ without being 

research by/for other teachers. Useful CPD it may be but research it might not be.  

Web-based resources designed to support teacher research need to emphasise that 

teacher research generate a unique, complementary form of educational knowledge. 

 

3.5.1 What is action research and is my research action research? 

 

Masters, J. (2005) says that the origins of action research are not clear but many 

attribute the origin of action research to Kurt Lewin as a „root derivative‟ of the 

scientific method.‟  Winter (1997) delves into the relationship between theory and 

practice and suggests that „theory‟ is equivalent to „generalisation and contrasted with 

„certainty‟. He asserts „action research entails the integration of theory – in and for 

action, because we must decide how best to intervene here and now.‟ (page 3). He 
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sees theory as a form of improvisatory self-realisation since action research shifts as 

the enquiry develops. Winter‟s (page 2) definition of a theoretical dimension in action 

research aligns with my research experience that an action research inquiry „may be 

thought of as a sort of journey of self discovery.‟ Zeichner, K. (2001) emphasizes that 

action research „begins in the middle of whatever it is you are doing.‟ (Page 272) 

rather than as a process of framing a question, setting up a situation, which might 

provide information, collecting data to bear on the question, then writing up results.  

 

3.5.2 Does it matter if ‘teacher’ isn’t the same as ‘action research’? 

 

If teacher research and action research are the same all that a teacher needs to do is 

read a handbook or access web-based resources for action research and they could 

become a proficient researcher… But if they are different, if teacher research and 

action research might overlap but are evidentially distinct then teacher researchers and 

their mentors need other skills and work from other values as their driving force.  

They need other aptitudes, knowledge and understandings and the kind of learning 

created in teacher research has a unique contribution to make to educational research, 

a contribution that is distinct from learning arising from other kinds of practitioners‟ 

research. I would say that it does greatly matter that teacher research is recognised as 

akin to but it is different from action research. Teachers might well elect to undertake 

action research in their classroom but by doing so they may be doing action research 

but they are not necessarily teacher researchers in a sense that I have chosen to adopt 

in my website at http://www.TeacherResearch.net (Examples are in Appendix One)  

 

Teachers' research is on-going professional development undertaken for teachers, and 

by teachers rather than being done to teachers by outside 'experts'. It takes the form of 

systematic enquiry that is undertaken by individuals or by groups who share a passion 

to improve their own and others' teaching and learning to support students in school. 

The responsibility for empathy with and compassion for the students is what marks it 

out from other forms of research – this is a form of research to engender learning and 

generate creativity rather than being a kind of action research to improve a teacher‟s 

teaching in school.  Of course, one might say that these are one and the same, but 

teacher research holds an implicit responsibility to assist other teachers and action 

research does not.  A teacher might undertake action research to improve his or her 

own practice without bearing other teachers in mind.  That is useful as far as it goes 

but how much more empowering it is for the teaching profession where teachers are 

researching not only for their benefit but explicitly for colleagues and students too. 

Getting an MA or PhD may be a worthy aim but it should not be the prime motivation 

for „teacher research‟ as it tends to be self-serving. Benefit to colleagues and to 

students should not be the by-product of teacher research. 

 

 3.5.3 What alternatives are there to action research in teacher research? 

 

Read just the title of McNiff and Whitehead‟s All You Need to Know about Action 

Research and Action research for Teachers and you can be forgiven for thinking that 

there IS only one way for teachers to undertake research.  However, the variety of 

action research approaches available to researchers is not as restricted as this infers. I 

believe that it is time to move away from looking solely at the denial of one's values 

as a basis for undertaking research. The deficit model that emerges in trying to put 

things right restricts participants to a reactive rather than a creative design mode of 
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thinking. Should one therefore reject action research as the approach for teachers‟ 

professional development?  Can they create accounts of their own practice, which 

embody the highest standards of ethical presentation, rigour, validity and reliability? 

In my experience teachers do derive professional development from action research. 

 

Lewin, according to McNiff (1988), described action research as a spiral of steps 

involving planning, acting, observing and reflecting.  Notably it does not start from 

problem and it is worth observing that Lewin did not intend his ideas to be used in a 

specifically educational setting.  McNiff credits Stenhouse with lending considerable 

influence to the movement of action research in Britain. She points out that it was 

because he gave prominence to the idea of the teacher as researcher, and inspired the 

men and women who worked with him to develop such concepts, that the movement 

in Britain gained such momentum. Stenhouse believed fruitful development in the 

field of curriculum and teaching depends on involving cycles of cooperative research 

by teachers and by using full-time researchers to support the teachers‟ work.  There is 

again no mention of starting from a problem as the basis for collaborative research. 

 

The idea of a problem as a starting point appears to emerge with the work of Steven 

Kemmis, who applied the ideas pioneered by Lewin to education.  Kemmis‟ model 

sets out the self-reflective spiral of planning, acting, observing, of reflecting and re-

planning as the basis for a problem-solving manoeuvre.  Elliott aligned with Kemmis 

in proposing a problem-solving approach is action research and McNiff reports that 

Hopkins expressed concern in 1985 about the values inherent in Lewin's ideas. 

Carr and Kemmis (2009) set out to show that action research is a unified approach 

where trying to distinguish between „personal‟ and „professional‟ development from 

those that overtly offer a „political‟ approach is a false dichotomy. I shall therefore 

adopt, for this section, the view that action research is a way of approaching research 

that can be treated as a unified and identifiable approach, distinguishable from others.  

 

Analysis of the research handbooks intended for teachers reveals that teacher research 

can be quantitative as well as qualitative and it can usefully be a mixture of the two 

(Lankshear and Knobel: 2004). It can be positivistic or humanistic in approach, 

focusing on critical pedagogy by one individual teacher or a group of educators 

(Smyth: 1991) and/or it could be geared towards democratic forms of action research 

(Burton et al: 2008) and building up a culture of enquiry and a professional learning 

community (Mohr et al: 2004 and Robinson et al: 2006).  It could be a theoretical 

study of education grounded in one teacher‟s perception of educational change and it 

could focus on information and communications technology (Lassonde et al: 2008) 

using a mixed method approach. I believe that research methods should evolve 

according to meeting needs and while we have some well-established approaches in 

teacher research, sometimes mistakenly brought under the umbrella term action 

research because they relate to improvement. It is my belief that teachers should be 

encouraged to develop new approaches to their research rather than feeling obliged to 

adopt those that are already used by academics. 

 

3.5.4 What are some of the benefits of Appreciative Inquiry as teacher research? 

 

 Originally conceived of as a means to enable organisations to work „from the 

positive‟ towards designing a better system-wide function and while not a perfect fit 

for the teachers working in schools who are researching their practice Appreciative 
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Inquiry offers significant advantages over Whitehead‟s living educational theory 

model.  In my unfolding model of action research integrated with mentoring (2002-3) 

I incorporated research by Marcus and Ruvolo (1986)  into my study by focusing on 

the visualisation of a positive, possible self. In my presentation in Japan in 2004, I 

expressed the belief that this was the key to linking the theoretical study of one's own 

professional development to applying it in practice.  I was saying that the envisioned 

self defines the design for improvement. Working with a group of practising coaches 

in the lifelong learning division at the University of Bath a brief spell in 2006, I began 

to realise the value of Cooperrider‟s (1987) Appreciative Inquiry approach. My cohort 

of students had previously wholeheartedly embraced AI.  They made the point to me, 

with which I had to agree, that if you start out from a problem-solving approach you 

remained in a problem solving mode.  If one starts out on a trajectory of discovery, 

dream, design, destiny (there are variations in the so-called 4 D approach Cooperrider 

& Srivastra, 1987, recommend, the kind of educational dialogue that emerges seems 

likely to be more fruitful, as professional development, than starting from a problem. 

 

3.5.5 What are some of the shortcomings of AI as teacher research? 

 

AI shares shortcomings that relate to other research approaches and I use approaches 

rather than methods here to indicate that there is no single way of undertaking AI – 

qualitative or quantitative, self-study or organisationally orientated. A major problem 

I foresee is that AI might be reduced to a similar formulaic approach that Whiehead‟s 

living educational theory has been downgraded to within teachers‟ research.  If one 

looks for a comprehensive critical review of LET, even in the theses and dissertations 

at http://www.actionresearch.net one draws a blank.  Why? Critical engagement is not 

encouraged. Grant & Humphries (2006) argue that AI also does not entail sufficient 

criticality as a research process and I would agree that this is a potential downside.  I 

therefore support their findings that AI benefits from integration with critical theory.  

 

3.5.6 What research skills do teachers need to research their practice? 

 

In 16 teacher researcher texts I surveyed (Figure 5), I identified 48 components. These 

were identified from chapter headings and align with the manifest priorities accorded 

to aspects of teacher research by the authors.  In the body of the text, there are many 

commonalities and so it is more a question of „weighting‟ given to different aspects 

than divergences about what constitutes (or might constitute) teachers‟ research.  

(the key to the codes used in this analysis are given under the table in Figure 5) 

 

Author Year Title Publisher Research Skills  

Lankshear, C. 

and Knobel, M.  

2004 A Handbook of 

Teacher Research 

Open University 

Press 

JustTR: Doc: LitR: Eth: 

Quan: Qual: Data: Ob: 
Evid: Valid: DissemR 

Mohr, M, 
Rogers, C. et al 

2004 Teacher Research 
for Better Schools 

Teachers‟ College 
Press 

JustTR: Stud: Ca: SI: 
Plc:  

McLaughlin, C. 
Black-Hawkins, 
K. et al 

2006 Researching 
Schools 

Routledge Press USP: Ca:  

McNiff, J. and 
Whitehead, J. 

2005 Action Research 
for Teachers 

David Fulton 
Press 

AR: Qe: Data: Ca: 
Valid: DissemR 

Lassonde, C. and 

Israel, S.  

2008 Teachers Taking 

Action 

International 

Reading 

JustTR: RefP: Qe: Qual: 

Quan: ITTR: USP: 
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Association, USA Grant: DissemR: WritP: 

ICTR: 

Elton-Chalcraft, 
S., Hansen, A. et 
al 

2008 Doing Classroom 
Research 

Open University 
Press 

JustTR: RefP: Ev: Data: 
Eth: Valid: DAR: Data: 
DissemR: 

Robinson, V. and 
Mei Kuin Lai 

2006 Practitioner 
Research for 
Educators 

Corwin Press SI: JustTR: AR: DAR: 
Conv: Val: Gen: Eth: 
Qe: Int: Qes: Ob: Doc: 
Val: Res: Cult: Plc 

Campbell, A., 
McNamara, O. et 
al 

2004 Practitioner 
Research and 
Professional  
Development 

Paul Chapman Pos: AR: CPDT: Qe: 
Acc: LitRev: RefP: 
USP: CritF: Qual: Data: 
Rep: WritP: DissemR: 
Ca 

Hubbard, R. and 
Power, B. 

1999 Living the 
questions 

Stenhouse Press JustTR: Qe: Stud: Ca: 
Data: LitRev: Rep: Plc: 
USP 

Loughran, J, 
Mitchell, I and 
Mitchell, J. 

2002 Learning from 
Teacher Research 

Allen and Unwin Ca: EdCh 

Mills, G. 2003 Action Research Pearson 

Education 

AR: Qe: Data: Valid: 

Gen: EdCh: Rep: Ca: 

Kincheloe, J.  2003 Teachers as 
Researchers 

RoutledgeFalmer Pos: Qe: BoP: InstR: 
Rig: Quan: Qual:  

Burton, D. and 
Bartlett, S.  

2005 Practitioner 
Research for 
Teachers 

Paul Chapman RefP: Ca: Exp: Acc: 
LitRev: Qes: Int: Ob: 
Doc: 

Hopkins, D. 2002 A Teacher‟s 
Guide to 
Classroom 
Research 

Open University AR: CR: Ob: Data: Rep: 
Si: Plc 

Smyth, J.  1991 Teachers as 

Collaborative 
Learners 

Open University Critped: Sup 

Burton, N., 
Brundrett, M. 

and Jones, M. 

2008 Doing your 
education 

research project 

Sage Publications Sa: Acc: Eth: BoP: Con: 
Ph: Qe: Su: Ca: Int: 

Qes: Data: Doc: DAR: 
Rep: Qual: Quan: Evid: 
Valid:  

 
 

Code denotes research skills in  ranked by priority in these publications  

  

Acc: gaining access ITTR: initial teacher training as research 

BoP: balance of power JustTR: justifying teacher research 

AR: action research LitRev: literature reviews 

Ca: case study Know: what is knowledge? 

Con: consent Ob: methods of observation 

Conv: conversations Obj: objectivity 

CPDT: teachers‟ continuing professional 
development 

Ph: philosophical standpoint 

CR: classroom research Plc: professional learning communities 

CritF: critical friendship Pos: understanding positivism 

Critped: critical pedagogy Qe: asking research questions 
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Cult: culture of inquiry Qes: questionnaires 

DAR: democratic action research Quan: quantitative research methods 

Data: data collection Qual: qualitative research methods 

Doc: deciphering documentation RefP: reflective practice 

DissemR: disseminating research Rep: reporting research 

EdCh: educational change Rig: rigour 

Eth: ethical issues Sa: sampling 

Evid: types of evidence SI: school improvement 

Exp: experiments Su: survey 

Gen: generalisability Sup: research supervision 

Grant: applying for research funding Stud: students 

ICTR: information and communication 
technology in research 

USP: university-school partnership 

InstR: instrumental rationality Valid: validation 

Int: interviews WritP: writing for publication 

  

 

Figure 5: Analysis of skills identified in guidebooks for teachers‟ research (and legend) 

 

I propose additional skills, from my experiences as a teacher researcher mentor:  

 

TRMPCK (Research Mentor Pedagogical Content Knowledge), by which I mean 

knowledge a research mentor needs to teach teachers to research their practice. 

RSPCK (Research Skills Pedagogical Content Knowledge), by which I mean the 

knowledge a researcher needs to nurture specific research skills and aptitudes. 

 

Examining each aspect, there is an indication of the shared priorities by these authors: 

 

Undertaking case study came slightly ahead of doing action research, as the authors‟ 

preferred approach. There was quite a strong feeling that teacher research needs to be 

justified for itself, which perhaps reflects the fact that it has been regarded as a poor 

relation, with scant attention to validity and rigour by stalwart traditional academics.  

Several books promoted qualitative and quantitative methodologies and the role of 

university and school partnerships – as was the need for critical friends for research.  

 

There was no one clear picture of the research skills that teacher researchers (and their 

research mentors and coaches) need, beyond a focus on collecting data and providing 

evidence.  Some authors advocated survey methods for groups, others self-study. This 

underlines why it is important to differentiate between teachers‟ and action research. 

Knowing how to ask relevant and well-formed research questions was a priority in all, 

as was knowing how to undertake a critical review of appropriate, relevant literature. 

 

3.5.7 Which skills do teacher researchers need to use web-based technology? 

 

Teachers may need to be prepared for a steep learning curve when they engage with 

web-based technology and to avoid the temptation of trying to achieve too much too 

soon. The beauty of the KEEP Toolkit templates is that the „front end‟ looks familiar 

and use friendly while the underpinning technology is sophisticated and geared to 

research. Stephenson‟s book (2001), Clarke‟s (2008) and Dolowitz‟ (2008) 

handbooks are useful with regard to providing guidance in the pedagogy of teaching 

and learning online, mastering e-learning skills and researching online.  However, I 
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can perceive a missing element. We need to develop a pedagogy for Teachers‟ 

Pedagogical Research Knowledge.  If teachers are to become skilled as research 

mentors and coaches, they need to develop their pedagogy for ways to bring others 

into mastering research skills for the classroom.  Solely relying upon methods used by 

academics for research might mean missing out on developing research skills more 

appropriate to those involved in what Van Manen calls the „tact of teaching‟ As 

researchers mentoring and coaching one another, classroom teachers need to extend 

ways of bringing new colleagues and students into the research process, which is 

integrated into the art of teaching and not a „bolt on extra‟.  With that aim in view I 

offer my thesis and my web-resources as a possible model for showing how I have 

developed my own such pedagogy for teacher research, drawing on my own 

experience as a classroom teacher, a university tutor for research and as a mentor. To 

be an effective teacher researcher mentor one needs to have knowledge about ways to 

undertake research that can be shared. Increasingly, this involves acquiring some 

mastery of using web-based technology for research.  

 

3.6 Conclusion  

 

Teacher research is likely to be about practical knowledge whereas academic research 

is more likely to be focused on epistemological debate and philosophical entreaty. 

Part of the reason is that teachers spend many years learning to render their explicit 

knowledge tacit - rather like a driver who starts out consciously aware of every 

decision until practice renders some decisions semi-automatic. Part of the reason has 

been identified by Hiebert et al where they ask A Knowledge Base for the Teaching 

Profession: what would it look like and how can we get one? Writing for journal 

articles is not a teacherly goal by and large but it is the stuff of academic endeavour.  

With possibilities that using web-based technology to elicit, represent and disseminate 

research there is a ready convergence point to teacher research and academic research.  

 

Adopting a pragmatic approach, I agree with the thrust of James (1907) philosophy 

that what counts, by and large, is what will work in practice. Since text based formats 

for communicating research that is (potentially) relevant to teaching in schools have 

not proved to be widely engaged with by a majority of school teachers, web-based 

formats might prove attractive, given that they do not require library access, can be 

downloaded wherever and whenever a computer with Broadband access is available 

and are generally more visually attractive than dense text to read (often necessarily at 

speed). Being a pragmatist, I would also point out that I would not advocate a total 

abolition of paper based research - there is something deeply satisfying about books!  

  

Looking to the future, teachers will need to develop what Stephenson (2001) calls an 

andragogy for living in an information society.  Moving on from teaching in a way 

we teach children (pedagogy) to master techniques that other (usually the academic 

research community) has developed for teacher use, we need teachers to develop, as 

adults, technologies and ways of using technology that can open new vistas and offer 

up applications in undertaking classroom research by with and for teachers in school. 
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Chapter 4: Methodology 
 
4.00 Overview 

 

In this, the fourth chapter of my thesis, I examine the rationale for and the nature of 

self study as a form of investigation that I use to understand how I create my theory 

and practice as a research mentor. 

 

4.1 Introduction 

 

In this chapter, I set out the approach to self-study I am using to „know myself‟ and 

explore why I have chosen this. Then I explore why I have chosen to use a research 

method other than the one that I began with using for self-study. I discuss my own 

ontology as an educator and how this is influencing how I research my own practice. 

From this point, I share my insights into my practice as a research mentor who uses 

web-based technology as a new way of engaging with research in education. In effect, 

I am claiming that this is a new „epistemology of practice‟. I then argue why this is 

necessary and how more traditional forms of propositional, objective research do not 

serve my purpose either to investigate my own practice or to support teachers as they 

self-study. I differentiate between action research and research by teachers. I refer to 

the viewpoint of some academic researchers that „enquiry‟ may be a more appropriate 

terminology than research for teachers‟ activity. In this chapter I explain my stance 

regarding ethical conduct as a researcher and critically engage with pros and cons of 

self-study. Finally, I summarise the research approach I use to explore my practice. 

 

4.2 How do I research my own practice? 

 

Like Peshkin, (1988), I know that I am subjective whenever I undertake research and 

to echo Freire (1988), I am not impartial or objective; not a fixed observer of facts 

and happenings. I never was able to be an adherent of the traits that falsely claim 

impartiality or objectivity.  That recognized, it does not prevent me, however, from 

holding always a rigorously ethical position. Freire, P. (1998, page 22). Indeed I tend 

towards Peshkin‟s view (1993) that a researcher‟s subjectivity should be investigated 

because it enables other researchers to gain insights into this researcher‟s underlying 

values. I am subjective when I do research – as are we all – because of the affective 

state of my being; that is, I have values, attitudes and tastes. (Peshkin, 1993, page 7) 

Were I to attempt to disown or distance myself from my affective nature, I could not 

do self-study about emergence of my original contribution to educational knowledge. 

 

In investigating my multiplicity of self as a teacher, mentor and researcher, with 

subsequent integration as a research mentor, I have used a human science approach 

originated by Van Manen (1990). By this I mean that I am investigating how I am 

working with teachers to assist them to research their practice and drawing on my 

lived experience as I do so. As I review my publications, presentations and other 

public works I look back at how my past is informing my present practice and I use 

that reflection as a basis for projecting my perception of my practice as an activity in 

the future. Mine is not the only study by a research mentor as I have found one other.  

Chappell (2007) described her own mentoring role within teacher-external partner 

researching partnerships. She has pointed out (page 5) she used my self-study as a 

research mentor in Initial Teacher Education as a springboard to explore her ideas. 
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This study is said to be based in naturalist inquiry and action research but as Kerry 

says, (page 7), she is not a teacher educator and uses a different model for self-study. 

(There is no indication which approach to action research she has used). 

 

The educator who does not understand his or her professional persona is reliant on 

others' interpretations or actions and attitudes and a crucial dimension is lost without 

self-study of one‟s own practice. The question I address as a researcher is this one; 

„Which research method is most likely to provide insights into my own professional 

values, professional skills, aptitudes and professional knowledge and understanding?‟ 

If a researcher investigates who I am as an educator, this could complement (but not 

replace) my self-study. I opt for self-studying because it is the best available form of 

research that I have. It enables me to share insights that an observer could not have 

and, being subjective, it enables me to set out my findings within the plethora of 

experiences that I alone know. Self-study action research must not, in my view be 

taken to represent the only valid form of action research. It complements and it 

enriches other forms of educational enquiry. Self-study is not necessarily quality 

research, but Bullough's and Pinnegar's Guidelines (2001) provide an invaluable 

framework for practitioners who undertake this most challenging form of enquiry. 

In my analysis of my work I have used what Coombs calls (1995) Critical Thinking 

Scaffolds. Such knowledge elicitation tools enable me to distinguish between learning 

that is specifically significant for me for my practice as a teacher research mentor and 
learning that is of wider significance for mentoring teacher researchers (by anyone). 

4.3 My rationale for choosing a self-study research approach 

 

In his (1998) Vice Presidential address to AERA, the American Education Research 

Association (Division K Teacher Education), Ken Zeichner acknowledged self-study 

as one of five categories of work in the new scholarship of teacher education (1999, 

page 11). The unique feature of self-study is that the voices of teacher educators [are 

heard] (page 11). In this thesis I use the first person, „I‟, to voice my perceptions.In 

order to study my practice, I have chosen to use an action research form of self-study 

rather than a self focused case study. The reason I choose an action research approach 

is that I intend to be the best research mentor that I am capable of being. Where there 

are strengths in my practice I want to consolidate these and extend these and where 
there are weaknesses or problems I want to find ways in which I can eliminate them. 

My elected approach to investigating my practice has been action research and this, in 

itself, has evoked problems. Action research is more widely recognized as a valid and 

valuable form of enquiry now than when I became a researcher but some researchers 

do not yet believe it is „research‟ (Hammersley, M, 2004; 165): any attempt to two 

components of action research as equal faces contradiction.  Perhaps ironically, much 

of the opposition to recognizing inquiry undertaken by teachers as real „research‟ is 

voiced by teachers themselves.  (Clayton et al; 2008) As an action researcher seeking 

to improve not just my practice but the practice of teaching students and colleagues 

wherever it occurs, I see my role as a bridge between teacher researchers in schools 

and called researchers in Academe.  

 

Coulter & Wiens (2002) identified the difficulty of connecting the knowledge 

collected by educational researchers and the practice of classroom teachers. I have 

experienced this very difficulty. In my experience, as a research mentor, there is some 
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validity in Day‟s (1995) viewpoint that there will always be a creative tension in the 

alliance between teachers and academics who are committed to developing 

partnership roles across school and higher education. (Day, 1995, page 366).  What 

concerns me is when I encounter teacher researchers‟ investigations of their practice 

which have led to abandoning their „voice‟ in the vain belief that their own account 

would be rejected by Academe because it sounds too practice based. I agree with Day 

(page 367) that not only must the design and processes of research be the result of 

joint planning and action but written accounts and dissemination must reflect this.‟  

 

4.4 A change of action research approach for my self-study 

 

When I joined Jack Whitehead‟s LET (Living Educational Theory) research group, I 

was not convinced I was undertaking action research. I was studying my own work as 

a lecturer who was engaged in working with novice teachers and their school-based 

mentors. I was not starting from having identified a problem or discovering I was a 

living contradiction when I found my values were denied in the course of my practice. 

As a lecturer at the University of Bath, I noticed that few of the teacher educators 

overtly researched their practice and that was why I became involved in the LET 

movement. I was impressed by the way that Jack Whitehead, my next door colleague, 

was able to encourage teachers to research and I was keen to do so too. That is why, 

when I began to engage in systematic self-study, I adopted a living educational theory 

approach to action research. This enabled me to chronicle my practice as I explored 

values that I hold and how they have manifested themselves, over time, in my work. 

Thinking that the Living Educational Theory approach was the only form of self-

study action research I persevered with it even when I began to realize that it did not 

serve my purposes either as a form of self-study or as an appropriate approach as a 

mentor. A major problem is that it tends towards solipsism (i.e. my account of what 

occurs is the only valid one). Another concern I have is that the validation process 

that is intended to ensure an LET self-study account is valid is not sufficiently robust. 

The validation group tends to have a vested interest in agreeing with its leader, Jack. 

 

Although I taught in schools across all phases and in several locations in the UK I was 

unaware of the movement towards teacher research that Somekh (2000) describes and 

it was not until 1993 when I co-wrote „Working with Your Student Teacher‟, that I 

was inducted, by Mike Calvert, my university-based co-author. As a lecturer in a 

university, I became intrigued by Francis‟ idea of a living methodology developed 

between 1981 and 1983 and I wonder if this inspired Whitehead‟s notion of a „living 

educational theory‟. According to Francis (1996) the term living methodology, (page 

153), refers to an open-system approach in which the dynamics of learning groups 

and intergroup processes within educational systems are the focus of research. While 

Whitehead‟s approach uses self-study, having worked as a research mentor alongside 

him, I recognized dynamics of inter-group practices were at the heart of his interests. 

I share concerns about confidentiality with Francis, (page 164) where she explores 

vulnerability, Reports may disconcert their readers and in certain circumstances be 

interpreted as politically naïve.  I experienced the personal cost of revelation when 

my living educational theory PhD thesis was (mis) examined at my viva voce in 2003. 

 

I have explained in Chapter 3 that living educational theory was an approach to action 

research that I used initially to integrate with my concept of mentoring (2000).  Later, 

questions about such a self-study revolved around validation. I was not happy about 
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asking others for a report on my work as they had a vested interest in praising me (or 

not). I decided a better way to proceed was to design and pilot my concept of research 

mentoring and test it out. NCSL funded my research with Emma Kirby and our web-

page was our response to our question, How do we represent teachers‟ knowledge? 

http://gallery.carnegiefoundation.org/collections/keep/sfletcher/tresearch1.html   

 

I belonged to Jack‟s research group at the University of Bath and he would often call 

upon me in to research mentor his students by offering critiques of their draft chapters 

for their PhD theses and providing mock vivas so they could practice defending their 

ideas. I occasionally assisted in running group sessions when he was not available. 

I liked a practice-based structure that Whitehead & McNiff (2006) proposed and 

validation (pages 157-165) appeared reasonably robust. Later on, I felt that the LET 

validation group at the University of Bath was too close to offer objective advice.  

Serper, (2010), critiques Whitehead‟s LET and observes that it is a surprisingly 

mechanistic and conventional approach that is grounded in the cause and effect 

premises of positivist empiricism (page 178). His research reinforces my concerns.  

 

I began to search for alternative approaches for action research to integrate with 

mentoring and coaching. As a lifelong learning tutor in 2006, I came across 

Appreciative Inquiry. My students, mostly professional coaches, had used AI as an 

approach for improving their practice (with the previous tutor for this programme).  

They favoured starting every session we ran at the University of Bath in Swindon 

with sharing their perspectives on one another‟s strengths rather than from their 

problems.  This was an action research approach, adapted from a business basis.  The 

group was already familiar with Seligman‟s (2002) research into happiness and so I 

was the novice, having not come across it. What struck me was how the study of 

happiness enthused them and integrating AI began to replace my earlier use of LET. 

Similarly, as I studied my practice as a means to pilot how I might assist teacher 

researchers to study theirs, I realized that AI enabled me to embed visualization into 

my mentoring and coaching practice more seamlessly than I had managed previously. 

 

4.4.1 What is Appreciative Inquiry (AI)? 

 

AI, according to Cooperrider (1987), draws on Neuro Linguistic Programming (NLP) 

techniques, used as one approach to coaching. (O‟Connor, J. and Lages, A., 2004, 

Harper Collins Publishers, London) This is very „goal orientated‟ as an approach to 

improvement in an organization or by an individual and so it fits well in a business 

orientated environment. My recent focus has been upon the concepts and approaches 

to coaching in business, which might be adapted for implementation in education 

contexts (Fletcher, 2012b). Since AI appears to work in practice, sustained research is 

now needed to determine why this might be so. Glibert Ryle noted (in 1949) that 

efficient practice precedes the theory of it. There has been recent (limited) research 

into the impact of an AI approach in the workplace, Peelle, (2006: 447). Three teams 

employed appreciative inquiry (AI), and three teams employed creative problem 

solving (CPS). The findings supported the efficacy of AI. Further research is needed. 

 
Given that AI has proliferated in business organizations, I, for one, was not initially 

very surprised by its under-developed research base. Cooperrider‟s focus on positive 

image aligned with my experience of the strength of using a „positive possible selves‟ 

approach to helping others to learn to teach. Possible selves are elements of the self-

http://gallery.carnegiefoundation.org/collections/keep/sfletcher/tresearch1.html
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concept that represent what individuals could become, would like to become and are 

afraid of becoming. Effective performance is not just a question of having the 

requisite skills; it is also a matter of motivation. (Ruvolo & Markus; 1992, page 95) 

Early investigation into using the „possible selves‟ construct for enabling professional 

development of the novice teachers, whom I tutored at the University of Bath, was 

encouraging. (Fletcher; 2000a). My experience endorsed the findings of research by 

Inglehart, Markus & Brown, (1989) and Markus & Ruvolo, (1989), that imagining 

oneself attaining a goal can assist one in doing so.  Leondari, et al, (1998), evidenced 

that „students who endorsed specific elaborated possible selves outperformed other 

groups in academic achievement‟. (Page 153). It appears that visualized „possible 

selves‟ can promote not only feeling good about learning but can also have a positive 

impact on behaviour and on academic outcomes (Oyserman et al, 2003). AI does not 

start from a problem unlike other approaches to action research such as Whitehead‟s. 

Stephenson at http://www.ClevelandConsultingGroup.com  highlights this insight; 

David Cooperrider realized that most organizations are predisposed towards what is 

wrong within the organisation. He attributed this disposition to an inculcated 

problem solving mentality of scientific method. Cooperrider & Srivastra (1987) 

justified initiating change from an appreciative rather than problem solving base,  

 

For action-research to reach its potential as a vehicle for social innovation it needs to 

begin advancing theoretical knowledge of consequence; steadfast commitment to a 

problem-solving view of the world acts as a primary constraint on its imagination and 

contribution to knowledge; that appreciative inquiry represents a viable complement 

to conventional forms of action-research; and finally, that through our assumptions 

and choice of method we largely create the world we later discover.  

(op cit, page 129). 

 

4.5 My ontology as an educational research mentor 

 

Lieberman‟s view (2000) Decisions about curriculum and instruction are often made 

without reference to real problems of classroom life. Teachers are „developed‟ by 

outside „experts‟ rather than participating in their own development. (Page 221) 

continues to inspire me. While I appreciate outside experts can have a profound and 

useful impact on classroom life I endorse teachers participating in their development.  

 

I realise that I engage as a teacher, mentor and researcher and that my multiplicity 

underpin my research mentoring in a dynamic and increasingly conscious way. This 

model of my learning has helped me to see how I have evolved as an educator 

partially by learning from others' theories and practices but largely by taking 

responsibility for my own learning and own development. When I left teaching in 

school and became an academic researcher, I had difficulty recognizing what I knew 

as „school teaching‟ amid research literature and discussions about school teaching.  

 

This led me to wonder if the kind of knowledge that was familiar to me was excluded 

as a valid form of understanding in Academe. This was compounded when I was told 

that nobody valued what I had done for the past twenty years as academic knowledge. 

So it was that I became motivated to ensure that teachers‟ knowledge would be heard 

alongside knowledge generated by academic researchers about what occurs in school. 

Seeing myself as no less a practitioner in higher education than I was in school, I set 

about researching my practice. As Schön explains, (1995), The research university is 

http://www.clevelandconsultinggroup.com/
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an institution built around a particular view of knowledge (page 27) and my ultimate 

aim is to raise the status of teacher researchers‟ knowledge to stand alongside 

academics‟ research. The relationship between “higher” and “lower” schools, 

academic and practice knowledge, needs to be turned on its head.. We should think 

about practice as a setting not only for the application of knowledge but for its 

generation. (Page 29). In researching my own practice as a teacher research mentor I 

have realised that my multiplicity as a teacher, mentor and researcher have been at the 

heart of my work. I wanted to research my reflection-on-action and my reflection-in-

action (Schön, 1995), engage critically with my professional life story, depict my 

landscapes (Clandinin and Connelly, 1995) as well as enquire into my lived 

experiences (Van Manen, 1990). When I read Van Manen‟s „Researching Lived 

Experience‟ (1990), I was struck by the practical aspects of how the author 

encouraged readers to undertake study. 

 

I certainly did not realize, when I began to study how to be a researcher on arrival at 

the University of Bath, that I would become a hermeneutic phenomenologist.  It was 

the reception to a paper I gave at a S-Step SiG conference in 2000, when Professor 

Sandra Weber leapt to her feet and congratulated me on being one that brought on my 

awareness. I could see that a „preoccupation with (objective) method or technique‟ 

(Gadamer, 1975, cited in Van Manen, 1990, page 3), would be antithetical to the way 

I felt compelled to express my knowledge as a researcher and educator. My research 

mentoring is my evolved pedagogy from previous classroom teaching. Van Manen‟s 

(1995) approach seemed particularly relevant to my intention to research my own 

practice as an educator since I was a Reflective Practitioner well before I left teaching 

in schools. My approach to action research, undertaken through self-study, aligns 

closely with the approach developed by Marshall (1999) at the University of Bath.  

 

By living life as inquiry, I mean a range of beliefs, strategies and ways of behaving 

which encourages me to treat little as fixed, finished, clear cut. Rather, I have an 

image of living continually in process, adjusting, seeing what emerges, bringing 

things into question. (Marshall, 1999, page 156)  

 

Essentially, I am a pragmatist (James, 1907 and Peirce, 1905) and I challenge what 

appears to be „make belief‟. When asked to confirm that I can see any actual flows of 

life affirming energy in a video of one educator talking to a student (as Whitehead 

would have us believe), I cannot do so.  I do not see such flows with my own eyes and  

yet there is inconsistency in my philosophy, since I believe in „good‟ though I cannot 

see it.  I hold a view, as James did, that truth is one „species of good‟ (page 59). This 

is not to say that I can accept only what is „black and white‟ as truths since I believe 

there to be shades of truth and so truths in one context that may not be so elsewhere.  

I study phenomena and, like Sartre, (page 25), I do not claim that such phenomena are 

indeed „facts.‟ This underpins my conviction that learning is context-bound (Lave &  

Wenger, 2006) and what we believe at a point in time may quite easily be supplanted 

by later „truths‟.  I believe that the present account that I give of myself is „truthful‟. 

 

4.6 How have I researched educational research mentoring? 

 

I share Zeichner‟s view, (1999), that disciplined and systematic inquiry into one‟s 

own teaching practice provides a model for prospective teachers and for teachers of 

the kind of inquiry that more and more teacher educators are hoping their students 
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employ. These studies represent a whole new genre of work by practitioners that we 

will be hearing a lot more of in years to come. (Page 11). As a novice researcher 

when I became a lecturer, I explored quantitative approaches to mentoring. These 

enabled me to compare and contrast what was happening in two schools with regard 

to mentoring. When it was not possible to continue this research, I was persuaded that 

a self-study of my mentoring would be a fruitful research pursuit. I was intending to 

use qualitative research so I could explore emotional aspects of my practice and since 

I wanted to improve my practice through self-study I opted for an action research 

approach. I wanted to understand my values, knowledge and skills as a mentor. While 

some researchers, referred to in Day  (1995: 364) reject „conventional‟ forms of 

qualitative research as invalid, exploitative, irrelevant and undemocratic‟ my own 

view is that one should select the form of research that is most „fit for purpose‟.  

 

I sought a form of co-enquiry that would enable me to research alongside the mentors 

who worked with my cohort of PGCE students on school based practice. Far from 

being concerned as Robertson (1999) intimates about them researching my own 

research mentoring for them, I actively wanted them to. My aim was generative. I 

wanted the research mentors with whom I worked to become mentors for others.  

As a practitioner by background; a teacher in schools for over twenty years and then 

as a lecturer in higher education for fourteen, there was scant time for me to undertake 

sustained research into my students or my own learning, one might think. Yet, on the 

contrary, I was engaged in a constant process of research as I analysed my students‟ 

work lesson by lesson and reflected on how my teaching might improve learning.  

 

As a mentor in 1992, I trained in the Bedfordshire LEA‟s Licensed Teacher Scheme, 

which entailed a sustained self-study in order to gain a qualification in Structured 

Mentoring. I tried to encourage my mentees to read the academic articles I had 

reviewed and talk to me about how they felt the perspectives in articles might be 

useful to them to improve their teaching. In retrospect I see I was researching my 

practice and theirs as well as the socio-political context in which I was working. 

Evidence of this is to be found in my early writings, which I review in this thesis. 

 

4.7 A new scholarship of ‘generativity’ 

 

Ernest Boyer‟s perspectives (1990) in Scholarship Reconsidered; priorities of the 

Professoriate, Carnegie Foundation for the Advancement of Teaching have had a 

profound influence on how I have researched my practice as a research mentor. Boyer 

helped me to understand that there are many kinds of scholarship and I was engaged 

in a generative approach, which I claim complements Boyer‟s four.  

 

 The Scholarship of Discovery: What we usually mean by research.   

 The Scholarship of Integration: The connectedness of things is what the 

educator contemplates to the limits of his capacity. 

 The Scholarship of Application: "… moves toward engagement as the scholar 

asks, 'How can knowledge be responsibly applied to consequential problems? 

How can it be helpful to individuals as well as institutions?' 

 The Scholarship of Teaching: The work of the professor becomes consequential 

(only as it is understood by others). Teaching is the highest form of 

understanding.   
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I claim, from the evidential base of my practice that Educational Research Mentoring 

is a Scholarship of Generativity in that it nurtures the next generation of educational 

researchers who can contribute to and engage with existing forms of knowledge. 

When I designed the web-page about how I research mentored two school student 

researchers who then research mentored other students, I was able to pass on my 

knowledge, co-create more, disseminate it and encourage others to research mentor: 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=77953250778795  

This, and other selected web-pages cited in this thesis can be found in Appendix One. 

 

4.8 A new epistemology of practice 

 

As a researcher, I agree with Eisner (1993: 9); the use of film enables understandings 

of schooling, teaching and learning where other forms of representation do not and 

cannot. I have opted for a narrative inquiry (Clandinin & Connelly, 2000) expressed 

through multi media forms of representation, using web-based technology, such as 

when I inquired into my own practice as a mentor for the Teacher Learning Academy.  

Story-ing my inquiry allows me to present a chronological account that had potential 

to encourage schoolteachers to construct their autobiographies in a similar manner. 

Because using video and embedding the clips into web-based templates changes the 

knowledge that is traditionally communicated by writing only, I think it would be 

possible to envisage that it is changing how academic and teacher researchers see the 

process of education in schools. With that in mind, I believe that using web-based 

technology integrated with mentoring as enquiry equates to a new epistemology. 

 

4.9 Why a subjective approach to research suits my purpose 

 

According to May, T. (2001), Major schools of thought in social research are 

objectivity; positivism; empiricism; realism; subjectivity; idealism; building bridges 

and postmodern. He lists a further selection of feminist epistemologies. 

May makes the point that the world of social research is far more diverse than that of 

traditional science, based on facts.  Since my research focuses on a self-study it could 

not be termed purely „objective‟ in a conventional sense and nor do I claim it should 

be.  My research focuses on exploration of subjective judgement and I construct this 

view of the world of education based upon my perceptions. May claims (page 13) that 

Positivism does not pay much attention to the detail of people‟s inner mental states 

but my practice of research mentoring, which gives rise to my theories of research 

mentoring, can be said to reside very largely in this domain of inner mental states. 

 

I concur with Schwandt (2006) that my approach to research aligns with the category 

of interpretivism. I seek empathetic identification with teachers with whom I research.  

I focus on the meanings that people give to their environment as I collaborate.  My 

research resides in the „phenomenological‟ domain to a significant extent.  It seems to 

me that the meanings that teachers attach to their world can often shift and I would 

say the same about my own perceptions too.  I believe that there is a significant 

amount of cause and effect in education and this allows me to provide a stimulus and 

be reasonably convince outcomes are predictable, but not always. Certainly, my 

research could not be described as „disengaged‟ (May, op cit) since I believe that my 

biography as a researcher is important in shaping my practice and enabling others to 

understand why I express my ideas in a manner that I do. I wanted to speak in my 

voice; rather than „objectively‟ through the de-personalization of positivist research. 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=77953250778795
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4.10 Is mine teacher research and action research (or both)? 

 

Teacher research is often taken to be synonymous with action research but that should 

be open to question. Teacher research is undertaken (not surprisingly) by teachers for 

teachers. MacLean and Mohr (1999) throw further light on teacher research where 

they note that Teachers are subjective insiders involved in classroom instruction… 

Traditional educational researchers are considered objective outside observers.  

When teachers become teacher researchers traditional descriptions of both teachers 

and researchers change. In my view, teacher research is unique in that it embodies 

specific educational values. It is a branch of practitioner research and teachers often 

choose to use an action research approach for improving their own practice in school.  

Babbie, (2002), raises a useful point about problems arising from misclassification in 

qualitative research. This is as true in action research as it is in other form of research. 

 

4.11 Is mine teacher research or teacher enquiry? 

 

Handscomb & MacBeath, (2005), put forward an argument that „For the majority of 

teachers, the notion of being a teacher researcher is unhelpful and may be off-putting. 

A more useful term, which indicates the skills which are part of good teaching, is the 

teacher as enquirer – that is, keen to reflect upon and keen to critique his or her own 

practice.‟ (Page 16). I do not altogether agree with this. Teachers did not express any 

reservations about Best Practice Research Scholarships (my italics) offered by the 

DfES in England between 200-2004. However, some of the Teachers whom I have 

research mentored have wondered if they are really „doing research‟ because they are 

undertaking self-study and discussing their values and professional knowledge. Once 

assured this is indeed an approach to research that knowledge motivates them. There 

is an inherent danger in calling what university-based researchers do „research‟ but 

what teacher researchers do „enquiry‟ as it sounds lightweight and less useful as a 

contribution to educational knowledge per se. Some would argue that research is not 

small scale and localized. There are academics who, keen to maintain their powerful 

position as gatekeepers of what constitutes knowledge, would subscribe to this view. 

Stenhouse posed the question „What counts as research?‟ in 1981. I subscribe to his 

view in my research mentoring, that research is „systematic inquiry made public‟. The 

Research and Development funding provided by Wiltshire LEA was highly popular 

and none of the teachers I worked with as a research mentor questioned whether it 

should have been Enquiry and Development funding to enable their own research. 

 

Where I agree wholeheartedly with Handscomb and MacBeath is their observation 

„The value of CPD that fosters research engagement it contains potential for an 

enquiry outlook, which empowers and re-professionalises teachers.‟ (page 17). I 

subscribe to this argument as it aligns with my support for Marshall‟s (1999) views 

about „Living Life as Inquiry‟. Marshall is not a school teacher but a well respected 

academic researcher. I do not see a difference of spelling inquiry/enquiry as crucial.  

 

4.12 Exploring ethical dimensions in my self-study research 

 

The ethical code I do my utmost to keep to as I undertake research with others is 

Frankena‟s (1973) He provides me with a coherent and humane direction for my 

research mentoring too. I try to act for „good.‟ I try to go beyond not doing harm; 
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When Frankena identified a principle of beneficence, he perceived four things:  

 

1. One ought not to inflict evil or harm. 

2. One ought to prevent evil or harm. 

3. One ought to remove evil. 

4. One ought to do or promote good. 

(Frankena, 1973, page 47) 

 

In addition, I do my utmost, as a research mentor, to uphold the Revised Ethical 

Guidelines for Research published by the British Educational Research Association.; 

The Association considers that all educational research should be conducted within an 

ethic of respect for; 

 

 The Person 

 Knowledge, 

 Democratic values, 

 The Quality of Educational Research 

 Academic Freedom 

 

(BERA Revised Ethical Guidelines, 2004, accessible at http://www.bera.ac.uk  

 

Being a woman, I tend towards sustaining an „ethic of care‟ towards those whom I 

mentor. This is well expressed by Noddings (page 48), who writes about a symmetry 

and reciprocity in caring relationships. I concur with Pring, (2001), that it may not be 

sufficient to consider principles, codes and rules to ensure ethical educational research 

practice.  It may be more important, from an ethical point of view to consider much 

more carefully the virtues of the researcher and the principles he or she espouses. 

 

In 2002, I presented a paper entitled Ethics, Value and Validity at the AERA 

(American Educational Research Association) Annual Conference in which I engaged 

critically with an online conversation when I was writing my thesis. Working online 

carries generic as well as web- specific ethical implications. Should an action 

researcher replicate a video of a research mentor and add a critical commentary 

without consultation of any kind? I believe (emphatically) No. Should private email 

correspondence be included in a thesis without any permission being sought? No?  

 

On the other hand, the academic research community needs to ask if is it ethical to 

exclude information from a self-study and thereby prevent other researchers from 

gaining insights into the context of this self-study? Discussion about assessing quality 

in qualitative research has long been a focus of discussion in the educational research 

community. The ESRC/TLRP seminar (2005) led by Hammersley highlighted what 

he called undesirable implications of accepting paradigms that currently exist as being 

„valid in their own terms.‟ Guidelines for Quality in Autobiographical Forms of Self-

Study Research published in the „Educational Researcher‟ journal (2001) for the 

American Educational Research Association provide teacher researchers and their 

mentors and coaches with a useful starting point for ensuring ethical conduct in 

research although these guidelines are not, in themselves, sufficient to ensure that 

research is undertaken in an ethical manner. Bullough & Pinnegar‟s article, (2001), is 

helpful. Authenticity is not enough. Self-study researchers must convey the authority 

http://www.bera.ac.uk/
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of their scholarly voice. Doing this entails acting and communicating one is acting 

according to ethical sensitivities not only in codes and rules but in one‟s being. 

 

4.13 Conclusion 

 

In this chapter, I have sought to explain my chose research method (self-study action 

research) and also to justify why I have chosen it. I describe changes I have made in 

my choice of action research approach from Living Educational Theory (Whitehead, 

1989) to Appreciative Inquiry (Cooperrider et al, 1987). Because I research my own 

practice and I encourage teachers to do so, there is some duplication in this chapter 

and in other chapters about the research method I have used. This overlap is reflected 

in my review of literature. My approach, because it is a self-study, is thus subjective. 

As such, it may be difficult for researchers adhering to the more traditional objective 

standpoint that is the norm for most research accounts written in the positivist frame. 

In response to potential criticism that self study is not „research‟, I have offered the 

perspective that self study enables insights into educational phenomena that could not 

otherwise be possible. Self study does not replace a traditional, objective approach to 

undertaking research in education One the contrary, it complements and enriches this. 
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Chapter 5: My professional development as a research mentor  
 
5.0 Overview 

 

In this chapter, there are a number of vignettes offering insights into my practice as a 

research mentor working in schools with teachers and, less frequently, with students. 

I account for integration of web-based technology into my own research mentoring 

and I offer evidence that I have been able to influence others in a positive manner 

through my mentoring relationships. I describe how the MA module for research 

mentoring arose from my self study research in 2003, where I postulated that it is 

possible to enable teachers in schools to become research mentors for one another. 

(Examples of web-based resources that I cite in this chapter are in Appendix One).  

 

5.1 Offering evidence of my credibility as a research mentor 

 

My previous experiences in research mentoring teachers was extended when I was 

asked to tutor a group of international athletes and sportsmen and women who were 

enrolled on an undergraduate programme for coach education at the University of 

Bath. What I decided to focus on with the group was their creation of websites to 

represent and disseminate their potential skill as coaches for others and as coach 

educators. There was nothing to draw upon in my previous experience as a teacher in 

school or lecturer in university except for determination to extend my understanding 

of mentoring to encompass coaching in sports. At Bath University, I had established 

the link between the Oxford School of Coaching and Mentoring where I acted as a 

research advisor though I had no experience at all in coaching sports. This was thus a 

programme that I devised. Feedback from these students was very positive and they 

liked the collaborative nature of my shared enquiry alongside them. Clare developed 

an e-portfolio of her research into the role of mentoring within elite level netball 

coaching while Anita asked How can I improve my networking skills with other 

coaches in order to further my development as an endurance coach in the UK?  as a 

basis for her research. Both students used Dreamweaver software to build web-sites. 

(Hopefully, this demonstrates that I have been an enthusiastic and flexible educator). 

  

I have worked with teachers in many schools, including Westwood St Thomas, and I 

have evidence my mentoring was helpful. Here is an extract from a senior teacher at 

the John Bentley School, requesting that I be permitted to work with teachers there; 

 

I have been working for some time now with Sarah Fletcher on a range of issues, 

some related to our Language College status and others more closely linked to 

another of her areas of expertise – Action research/Educational Enquiry. Working in 

conjunction with Wiltshire LEA we have set up, based at the John Bentley School, an 

educational enquiry group that we hope will grow to become a county wide group. I 

have also been discussing our next GWIST funded MA module with Sarah. It seems to 

us to make eminent sense to fuse the Educational Enquiry Group with the GWIST 

module, which is to be about Mentoring for School Improvement….  

(Letter from the deputy head teacher at John Bentley School dated 30 April 2001). 

 

In another letter to the University of Bath, the same deputy head teacher wrote: 
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Sarah is invariably supportive, thorough and highly motivational. She supports and 

helps me in many ways. She is an extremely clear thinker. She offers a wide range of 

support and in a way that is always genuinely collegial. She is passionate about 

education and learning in its fullest sense and this is infectious. She has vast 

knowledge and a wide range of contacts. When doing any kind of joint work, Sarah 

can always be relied upon to be organised, efficient, cheerful and enthusiastic. She 

never fails to provide what she promises. 

 

I successfully transformed the theory of research mentoring that constituted the final 

chapter of my PhD submission at the University of Bath in 2003 (examined under the 

wrong criteria for a publication mode and the 2003 instead of the 1997 criteria for 

PhD submission) into the practice of a Research Mentoring MA module (2005) which 

I tutored at Bitterne Park School in Southampton.  

 

5.2 Pilot study of an MA module in research mentoring 

 

While I was employed as a senior lecturer at Bath Spa University and working as an 

educational consultant, I was funded as a research mentor by Creative Partnerships, 

which had Arts Council funding, to help teachers to research their teaching. The 

assistant headteacher at Bitterne Park contacted me and asked if he could co-tutor an 

MA module with me. The University had won substantial funding to provide cost free 

Master‟s level study to teachers in schools. While it was not possible for the senior 

teacher to co-tutor, I invited him to become an affiliated field consultant so that he 

could be involved in the administration for the programme. I had created a new MA 

module in the Professional Master MTeach programme and asked if I could pilot it. 

The school agreed and negotiated a memorandum of Understanding with Bath Spa. 

The module I piloted was intended for distance learning so I needed to secure the 

funding from another source to be self-employed as a research mentor. This I did. 

 

The Memorandum of Understanding was gloriously vague! It spoke about a „course‟ 

(which it was not) being delivered (which it was not) by tutors from Bath Spa. There 

were no tutors delivering a distance learning MA module… What was accurate was 

that the module was cost free to participants and so, not surprisingly, several signed 

up. With the help of funding I ran six face to face sessions and the teachers agreed 

that we would video tape each session. I explained that this was a pilot stage for a 

new module (later it was adopted almost verbatim by another tutor at Bath Spa who 

worked with primary schools, where I worked in the secondary phase). The weekly 

sessions started with a session I tutored on action research, the next focused on 

research mentoring and the remaining four were geared to individual teachers‟ needs 

as they developed on-line portfolios using content free web-based templates. Each 

week, between sessions, teachers research mentor one another and work online with 

me through email.  I was astonished and delighted at the success of this pilot stage!  

 

5.3 Bitterne Park Teacher Research Group web-pages 

 

Details of the pilot study, including the MA module I created, integrating study of 

mentoring and action research are reproduced in Appendix One and accessible at 

http://teacherresearch.net/tr_bitternepark.html (Teachers‟ research is linked). 

 

Week One – my self-study as a research mentor 

http://teacherresearch.net/tr_bitternepark.html
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http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=50538576441387 

Week Two – teacher researchers‟ perspectives on action research 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=81737470330426 

Week Three – teacher researchers‟ perspectives on research mentoring  

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96583899014242 

 

These three websites were designed to assist in disseminating teacher research among 

the researchers with whom I worked. As I planned, several teachers at Bitterne Park 

School created web-based resources as they became researchers and research mentors.  

 

5.3.1 My web-based research studies 

 

I decided that the most convenient way to enable teachers to learn how to use the 

web-based templates at http://www.keep.org was to create accounts of our sessions 

online so that they could access them. I was effectively modeling what I was asking 

them to create to give an account of their learning. Because this MA module was 

worth 30 credits towards an MA (180 credits including a dissertation) it involved 

about 60 hours of study. I had to find a way to motivate and train the teachers in web-

based technology to enable them to work outside the weekly 2.5 hour long sessions. 

To assist the teachers‟ study, they had a handbook each (this is downloadable in the 

Bitterne Park section of http://www.TeacherReseach.net) and a file of copies of all of 

the several academic and professional texts that needed for completion of the module.  

 

My weekly web-accounts proved to be popular and soon my email inbox was full of 

emails from the teachers at Bitterne Park expressing their delight at using web-based 

templates to communicate their creativity. I would sometimes get emails several times 

a day from a teacher asking me to take a look at a part they had just been working on. 

They worked in self-organized pairs to act as critical friends to one another, research 

mentoring colleagues as I was research mentoring them. They had to use the copies of 

selected research texts in order to complete their module and I made sure that I used 

their research embedded into my web-pages. You can see how I have incorporated 

their explanations about action research in the second web-page I created and about 

research mentoring (their spidergrams) in the third. To help them to understand what I 

meant by research mentoring, my first web-page was a self-study of my mentoring. 

 

5.3.2 Teachers’ web-based research accounts 

 

Here are some examples of the teachers‟ chosen areas of research: 

 

The focus of my investigation is to look at ways to make the Year 8 Scheme of Work 

on tourism more suited to the different learning styles of pupils in the group. 

 

I decided to focus on a group of eight pupils in my able Year 8 group. I want to make 

their English lessons more vibrant, dynamic and creative. 

 

I modeled how to help a colleague to narrow down their research focus by asking a 

series of questions including, „Which area of the curriculum are you researching? 

Which Year group will you work with? Which lesson or lessons specifically are you 

researching? What exactly do you want to find out? How will this help your teaching? 

How will this help those pupils to learn better? How can you know this is happening?‟  

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=50538576441387
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=81737470330426
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96583899014242
http://www.keep.org/
http://www.teacherreseach.net/
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Web-pages had to incorporate a „spidergram‟ (Coombs, 2005, version of a concept 

map) setting out parameters for research mentoring a colleague as well as a critical 

thinking scaffold to show how engaging with a research article (cited Harvard style) 

had influenced learning. Examples of teachers‟ spidergrams are in Appendix One. 

From a newly qualified through to a teacher nearing retirement, feedback was similar. 

Teachers valued this activity as research and used it to help them improve their work. 

I did not specify how they had to research but I provided guidance and references to 

web-based resources if they were unsure how, for example, to create and pilot their 

questionnaire. What I had not expected was that some of the teachers were research 

mentoring not just a colleague in our group, but also pupils in their classes.  

 

The pupils have been instrumental in changing a fundamental approach in my 

teaching. I am well known by my classes, and the rest of the school, if I am honest, as 

a bit of a control freak. My classroom must be just so, my books and files are 

organized by colour and I am really pernikerty about my little routines. The process 

of handing the creativity over to a group of pupils was a big step for me. But the 

response I have had from the pupils, their enthusiasm and commitment; their fresh 

un-blinkered approach was renewing and regenerating. If no other results come from 

this investigation it will have been worth it for that alone.‟ 

 

„My lessons would need evaluating. How would this be done? By pupils? Through 

being observed teaching and by myself? Perhaps I should be brave and use video? 

Questions were also raised (by my research mentor). Would I need to observe other 

lessons from other subjects where a different learning style might be dominant to see 

how these subject areas catered for the needs of pupils?‟ 

 

5.4 What qualities did teachers appreciate in their research mentors? 

 

What do the teacher researchers‟ concept maps reveal about their perceptions of 

desirable qualities for a research mentor? These perspectives were gathered in the 

second of five mentoring sessions I ran with the teacher researchers at Bitterne Park 

School, Southampton, England. Examples of the concept maps created by two of my 

teacher research mentees who subsequently became peer research mentors are below: 

The maps are accessible at http://www.cfkeep.org/html/snapshot.php?id=81737470330426  

as well as in a hard copy format, (accessed online on December 27, 2011), in Appendix One. 
 
Figure 6 is a reproduction of Donna Chipping‟s spidergram. Donna was a geography 

teacher at Bitterne Park School in 2005. She had recently returned a break from her 

teaching to care for her family. Figure 7 is a reproduction  of Rachele Morse‟s (after 

her marriage, Rachele Gregg‟s) spidergram. Rachele had been teaching for many 

years in the English Department at Bitterne Park School, by the time that I met her 

first in 2005. Both Rachele and Donna were offered an opportunity to present their 

research and an account of their research mentoring for one another to an audience 

comprising members of BERA‟s Practitioner Researcher Special Interest Group. Both 

eagerly pursued this opportunity. This was particularly rewarding since their assistant 

head teacher, Simon Riding, who handled the initial stages of administration for the 

MA module that I piloted at Bitterne Park School, was unfortunately unable to take 

part. Apparently undaunted by the prospect of presenting their research to an audience 

of academics as researchers, Rachele and Donna went on to present at the National 

http://www.cfkeep.org/html/snapshot.php?id=81737470330426
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Teacher Research Panel‟s Conference. (Later, they wrote an account of their own 

experiences, published by the NTRP/ DfES). Chipping, D. and Morse, R. (2006) 

Using a supportive mentoring relationship to aid independent action research. 

 
 

Figure 6: Donna Chipping‟s Spidergram (Bitterne Park Teacher Research Group) 

 

 
 

Figure 7: Rachele Morse‟s Spidergram (Bitterne Park Teacher Research Group) 
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In Figure 8, below, I have taken my data from each of the teachers‟ spidergrams that 

were created at Bitterne Park School. These are accessible from the Homepage of my 

web-site at http://www.TeacherResearch.net and also in hard copy in Appendix One. 

What I wanted to find out was how far expectations related to holistic personal and 

professional relationship that I have called „mentoring‟ and how far they related to 

coaching. A directive coach works with a client providing directions for development 

whereas a non-directional coach relies on a client to provide the directions for growth. 

I also wanted to know how far this group of teacher researchers looked to a research 

mentor as a source of knowledge about academic research and how far being a peer 

teacher would figure in their expectations. Thus, figure 8 details the categories that 

were identified as being desirable by 15 teachers (Simon Riding was not present at 

this session although he was as my research mentee). What emerges from analysis is 

that this group of teacher researchers (in May 2005) expected coaching (directional 

and non directional) within personal and professional mentoring. They favoured a 

collaborative research role and expected their research mentor to be knowledgeable 

about academic research. He or she did not necessarily have to be a teacher and at this 

(early) stage in working together, generative potential was not viewed as a priority.  
 

 

Name  Desirable qualities for a research mentor based on concept 

maps of research mentoring 

Approach 

   

Kerry Lord Shares ideas; gives advice; suggests resources; suggests next 

stage/approach/; questions; shares results; works as a team; good 

listener 

Directional coach 

Karen 

Roper 

Motivates; sets targets; looks ahead; probing questions to decipher 

information; two way approach; empathetic; co-enquirer; initiates 

and facilitates ideas; supportive advisor; critical thinker 

Co-enquiring 

coach + mentor 

Melanie 

George 

Gives guidance; empathetic; listens; gives expert advice; gives 

direction and focus; engages in a mutual sharing of ideas; gives 

encouragement; supports critical thinking 

Directional coach 

+ mentor 

Paul Davis Gives support; critical friend; acts as a sounding wall; encourages 

critical thinking in practice; academic compass; shares and 

develops good practice;  

Academic + non 

directional coach 

Rachele 
Morse 

Encourages and affirms; validates ideas; shares experiences; 
shares anxieties; develops my experience of mentoring; develops 

my listening skills and advice giving; critical questioner; informal 

Generative mentor 
+ coach 

Sally 

Stevens 

Sounding board; validates ideas; shares thoughts; gives guidance 

and support; asks open ended questions; focuses thoughts and 

ideas; offers personal development; listens and gives advice; 

challenges my thinking; advisor 

Directional coach 

+ mentor 

Debra 

Baynath 

Encourages; a buddy; critical thinker; shares experiences; gives 

cross curricular information; jointly reviews evidence; facilitator; 

is empathetic; a critical friend; gives support; good practice 

advisor 

Teacher + Mentor  

Clare 

Perrett 

Skilled listener; questioner; reflective practitioner; counsellor; 

advisor; moves people forward; generative research mentor; gives 

information and something back; co-enquirer 

Generative mentor 

+ coach 

Catherine 

Jones 

Critical friend; focuses on the nature of research; understands 

cross curricular links; shares ideas and good practice; makes cups 

of tea; empathetic; uses personal knowledge of both parties to 

move forward; shares research and pedagogy 

Teacher + 

academic non 

directional coach + 

mentor 

Alison 

Larrett 

Offers ideas of good practice; critical friend; focuses on the nature 

of research; asks open questions;  Shares and develops ideas; 

experienced practitioner; reviews evidence and collective 

processes; listens; supports; empathetic; shares research; uses past 

Teacher + 

academic Non 

directional coach + 

mentor 

http://www.teacherresearch.net/
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Non 

directional 

coach 

Directional 

coach 

Academic Teacher  Mentor 

(personal and 

professional) 

Offers generative 

potential so 

research mentee 

can become a 

research mentor  

Co-

enquirer 

       

* * * * * * 

* 

* * * * * * * * * * * * * * * * * * * * * * * 

* * * 

* *  * * * * * * 

* 

 

Figure 8: An analysis of teachers‟ expectations of a research mentor 

 

5.5 How did teachers evaluate peers’ research mentoring? 

 

Talking about the MAR MA module piloted at Bitterne Park School in Southampton 

(TT500MAR, 2005), Chipping and Morse wrote in their (2006) publication for the 

NTRP/DfES (National Teacher Research Panel/Department for Education and Skills)  

 

The MA module required us to engage in mutual research mentoring and to consider 

our needs as novice teacher researchers. The development of individual reflective 

journals enabled critical reflective thought, engagement with and analysis of the 

mentoring support that had been received. … the apprenticeship model of mentoring 

is probably the type of relationship we would have favoured at the beginning of the 

course as we would have welcomed our course tutor teaching us rather than just 

guiding us through the process. However, as the course progressed, we came to 

appreciate we could use the input we received (from Sarah Fletcher) to guide us in 

further developing our own research mentoring relationship.  

 

We would support the definition of research mentoring offered by Fletcher (2000) as 

„creative collaboration between teachers as researchers and other researchers where 

the whole is greater than the sum of the parts… Through participating in research 

mentoring, it became clear that the benefits to the individual researcher would be far 

more significant and sustained than the action research project itself.  Our views on 

mentoring were transformed from being cynical and concerned with the negative 

aspects of a mentoring relationship to a genuine epiphany of positive experience that 

experience of both parties;  

 

Andy 

Foster 

Shares mentoring experience; research facilitator; project checker; 

academic compass; provides encouragement; resource guide; 

critical friend; sounding wall; shares ideas; pathfinder; critical 
thinker; gives support 

Academic + non 

directional coach + 

mentor 

Donna 

Chipping 

Enables career and personal development; critical friend; provides 

support; sounding board; is resourceful; analytical, evaluative; 

gives focus; critical thinker; good listener; gives encouragement 

Personal + 

professional 

mentor 

Jeremy 

O‟Donovan 

Academic compass; project checker; intellectual beacon; 

encourages critique; facilitates research; resource guide; sounding 

wall; enables confidence growth; critical thinker; provides 

feedback 

Academic + non 

directional coach 

Katie 

Austin 

Shares skills; sets objectives and deadlines; observes; sharing; 

challenging; resourceful; good listener; helpful; analytical; 

friendly; enables learning thinking skills 

Non directional 

coach + mentor 

Jo Tracey Discusses ideas; informs ideas; listens; co-enquirer moves people 

on; advises; updates; questions and assists in reflection and 

refining ideas 

Directional coach 
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a supportive research mentoring partnership can give Research mentoring acted as a 

catalyst for a more highly developed individual researcher, essentially we were 

stronger researchers as one half of a mentoring partnership than we would have been 

as individuals.  A research mentoring partnership doesn‟t halve the researcher, it 

doubles the capacity for undertaking action research. 

 

5.6 What impact did research mentoring have? 

 

Video transcript commentaries from Rachele Morse and Donna Chipping: BERA 

Practitioner Researcher Conference, Liverpool Hope University, 5 October 2005 

 

Movie-1 

 

Rachele: This project is very close to my heart.  I have seen a lot of changes in 

English, which is the subject I teach including introduction of the National Literacy 

Strategy and changes have influenced hugely the way it is panned, delivered and 

assessed and it means there has been a massive overhaul. It improves reading and 

writing skills, in my experience it is at the expense of pupils‟ creativity and 

imagination. So, within my project I wanted to see if I could find a way of re-

introducing some of the imaginative response, some of the creativity, whilst still 

teaching within the confines of the National Literacy Strategy… 

 

Movie-3 

 

Donna: I saw this as an opportunity to get my career back on track. I felt this project 

was an opportunity to do something for me. When I started it, I was incredibly 

nervous – I think it was because I had been out of full time teaching for four years. I 

really felt that all my colleagues who would be on that course would be far more 

efficient than me and far more suitable for completing the MA than I was. I have to 

say it was incredibly exciting and I have to thank Sarah for introducing ideas. I 

couldn‟t get my head around that the idea of thinking about my teaching and what 

could I have done to improve it was actually something that was worthwhile and that 

we could gain accreditation in… 

 

Movie-4 

 

Rachele: I had been teaching for twelve years and I had been teaching the same 

lessons, virtually, using very similar resources, relying heavily on worksheets and I 

was going through the motions and my class was going through the motions – Yes you 

can tick the boxes and say you covered the National Curriculum but I wasn‟t really 

enjoying it and I don‟t think the youngsters in my class were either… 

 

Movie-7 

 

Donna: So I looked at the scheme of work and I questioned the youngsters in the 

classroom using questionnaires, I took that data in and I analysed it and then I 

planned a series of lessons using different kinds of learning styles focusing on me 

being the teacher and focusing on the youngsters being the learners 

 

Would it be possible in conventional research on teachers to enable them to give 
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account of themselves with confidence and fluency like Rachele and Donna do? 

Would it be likely without research mentoring that they would be enabled to present 

their knowledge and the rational for their research as well as their own findings at 

research conferences alongside academic researchers. I would say No.  

 

Movie-8 

 

Donna; Using a PowerPoint presentation of her own design and chosen content, 

Donna explained „My Teacher Research Project‟ to this audience of academics.  

 

Movie – 9 

 

Rachele: I felt I had done my best teaching years before and I felt I was over the 

mountain and down the other side… I was looking for new challenges and when the 

MA came along it offered the chance to challenge me professionally and personally. I 

could not believe that I could take something I was already doing and make it more 

enjoyable and more challenging. 

 

Movie – 14 

 

Rachele: I had actually had a lot negative experiences of mentoring… 

 

Movie – 17 

 

Donna: Rachele and I built up a special relationship with Sarah through the MA 

module. I think it was really down to Sarah and her enthusiasm and her motivation 

that she sustained us through and I felt for the first time that I was being given 

genuine praise. Unfortunately, teaching is the kind of career where you don‟t very 

often get praise for the things that you do. You are expected to go into the classroom 

and just get the results. Sarah said „You are doing really well‟ and it meant that 

Rachele and myself – we wanted to do better… 

 

Movie – 22 

 

Rachele shows the web-page (using the KEEP technology she used with me)  that her 

students had created. Research mentoring Rachele led to Rachele research mentoring 

her students. I offer this as further evidence of a potential generative impact of 

research mentoring between academics and teachers as researchers. 

 

Movie – 25  

 

Donna: Action research is something that Rachele and I have grasped with both 

hands. And I think both of us have been able to see the benefits in our teaching from 

doing action research on a daily basis. The main thing has been a mentoring 

relationship – I have come to appreciate that a mentoring relationship can be very, 

very powerful and on the basis of that I have volunteered to become the mentor for 

the Curriculum group for Geography for this year, which is something I would never 

have considered getting involved before enrolling for this MA.  
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What emerges from the accounts these two teachers gave of their experience as peer 

research mentors is highly significant. Having experienced negative emotions about 

the potential of mentoring to change practice for the better, they realised that peer 

mentoring could lead to mutual, sustained professional and personal development. 

Coming into this group of teachers researchers both had reservations about their 

capacity to enjoy teaching and enable others‟ (and their own) learning. Their peer 

mentoring reversed these reservations, enabling each to „reinvent‟ themselves as a 

teacher. Incidentally, both went on to research mentor students in their classes too. 

 

5.7 How did we externally validate the teachers’ research? 

 

The General Teaching Council for England has selected the work at Bitterne Park for 

display on their website at http://www.gtce.org.uk in the TLA resources section and 

commented; 

 

„We chose this case study because it shows how a supportive proactive and practical 

mentoring partnership provided teachers with opportunities for reflecting together 

during their independent action research. They taught in a large comprehensive 

school with 1400 pupils and 90 members of staff. The mentoring process helped the 

teachers to stand back from the action research and reflect on what they were doing 

and its impact on their pupils‟ learning. They found three approaches particularly 

helpful;  

 Mentoring as a synergised learning process rather than a one way 

apprenticeship where the mentor passes information to the mentee; 

 Mentoring linked with action research to create a cycle of planning-

experimentation-review that can become a template for further mentoring; 

 Relationships which bring new challenges but more experience. 

 

This GTCE endorsement provides external validation confirming teacher research 

enabled by peer research mentoring is appropriate to teachers‟ professional growth. 

In addition, mentoring involved not only professional development for both the 

mentor and the mentee, but also offered a wealth of opportunity for personal 

development as both teachers learned about themselves.‟ (Accessed 23 June 2011 

from the website for the GTCE at http://www.gtce.org.uk ). 

 

5.8 Conclusion 

 

Analysis of desirable research mentor attributes from my Bitterne Park work suggests 

that teacher researchers want both psychosocial and instructional support. Further 

analysis is needed based on accounts of research mentoring by these teachers and also 

accounts from other schools where this MA module focusing on research mentoring 

could be trialled. This small group slightly favoured non-directional coaching over 

directional and they preferred ta research mentor to be an experienced researcher who 

co-enquires. Few were interested in being research mentors in future but this may be 

indicative of the timing of this survey.  Attitudes may change over the course of the 

programme. Analysis of the teachers‟ accounts of research mentoring in their KEEP 

snapshots of practice is needed but beyond the scope of this self-study. My main 

interest is limited to discovering if I have assisted the education of colleagues about 

research mentoring. Evidence I have accumulated apparently confirms that I have. 

http://www.gtce.org.uk/
http://www.gtce.org.uk/
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Chapter 6: My publications; a critical review 
 
6.0 Overview 

 

In this chapter, I engage in a critical review of my publications since 1992, when I 

first became involved in a formal mentoring scheme (The Licensed Teacher Scheme). 

This review provides further evidence of the uniqueness of my thesis as a piece of 

educational research for my intention is to educate myself through self-mentoring 

once I understand how my ideas have evolved and where there are areas to develop. 

The significance of this chapter is that the publications have been peer reviewed and 

subsequently accepted by publishers to be of a sufficiently high quality to publish. 

 

6.1 Introduction  

 

My publications, solo and joint authored, have been submitted to a variety of 

professional and academic forums with the intention of maximising teacher and 

academic readerships. I have tried to ensure a mixture of publication locally, 

nationally and internationally by looking for ways to cross boundaries between 

practitioner (action) research and more traditional forms of academic research. My 

goal is a shared readership by school and university based audiences because my 

premise is that Educational Research Mentoring should unite and enhance 

cooperation and collaboration among distinct, yet overlapping, populations. I have 

used a diversity of formats ranging from practitioner handbooks to more traditional 

academic writings that critically engage with the topic of mentoring. Further 
examples of my publications can be found at http://www.TeacherResearch.net 

6.1.1 Educational research mentoring in my publications  

 

I have included my work presented publicly as it reinforces a claims that I have made 

about putting my ideas into the public domain; one of the criteria that distinguished 

work created as research from work created as part of my professional development. 

Figure 9 provides an analytical overview of the research methods/approaches that I 

have drawn upon within my published writings and an indication of their application 

or phase in education with regard to mentoring. 

 
Publication (text-based) Research method/approach Mentoring phase or application 

   

Fostering the use of web-based 

technology in mentoring 2012 

(in press) 

Self-study action research All 

Mentoring Adult Learners; 

Realising Possible Selves 2007 
 

Self-study action research Adult learners 

Educational research mentoring 

and coaching as co-creative 

synergy 2007 

 

Self-study action research All 

The Mentoring and Coaching 

Special Interest Group 2006 

 

Practitioner research All 

Technology-enabled action Self-study action research All 

http://www.teacherresearch.net/
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research in mentoring teacher 

researchers 2006 

 

Educational Research 

Mentoring in School-Based 
contexts 2005 

 

Self-study action research All 

Using digital technology for 

practitioner research 2005 

 

Practitioner research All 

Research mentoring; the 

missing link in educational 

research 2005 

Action research All 

How do I see my professional 

values? The Look of the Teacher 

2003 

Self-study action research Initial teacher education 

A Celebration of Mentor 
Research in Wiltshire 2003 

 

Practitioner research All 

What's teacher research got to 

do with me? 2002 

Practitioner research All 

Wiltshire Research and 
Development Group 2002 

 

Self-study action research All 

Teaching teacher 

professionalism 2002 

 

Practitioner research All 

Improving mentoring with 

action research and digital 

video technology 2002 

Self-study Practitioner research Initial teacher education 

Mentoring in schools 2000 Self-study Practitioner research Initial teacher education 

A role for imagery in 

mentoring? 2000 

 

Self-study Practitioner research Initial teacher education 

Reconceptualising teaching 

practice 1998 

 

Self-study Practitioner research Initial teacher education 

Attaining self-actualization 
through mentoring 1998 

 

Self-study Practitioner research Initial teacher education 

Modelling reflective practice 

1997 

Self-study Practitioner research Initial teacher education 

ITE and form tutor mentoring; 
1997 

Practitioner research Initial teacher education 

From Mentor to Mentored 1997 

 

Self-study Practitioner research All 

Caveat Mentor 1995 Practitioner research Initial teacher education 

Working with your student 

teacher 1994 

Self-study Action research Initial teacher education 

 
Figure 9: Analysis of research approaches/methods and potential phase application in 

my publications. 
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This analysis reveals a shift in focus from mentoring within initial teacher education 

to a generic approach to mentoring not only adult learners but all learners in schools. 

 

6.2 Publications 1992 - 1997  

 

In 1992, I was Head of the Languages Faculty at Manshead Upper School, Dunstable, 

Bedfordshire. My role as a mentor for Licensed Teachers in school developed into my 

lectureship at the University of Bath, with responsibility for PGCE student cohorts. 

By 1997, I had run the PGCE cohort at the University‟s outstation in Bournemouth, 

Christchurch and Poole and was moving back to take responsibility for the Modern 

Languages PGCE programme at the University‟s main campus in Bath. In 1997, after 

two years PhD supervision, my supervisor Professor James Calderhead left and so I 

opted to study for a PhD by publications. My submission was (mis)examined in 2003. 

In my early publications I was drawing on my experiences as a school-based mentor. 

  

6.2.1 Working With Your Student Teacher 1994 

 
Significance for my learning Significance for research mentoring 

 This was my first publication about 

mentoring within initial teacher 

education. 

 I wrote it as a teacher researcher after 

training as a mentor in the Licensed 

Teacher Scheme in Bedfordshire. 

 The initial manuscript was well received, 

but the publisher was then persuaded that 

it would not be marketable unless it was 

co-authored by an academic researcher. 

 The model of action research provided 

could be integrated into mentoring. 

 This book, intended for modern linguists, 
provided the subject specific base for the 

practice of research mentoring I utilised. 

 The combination of action research that 

Mike Calvert introduced integrated into 

my model of mentoring provided a base 

for development of research mentoring 

that underpinned the BPRS guidelines. 

 

6.2.2 Caveat Mentor 1995 

 
Significance for my learning Significance for research mentoring 

 written while I was teaching and 

mentoring at an upper school and 

published after I left. 

 I look at the children's perspective on 

having mentoring occurring in the class 

and stress that I see mentoring as a kind 

of partnership and impacts on the whole 

school.  

 This article reflects critical engagement 

with mentoring and growing awareness 

of seeing mentoring as a collaborative 
venture between school and HEI. 

 I see mentoring as a kind of partnership 

and impacts on the whole school. 

 I recognise mentees' words need to be 

understood in their particular context. 

 

 a call for training as a mentor and 

allocated time and it suggests that 

mentoring shared between different 

members of the department would be a 

useful way forward. 

 It stresses the lack of recognition for 

mentoring in a school in the early 1990s 

to pressure on a school based Mentor 

confronted with responsibilities for 

another's professional development. 

 I look at the children's perspective on 
having mentoring occurring in the class. 

 It explores the difficulty of establishing a 

collaborative programme between a 

mentor and mentee and this experience 

was a useful point of reflection for 

problems that can arise within 

Educational Research Mentoring. 
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6.2.3 From Mentor to Mentored (1997) 
 
Significance for my learning Significance for research mentoring 

 It identifies some of the more and less 

successful aspects of the mentoring 

experience. 

 It examines my own perceptions in my 

changing role from being a school-based 

mentor and teacher and mentor to 

becoming a lecturer in education. 

 I realised the importance of matching the 

mentor and mentee‟s values and 

experiences. 

 My mentoring experience resides in 

mentoring for competence in the 

Licensed Teacher Scheme as well as in 

the mentoring as reflection model. 

 I set out my own model of phases in a 
mentoring relationship, which is similar 

to/not identical to Furlong et al‟s model. 

 This paper is an account of the induction 

process of a novice academic, but 

experienced school-based mentor, 

learning from an experienced mentor in 

an unfamiliar (university) context. 

 Fundamental to Educational Research 

Mentoring is the premise that a novice 

has substantial expertise and experience 

amassed in a different context. 

 The mentor needs to assist any novice in 

recognising, defining and nurturing this 

expertise in order to assist the transition 

from one context to another. 

 This publication suggests guidelines to 

improve the present system in HE. 

 Coupling mentoring with assessment was 

problematic – it looks a victory narrative. 

 
6.2.4 ITE and form tutor mentoring 1997 
 
Significance for my learning Significance for research mentoring 

 Training is only part of what needs to be 

offered to teachers as I research mentor. 

 My publication had two aims.  First, to 

highlight the need for novice teachers to 

think in their development as form tutors 

within their PGCE course.  Second, to 

investigate the implications of secondary 

schools and universities working in 

partnership. 

 As a teacher, I could not understand why 

there was no mentoring to support the 

induction of teachers into their first 
teaching post. I had been mentored…  

 

 It relates to Initial Teacher Education 

rather than Training and this is a major 

UK policy shift. 

 Training implies a finite number of 

professional skills, values and 

understandings to be communicated by 

an expert teacher to a novice.  

 Mentoring, as I envisage it, is a more 

holistic process whereby the novice's 

creativity and imagination are engaged 

through a co-enquiring educational 

relationship with their mentor. 

 This article voices concerns from 18 

novice teachers about a lack of proper 

preparation to become „form tutors‟. 

 
6.2.5 Modelling reflective practice for pre-service teachers 1997 
 
Significance for my learning Significance for research mentoring 

 In this publication, which was intended 

for a university academic readership. I 

set out to learn how to engage more 

critically with others' published writings. 

 I was exploring a new language and 

vocabulary in my writing and drawing on 

my research into literature about 

mentoring and mentor training for 

school-based practice. 

 This is the first piece of extended critical 

engagement that I have undertaken and 
which has been published. 

 As a linguist, I feel drawn to engage in 

the debate about the accessibility of 

 While drawing on my experience as a 

mentor I was straddling school and 

higher education teaching practices. An 

educational research mentor needs to 

move between school and university 

cultures 

 One of the parallels I see between 

mentoring in initial teacher education 

and mentoring for research is the degree 

of un-learning that needs to occur before 

a new learning becomes possible.  

Teachers who are convinced the research 
they are planning to undertake is not 

good enough for/is not the same as the 
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language used by academic and teacher 

researchers and the gulf of understanding 

that can result as each misinterprets the 

other‟s expression of their knowledge. 

traditional model i.e. scientific research, 

have to go through a process of 

unlearning before they can undertake 

systematic research into their own 

practice. 

 

 

6.3 Publications 1998 - 2002  

 

In 1998, my father died and there was a pause in undertaking research. However, the 

pressure to publish as a university lecturer was on-going and I wrote several articles. 

In 1999 I started to travel abroad for the first time to present my work and late in that 

year I made my first visit to Japan. By 2000 I had decided that I needed to publish my 

first-hand knowledge about school-based mentoring in initial teacher education. With  

encroaching disability following a severe bout of viral pneumonia in late 2000, I drew 

upon previous learning to manage pain during my thirties (when I was also disabled). 

With increasing deafness related to Meniere‟s disease, I sought ways to communicate 

using web-based technology and photography, embedding these into action research. 

 

6.3.1 Attaining self-actualisation through mentoring 1998 
 
Significance for my learning Significance for research mentoring 

 Researching this article helped me to 

understand my leaning towards the 

humanist school of thought.  

 It underpinned my commentary for my 

thesis „How do I nurture courage to be?‟ 

for the University of Bath and reinforced 

my passion to enable mentoring as self 

actualisation for mentor and mentee. 

 I use Eric Berne‟s research about three 

ego states of adult, parent and child. I 
discuss how the classroom teacher has an 

opportunity to act in adult mode because 

working with children largely demands 

interaction in parent in loco parentis. 

 There is a very useful section on how 

placements for the PGCE are organised 

by Bath University and how problems 

are overcome by novice teachers ill 

matched to mentors and this will be 

useful for inclusion in my thesis about 

the nature of mentoring in ITT and ITE. 

 My interest in psychology and mentoring 

combine in this publication as I explore 

what it might mean for mentors to 

achieve a state of self-actualisation. 

 

 In order that mentoring can be sustained 

and encouraged as a viable form of 

professional development there have to 

be identifiable benefits for the mentor as 

well as the mentee. Few school-based 

mentors are paid for their work and, 

where they are, payment cannot not 

adequately compensate for the good will 

and additional support that are necessary 

to supplement contracted hours of ITT 

mentoring. 

 Rather than a bolt on extra to every 

teachers' job description, I perceive 

mentoring as a specialist art that some 

teachers can (and should) develop, not 

only for assisting with inducting novice 

teachers but also for improving the 

quality of teaching and learning in the 

school and, correspondingly, in HE. 

 An important concept in this writing, one 

that has attracted considerable attention 

from school and HEI based mentors, is 

that not every teacher is a good mentor. 

 

 
6.3.2 Reconceptualising teaching practice 1998 

 
Significance for my learning Significance for research mentoring 

 Reviewing Hamilton's book was pivotal 

to my understanding of the professional 

values and qualities teacher educators 

might aspire to embody, recognise and 

 I began to integrate self-study action 

research into mentoring as a way to 

structure reflection on and identification 

of targets for improvement. Without 
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promote among novice teachers. 

 I realised that over analysing constituent 

parts of teaching and learning can end up 

as a disconnected fragmentation without 

reconstruction. A serious pitfall to avoid. 

 It is interesting that when I was writing 

this paper in 1998 I am still wondering 

how information disseminated by e-mail 

affects traditional book bound research!  

 

realising it at the time, I was reviewing a 

book that would shape my approaches to 

mentoring not only of novice teachers, 

but also novice and experienced teacher 

researchers (and their research mentors). 

 „Deconstruction‟ and reconstruction is 

characteristic of Educational Research 

Mentoring as mentees explore their own 

stance towards teaching and their values. 

 
6.3.3 A role for imagery in mentoring? 2000 

 

Significance for my learning Significance for research mentoring 

 Taking my experience as a starting point, 

I realised that visualisation might be a 

potent tool for assisting novice teachers 

to imagine and actualise their positive 

possible selves. 

 Visualisation was the key to helping me 

make challenging transitions on a 

personal plane. Its techniques helped me 

overcome my own disabilities and I 

recognised its life changing potential. 

 This publication coincides with that of 

my handbook for mentors which I began 
to plan before I became a university 

lecturer in 1994 (this paper and the book 

were where I began to feel „actualised‟ in 

making a transition from school to HE. 

 Having been taught many visualisation 

techniques by a clinical psychologist to 

manage severe pain from spinal injury I 

was learning to apply my knowledge in a 

completely different situation, adapting 

what I know to teaching. I presented this 

paper to business mentoring colleagues. 

 I researched literature that related to 

coaching in sport and medicine where 

visualisation can aid improvement and at 

this point, I began mentoring novice 

teachers in self-study action research. 

 While they were mentored in school to 

assist them with classroom practicalities 

I mentored them in a university setting in 

how to research what occurred in a 

classroom. I wanted to assist novices to 

realise their own responsibility and 

potential for improving learning and was 
sure that visualising themselves as 

successful practitioners would help. 

 Using imagery seems to sensitise novice 

teachers and appears to enhance their 

ability to evaluate their progress and to 

stimulate their imagination and thereby 

maximise their potential as learners. 

 There is a note of caution about mentors 

forming possible selves for mentees. I've 

realised it is vital for the mentee to take 

responsibility for their own development. 

 

 

6.3.4 Mentoring in Schools: A Handbook for Good Practice 2000 

 
Significance for my learning Significance for research mentoring 

 This is the cornerstone in development of 

my ideas as a teacher-researcher-mentor. 

 The aim was to ground my book in my 

experiences, as a schoolteacher and a 

university academic. The Structured 

Mentoring approach (in Chapter 1) 

mirrors training I underwent as a mentor. 
Chapter 2 case studies reflect my 

experiences as a teacher in schools. In 

Chapter 4, I discuss a methodology I 

used to investigate my tutoring in HEI.  

 I see that I was modelling how I thought 

a teacher educator might explicate their  

ideas and understandings as a means to 

 further their professional development.  

 Although intended for ITE mentors, its 

content applies to research mentoring. 

 A concept of mentoring as collaborative 

enquiry again challenged the prevalent 

idea of mentoring as apprenticeship. 

 I was committed to creating a work 

about mentoring.  I wanted mentors in 
school and tutors in HE to read my work 

as a platform to define what mentoring 

was and explore what it might become. 

 Mentoring is too easily stereotyped and 

rendered formulaic; I wanted mentoring 

to be engaged with creatively to provide 

a basis for mentors to research their work 

mentoring to complement works about 
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 I started this before I left schoolteaching. 

 

mentoring often written by non mentors.  

 
6.3.5 Improving mentoring with action research & digital video technology 2002 
 
Significance for my learning Significance for research mentoring 

 This paper is from the presentation that I 

gave the modern languages conference 

and marks my transition to researching 

generic issues in mentoring. 

 I explain why we need to enable novice 

teachers to undertake some self-study. 

 This is the beginning of my trajectory in 

learning to incorporate action research 

and multimedia in professional growth. 

 

 I explained that my students are invited 

to make their own evidence of their own 

improvement that they have to back up 

claims that their improving and meeting 

the standards for qualified teacher status. 

 I explain how I have worked with trainee 

teachers and mentors integrating research 

and digital video in order to systematise 

processes of professional development. 

 

6.3.6 Teaching teacher professionalism 2002 

 
Significance for my learning Significance for research mentoring 

 I decide I need to disseminate my ideas 

more broadly than through academic 
literature if I bridge between school and 

university research so I start to look for 

ways to work with bodies who shape 

research by teachers in their schools. 

 

 This article is published by the General 

Teaching Council on their website 2002. 

 I explore what I mean by professionalism 

and the starting point of understanding 

what it means to be an amateur teacher. 

 This paper reflects my interest in LET.  

 
6.3.7 What's teacher research got to do with me? 2002 
 
Significance for my learning Significance for research mentoring 

 I set out to raise awareness by situating 

Wiltshire teachers in the national scene 

of teacher research and I chose to refer to 

local names as well as national figures to 

establish that teacher research was 

increasingly well supported. 

 The case study, written by Catherine 

Meacher, who was a PGCE mentor for 

Bath, later became a centre piece at 

http://www.TeacherResearch.net  

 In this paper, published in Wiltshire 

LEA's Journal of Education I set out to 

draw teachers in to form a nexus of 

school-based researchers accessing 

funding made available by Wiltshire.  

 Catherine says that although I offered 

ideas I didn't give definitive solutions. 

This is how I want ERM to develop in 

schools – not just as research training. 

 

 Writing for a professional as well as an 

academic research community is crucial 

since research mentors for teachers are 

less likely to read academics‟ research. 

 This raised problems in my role as an 

academic researcher where I was only 

respected for publishing for academics. I 

am, however, promoting a local research 

and development group set up by the 

Wiltshire Education Local Authority in 
partnership with the University of Bath. 

 The Wiltshire scheme was extraordinary 

in its vision to enable teachers‟ research 

and widened my understandings about 

research mentoring for school teachers. 

 Collaborative writing and conference 

presentation with teacher researchers 

exemplifies the CPD potential involved 

in Educational Research Mentoring. 

 

6.3.8 Wiltshire's research and development group 2002  
 
Significance for my learning Significance for research mentoring 

 This article reflects how I was being 

influenced (in terms of language/values) 

 My website has just been set up with the 

intention of disseminating understanding 

http://www.teacherresearch.net/
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by Whitehead and McNiff‟s practice. 

 I opt for a professional publication again. 

about research mentoring with teacher 

researchers‟ accounts of their enquiries. 

 

 
6.4 Publications 2003  

 

By 2003, I was forced to plan for retirement on grounds of ill health. This seemed a 

devastating blow as I had no wish to retire and was driven by a passion for research. 

After months of absence through ill health, my viva voce took place for my thesis by 

Mode B (staff mode by publications). I was alerted to the fact that the University had 

sent the wrong criteria (for Mode A) to examiners but nevertheless I was obliged to 

undergo examination of my work as if it was not by publication but a Mode A thesis.  

Overcoming difficulties, I managed several publications in 2003 and I prepared an 

appeal to the University (which I won) to have the examiners‟ decision overturned 

and re-examination of my work. Unfortunately, the University did not re-examine it 

during three ensuing years, so in 2006 I decided to de-register this PhD studentship. 

 

6.4.1 A Celebration of Mentor Research in Wiltshire 2003 
 
Significance for my learning Significance for research mentoring 

 I celebrate not only submitting bids to 

the DfES, but also my transition as a 

teacher to becoming a research mentor. 

 I was a member of Wiltshire LEA‟s 

Research and Development Committee 

and I was invited to assist teachers in 

making bids both for national funding 

(Best Practice Research Scholarships) 

and Research & Development Funds. 

 I hope to raise enthusiasm for mentor 

research and specifically want to arouse 

awareness that national as well as local 

funding could support teachers‟ research. 

 At that time, BPRS and Wiltshire funded 

my activity as a research mentor and I 

assisted c. 75 teachers in getting awards. 

This formed the basis of my work in 

Educational Research Mentoring. 

 

6.4.2 Guidelines for Best Practice Research Scholarships Research Mentors 2003 
 
Significance for my learning Significance for research mentoring 

 The guidelines set out my views as an 

educator working in higher education, 

committed to assisting schoolteachers in 

representing their knowledge. While I 

value research about what happens in 

school classrooms I perceive this as only 

a partial view of what occurs in schools. 

 This is my expression of commitment to 

technology integrated with mentoring & 

action research (as appreciative inquiry) 

 The original intention of the scheme was 

that training would be provided by HE or 

by outside agency tutors and I argued for 

the use of the wording research mentor 

and said that I would create guidelines. 

 I was now acting at government level to 

further research by teachers in schools.  

 These guidelines are an expression of my 

own beliefs and values as a researcher 

 My Guidelines for BPRS research 

mentors were intended to ensure teacher 

researchers would be accorded respect as 

professional researchers alongside their 

researcher-mentors. 

 As a member of the DfES/BPRS 

working party charged with ensuring 
teacher researchers were supported in 

undertaking enquiry I took responsibility 

for creating guidelines for BPRS 

research mentors. Colleagues assisting 

teacher researchers was originally called 

research tutors but I contested this 

terminology on the basis that teachers 

should not be instructed only in more 

traditional research methods but enabled 

holistically (I mean personally and 

professionally) to engage in enquiry 

alongside more experienced researchers. 

 My guidelines were written for teachers  

generating knowledge by co-enquiry. 
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working with teachers in their schools. I 

wanted to show mentoring is a privilege. 

 

6.4.3 How do I see my professional values? The Look of the Teacher 2003 
 
Significance for my learning Significance for research mentoring 

 This was a key paper for me as I was 

able to integrate my multiplicity as a 

teacher with being a university 

researcher in co-publication with 

internationally distinguished authors. 

 My account of teaching PGCE students 

was designed to enable the readers to 

scrutinise not only what I said, but what I 
was thinking as I was talking to them.  

 We comment on how we have influenced 

one another as educators, both intent on 

improving our own and others' practice. 

 It is a core tenet of my work that 

academic researchers should open up 

their own work to investigation through 

self-study to a wider audience if they are 

to actualise their own credibility among 

school-based colleagues they work with. 

 Using digital video in self-study action 

research is core to my idea of 
Educational Research Mentoring. 

 The „look‟ of the teacher is inwards as 

well as outwards and is shared in the 

intention of improving our teaching. 

 

6.4.4 The Role of ICT in Teacher Researcher Mentoring 2003 
 
Significance for my learning Significance for research mentoring 

 Co-written with Catherine Meacher from 

John Bentley School, this helps me to 

understand my research mentoring. 

 Catherine and I collaborated to explicate 

our belief that teacher research is a core 

aspect of teachers‟ professionalism. 

 In a position statement, I call for a 

database for teacher researchers‟ work. 

 Collaboration with John Hewitt, has 

resulted in just such a database at 

http://www.TeacherResearch.net  

 

 Assisting teachers to study their work as 

a basis for improvement is part of the 

role of an Educational Research Mentor. 

 Equally important is creating new 

possibilities for making their work 

public. In this paper, published by one of 

the leading education journals focusing 

upon using ICT to promote learning.  

 In this writing, I define my conception of 

„research mentoring‟ as a synergistic 

learning process for mentor and mentee. 

 
6.5 Publications 2004 – 2006 

I retired on ill health grounds in 2004 from (full time) lecturing at the University of 

Bath and was fortunate to be appointed to a senior lectureship in mentoring at Bath 

Spa University within a few days. Unfortunately, I was unable to recruit any students 

for my teaching groups from Bath Spa‟s PGCE cohort as they had failed an OfSTED 

inspection in the secondary phase. This meant that I was obliged to look much further 

afield, beyond the campus in Bath. In reality, I was obliged to travel 230 miles every 

week during my two days employment and expected to attend meetings on other days. 

My health began to suffer and, reluctantly, in 2006 I retired from my post at Bath Spa. 

Publications between 2004 and 2006 largely drew upon my thesis by publications that 

remained unexamined, despite the recommendation of Bath‟s Appeal Board in 2004. I 

was advised to de-register from Bath and register for a DPhil by publications via Bath 

Spa University. One examiner stated two of my publications were not peer reviewed. 

They were but my appeal was quashed on grounds of irrefutable academic judgement. 

Despite this set back, I set up my own business as a consultant research mentor and I 

was glad to be engaged to advise on e-enablement of the Teacher Learning Academy.  

6.5.1 Representing teachers’ evolving knowledge 2005 

http://www.teacherresearch.net/
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Significance for my learning Significance for research mentoring 

 This paper is linked from a web-based 

research account with Emma Kirby to 

help her to represent her own and other 

teachers‟ educational knowledge. 

 

 Essentially, this is an account of practice 

as a research mentor and it records a 

process of seven steps taken to create a 

web-based account of Emma‟s learning. 

 

 

6.5.2 Research Mentoring: The Missing Link in Educational Research 2005 

 
Significance for my learning Significance for research mentoring 

 The editor asked leading researchers in 

the AERA self-study SIG to provide 

evidence that they were contributing to 

the pool of educational knowledge in a 

way that might assist learning in an 

educational context and to justify any 
difference their research had made.  

 A traditional way of examining the 

theory-practice divide has been that 

practice follows theory but I tend to 

agree with Ryle (1949) that efficient 

practice precedes the theory of it. 

 This was my first articulation of the 

extent of my educational influence.  

 I talk about my work with Tadashi Asada 

and Kei Sawamoto and how I've been 

working with a group of research 

mentees at the University of Arizona. 

 When I set out my own narrative, I draw 

on the experience of working with one 

student in my mentoring MA summer 

school, who had just been so that he is 

going to fail his assignment if he does 
not complete my assignment in 6 weeks! 

 This is a clearest account of research 

„coaching‟ that I can find in literature. 

 Drawing from my experience as a 

research mentor for BPRS and Wiltshire 

LEA, this chapter explicates derivation 

of my theory from a base of my practice. 

 I realised that research mentoring was a 

sought after link between communities 
of researchers; those in universities and 

those based in schools. Traditionally 

there was a gulf and yet if researchers 

combined efforts both would benefit. 

 I set out to share my commitment to self-

study enquiry as a means to professional 

actualisation; l discuss how traditional 

conceptions of mentoring are different 

from providing an inspirational basis for 

co-enquiry and I share an account of my 

practice as a research mentor educator in 

a way that potentially facilitates learning.  

 I stress the originality of my definition of 

research mentoring as self-study through 

co-enquiry and explain that I am drawing 

on my experience as a research mentor 

for the BPRS scheme. I also explain how 
my experience working with coaches in 

business and in sports has influenced my 

practice and theorisation of mentoring. 

 

 

6.5.3 Using digital technology for practitioners’ research 2005 
 
Significance for my learning Significance for research mentoring 

 As the founder of and convenor for the 

BERA Mentoring and Coaching SIG I 

decided that I should also participate in 

the Practitioner Researcher SIG 

convened by Brian Wakeman. 

 He invited me to write this for Research 

Intelligence 2005; News from the SIGs. 

 

 At this time I had 3 websites and I talk 

about use of critical thinking scaffolds. 

 Creating the online Critical Thinking 

Scaffolds (Fletcher & Coombs, 2005) 

substantially improved an MA module I 

piloted at Bitterne Park School in 2005. 

 There brief accounts of the work of 

teachers at Bitterne Park School and their 

activities including BERA presentations. 
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6.5.4 Sharing teachers’ action research 2005 

Significance for my learning Significance for research mentoring 

 I use hyperlinks to bring together work 

by many teacher researchers to share 
knowledge globally in ways that paper 

based representations would not enable.  

 The KEEP Toolkit templates have 

assisted me in research mentoring 

teachers who would otherwise not be 

able to undertake sustained enquiry. 

 The format of the templates allows 

teachers to work around their teaching, 

adding research findings as time and 

occasion allow. They can avoid the need 

for linear input that so often means they 

never get round to writing up enquiries. 

 Though KEEP is no more the templates 

are still accessible at www.merlot.org 

and there is increased availability of 

function for teacher researchers now. 

 

 In my research mentoring, I model and 

recommend web-based templates, 
designed by the Knowledge Media Lab. 

of the Carnegie Foundation for the 

Advancement of Teaching. Technology 

integrated in self-study action research 

represents a means by which teachers 

can represent their knowledge in 

dynamic ways (using text, audio, video 

and still photo renditions) and also reach 

other researchers beyond their locality. 

 Teachers' research is often considered to 

be parochial and context specific but web 

technology is enabling sharing of ideas 

globally in a way hitherto impossible and 

with the capacity to share comes the 

possibility for teachers to engage 

critically with one another‟s research. 

 
6.5.5 Enabling Research Mentoring through Information Technology 2005 

 
Significance for my learning Significance for research mentoring 

 An article for presentation in BERA 

Research Intelligence about the role of 

the BERA SiG I established in 2005 to 

promote research into mentoring and 

also research mentoring for teachers. 

 I explain my own living educational 

theory of research mentoring practice.  

 Until this point I did not understand that 

there were different approaches to action 

research and thought action research was 

automatically „living educational theory‟. 

 My language sounds impressive but this 

is shallow; there is no depth of analysis. 

 

 I talk about teacher research being a 

dialogical engagement between the 

teacher research and research. The 

language and form of suppression is very 

much a living educational theorisation. 

 I make a point that knowledge is created 

in a research mentoring relationship but I 

don't mention that knowledge is created 

collaboratively through interaction as 

that comes later in evolution of my ideas. 

 I recommend my website where I claim 

that I meet Hiebert‟s challenge to create 

a knowledge base for teachers (2002). 

 

 

6.5.6 New Ways of Using the KEEP Toolkit 2006 

Significance for my learning Significance for research mentoring 

 I was challenged at Bath Spa University 

to find a way to show that my research 

mentoring was having an impact on 

teachers‟ learning so I created a web-

page with video clips of teachers talking 

about the impact of my mentoring on 
their research. 

 

 When my web-page was featured by the 

Knowledge Media Lab (Carnegie 

Foundation for the Advancement of 

Teaching) in their newsletter this meant 

that I knew that my ideas were being 

accepted by peer review and that they 
would be disseminated globally. 

 

 
6.5.7 Technology-enabled action research in mentoring teacher researchers 2006 
 
Significance for my learning Significance for research mentoring 

 My intention in publishing my work is to  This article explores my conception of 

http://www.merlot.org/


90 
 

ensure that teachers will be recognized 

and valued as co-creators of knowledge. 

 I rely increasingly on the use of 

technology to assist my mentoring.  

 For the first time in my publications I 

attach the prefix educational in 

recognition and celebration of the 

nurturing and supportive activities in the 

mentoring of teachers as researchers. 

 Useful quotation from Stenhouse 1975 it 

is not enough teachers were should be 

studied; they need to study themselves.  

 I look back to my only experience of 

being told that I was paid to teach not 

research and I explain why undertaking 
government-funded research or taking 

time out was not an accessible option.  

 I focus on generativity in terms of 

teachers enabling their own students to 

undertake research in their classes.  

 I emphasise that teachers knowledge 

crosses traditional boundaries between 

schools and higher education and I see 

there is a new note of caution in my 

accounts of my research mentoring. 

 I critique a living educational theory 

approach (publicly) for the first time.  

 I draw attention to a shortage of time, 

money and appropriate technology 

within mentoring that can inhibit the 

growth of the educational knowledge 

between research mentor and mentees. 

the genesis and evolution of Educational 

Research Mentoring. Intended for an HE 

academic readership, it includes an 

autobiography and a critical account of 

my involvement in mentoring teachers. 

 By adding the prefix I wanted to indicate 

that this is not mentoring as a restorative 

function, which is how it is coming to be 

known through its association with 

supporting young offenders and students 

falling below par as they prepare for 

taking public examinations. Educational 

research mentoring integrates action 

research with systematic self-study and 

learning undertaken by all stakeholders 

involved within the research mentoring. 

 I explore the notion that academics are 

well-placed to become research centres 

that they need to avoid straitjacket in 

teachers knowledge so that it loses its 

contextual elucidation and relevance.  

 Academics must not be mesmerised by 

their own knowledge about research and 

experience (and about learning how to 

research) so that they might discount 

new approaches to research out of hand. 

 Page 57 there is a section on the 

evolution of my „educational research 

mentoring‟. 

 I stress that it is the critical friendship 

within educational research mentoring 

that is crucial. Simply offering teachers 
technology will not entice them to use it. 

 
6.5.8 The Mentoring and Coaching Special Interest Group 2006 
 
Significance for my learning Significance for research mentoring 

 This was the report of the inaugural 

meeting of the BERA SIG I established 

in 2005. The interest and support for 

disseminating research into mentoring 

and coaching has continued to energise 

and inspire me as the SIG‟s convenor. 

 The report describes the conference that 

we held at Bath Spa University where 

my dream of a global community who 

furthered the knowledge created through 

research mentoring relationship began to 

become a reality that would need to be 

actively supported through SIG events. 

 We identified issues we intended to 

research, which included; 

 A need for a social framework to guide 

mentoring and coaching activities. 

 A need for understanding of the learning 

theories underpinning such a framework. 

 A need to clarify definitions of both 

mentoring and coaching to enable a 

greater understanding of their potential 

for learning across different professions. 

 The use of web-based technology for 

research mentoring was already well to 

the fore in activities our SIG had run. 
 

 

6.5.9 Educational Research Mentoring in School-Based contexts 2005 
 
Significance for my learning Significance for research mentoring 

 This was written about me while I was 
lecturing at Bath Spa University; the 

interview for it was with Toru Iioyoshi 

 This article is still available online in the 
gallery of teaching and learning and 

details my history of using KEEP 
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(for the Carnegie Foundation for the 

Advancement of Teaching) by phone. 

  This captures my vitality and creativity; 

I created my first draft snapshot in 12 

hours and was delighted that teaching 

moments through the interaction between 

layers of text, video, images and audio 

could be communicated so seamlessly.  

 My school workshops are increasingly 

reflecting the generative impact of the 

educational research mentoring there.  

 I cite the approach to action research 

integrated with mentoring in Japan 

where Rieko taught me that her aim was 

not to research and develop the education 
of children but to improve her teaching. 

She's starting from a basis of doing 

something reasonably well in helping 

children to play and wanting to improve 

this - rather than from a problem base. 

 

templates to enable research mentoring. 

 This article about my work is significant 

in that it brings together several of my 

„snapshots‟ and relates them to work at 

Bath Spa University where I was 

integrating critical thinking scaffolds. 

 The capacity to reflect on and analyse 

one's knowledge emerges only after 

considerable knowledge has been 

Teachers develop their own templates 

and snapshots with me as they support 

one another as a research mentor. 

 The reflections of skilled practitioners 

deserve to be systematised (Snow, 2000) 

so their personal knowledge can become 
accessible and subject to more analysis. 

 In one of the snapshots highlighted here 

there is an analysis of how mentoring has 

enabled Emma to develop her ideas from 

a draft of her BPRS report to her article.   

 

 
 

6.6 Publications 2007 – 2011  

 

By 2007, I was enjoying the freedom of self employment as an educational consultant 

and felt honoured to be invited to give a keynote address at a Coaching and Mentoring 

Conference at Oxford Brookes University. I was the external examiner for the Oxford 

Brookes‟ and the University of Limerick‟s mentoring programmes and invited to visit 

and present my research using web-based technology to enable „research mentoring‟. 

I was also delighted to be invited to take part in the Teacher Learning Academy‟s 

Recognition Scheme for Teachers‟ Learning, both as a validator and then as part of 

the pilot cohort for their highest award; the Stage 4 Stage of Recognition of Learning. 

By the time I submitted my work my mother was dying and I appreciated kindness in 

allowing me to represent a more developed account of my learning at a later hearing. 

 

6.6.1 Educational research mentoring and coaching as co-creative synergy 2007 

 
Significance for my learning Significance for research mentoring 

 I begin by explaining that mentoring and 

coaching are not clearly defined and 
there is a need to define because they 

have different meanings and relevance 

within different professional contexts. 

 My knowledge about coaching began to 

expand when I hosted meetings for the 

Oxford School of Coaching and 

Mentoring at the University of Bath. 

 This paper is significant because I am 

focusing on the practice of research 

mentoring and of research coaching. 

 Since writing this paper my view of 

coaching has changed, largely a result of 

authoring a coaching overview for 

SAGE. I recognize that the coach does 

not necessarily know where his/her client 

 If I imagine a dynamic triangle with 

values, skills and understanding at each 
angle I can begin to see how I might 

conceptualise mentoring and coaching.  

 Coaching relates more to skills while 

mentoring revolved around developing 

teachers‟ values and understandings.  

 Educational research mentoring emerged 

from a fusion of structured mentoring 

(Fletcher 2000) and enquiries on How 

can I improve my practice?  (Whitehead 

1989).  I explain I incorporated enquiry 

in lived experience (Van Manen, 1990) 

in appreciative enquiry (Cooperrider).  

 I described how I adapt to the model of 

the Chartered teacher scheme in Scotland 

for my work, which revolves around 
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is heading and that the art and the craft 

of question is to enable client to explore. 

professional skills, values & knowledge 

to deepen one‟s own understandings.  

 

 

6.6.2 Mentoring adult learners; realising possible selves 2007 
 
Significance for my learning Significance for research mentoring 

 I am returning to the possible selves 

construct that I used in my practice (and 

my publication in 2000) as I explain how 

mentoring incorporating the possible 

selves construct can enable learning. 

 I explore how incorporating the possible 

selves construct originated within a 

collaboratively supportive, challenging 

mentoring relationship that can assist in 

both personal and professional growth. 

 

 

6.6.3 A research mentor’s learning journey 2009 
 
Significance for my learning Significance for research mentoring 

 When I submitted my presentation to the 

Teacher Learning Academy I was 

recognizing that teachers, pupils and 

academic researchers contribute 

understandings and knowledge together.  

Each party's contribution is discreet but 

also intimately related to the others. My 

background as a school teacher author 

fired me up with a belief that teachers 

have a right to be listened to in their own 
voice and that we should not be looking 

one way or one channel of expression 

particularly in relation to what 

constitutes good teaching.   

 This was to be the culmination of over 

20 years of my work and intended to 

endorse values, skills, knowledge and 

understanding that I amassed. 

 The reason I chose to use web based 

technology was that I see that teachers 

struggling to communicate their research 

in a traditional so-called academic way.  

 Here I voice my conviction that teachers‟ 

research should sit alongside academic 

research as a way of creating knowledge 

to enable an improvement in teaching 

and learning in educational contexts.   

 It is a question of democratic capacity 

here and the rights of teachers to voice 

their ideas in a way that is understood 

and valued alongside other kinds of 

research. This rationale for my 
presentation to the Teacher Learning 

Academy is a key part of my thesis as it 

expresses simply and clearly how and 

why I have set about trying to raise the 

profile of teachers‟ research. Rather than 

simply „allowing‟ teachers‟ voice within 

academic research I want to see teacher 

researchers expressing what they know 

in ways that can be properly engaged 

with (critically) by academics and by 

teacher researchers working in schools. 

 

 
6.6.4 IJMCE (editor in chief) 2011- 

 
Significance for my learning Significance for research mentoring 

 This is the culmination of my aspirations 

as an academic researcher where I open 
opportunities for (high quality) research 

in mentoring and coaching to be shared. 

 Bridging researcher populations within 

schools and higher education has long 

been my aim. Becoming the editor for 

this journal, with the expert support of 

EMERALD and my deputy editor (to 

become my successor as convenor for 

BERA‟s Mentoring and Coaching SiG) 

enables me to take a lead in deepening 

and widening understandings about the 

practice and theory of mentoring and 

coaching and how we can nurture the 

 The International Journal of Mentoring 

and Coaching in Education (IJMCE) 
publishes cutting edge research and 

substantial in-process reports and 

theoretical accounts of mentoring and 

coaching within educational contexts.  

 IJMCE provides overviews of how 

mentoring and coaching are evolving as 

well as circulating critical engagement 

with theoretical and practical issues. It 

enables insights into variations in 

mentoring and coaching on a global 

platform, evidencing their situated nature 

and generic characteristics as well as 

reporting on issues in mentoring and in 
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growth of our educational knowledge. 

 

coaching within theory and practice. 

 

6.6.5 Coaching in education; an overview (in press) 
 
Significance for my learning Significance for research mentoring 

 I have not related coaching to the 

use of web-based technology as a 

means of supporting teachers‟ 

research. That would be a logical 

step from my current position where 

I assist those entering initial teacher 

training, to enabling mentors to 

research their own practice and 

thence to examining how mentoring 

can enable research in schools. 

 This chapter took me into research 

about a field of practice that has 
been largely ignored by academics 

who consider it is too „practical‟. 

 Having largely regarded coaching as 

a subset of mentoring since the early 

1990s, this is my first attempt to 

map out and critically engage with 

academic literature in this field. 

 I conclude that education needs to 

develop its own concepts and 

models of education related 

coaching rather than looking for off-

the-peg models that it can be simply 

imported from business contexts. 

 I point out strengths & shortcomings 
of the GROW model. I suggest that 

KNOW parameters are appropriate.  

 

 

6.6.6 Fostering web-based technology in mentoring and coaching (in press) 

Significance for my learning Significance for research mentoring 

 This was written in 2011 for the 

SAGE Handbook. It is a self-study 
and contains my best critique yet of 

using digital technology in research 

mentoring and research coaching. 

 I explore pitfalls in mentoring using 

web-based forms of technology. 

 There is an account of how I gained 

TLA (Stage 4) Recognition for my 

resources for teacher researchers and 

to support their research mentors. 

 My critical engagement is thorough. 

 

 The significance in terms of research 

mentoring is that I am now looking 
at increasing the capacity of teacher 

researchers within their profession. 

 There is a new theme of building 

critical engagement with practice 

and theories and I question the kind 

of teacher research and the kind of 

technology to be used.  I engage 

with e-mail and distance learning. 

 I suggest a research agenda for web-

based technology within mentoring. 

 

6.7 My web-based resources for mentoring teacher researchers.  

 
Name of web-page URL and salient points in relation to my development of research mentoring. 

  

Introduction to research 

mentoring and 

coaching; (2007) 

 

 

http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=40387220625195 

What is research mentoring? (adapted extract) 

Listening to what the teachers says they want to research and why they do; questioning 

to dig behind what they might be saying to ensure I understand underlying motivations 

as these will be a powerful driver in undertaking research; paraphrasing what a teacher 

is saying to me and repeating it so they can objectify what they hear and ensure that it's 

what they would like to be saying as a researcher; suggesting appropriate literature to 

read to deepen understanding is the challenge underlying assumptions and sometimes to 
act as a starting point establishing a focus; suggesting appropriate people to meet who 

can act as learner guides, collaborative data collectors, critical friends in assisting with 

the process; synthesising data collected into evidence to back up any claims to 

knowledge; explaining the difference between data and evidence; reassuring and 

leading from behind so that a teacher feels that they are in control of the research 

http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=40387220625195
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process but know that they have a supportive framework around them; drawing 

parallels between the research that a teacher is undertaken and that undertaken by other 

teachers began to reassure and inform and also to challenge; helping the teacher to 

frame a manageable research question that is relevant to their context and that has a 

reasonable chance of producing a project they are proud of; offering coaching in how to 

undertake particular kinds of research and suggesting research methods the most likely 

to help the teacher undertake their own research. But my primary roles is to act as a 

validator when a teacher makes a claim, ask if the evidence to back up any assertions. 

Sometimes I act as a data collector as well. I offer labour-saving ways of writing out 

research, including using voice recognition software and video. I challenge assumptions 

that research has to be written up. I create opportunities to represent teachers‟ 

knowledge on a local and national and international stage, in my case offering web 

space on http://www.teacherresearch.net I suggest appropriate training courses and 

appropriate seminars to attend an appropriate conversations to engage in to broaden 

understanding is and sometimes because of a clash of ideas and values to clarify what a 

teacher thinks about something and help them make tacit assumptions more explicit.  

  

Research Mentoring and 
Coaching; Multi-media 

Representation: (2007) 

 

 

http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=40387220625195&id=2575590370759 

Research Mentoring and Coaching; Multi-media Representation; Reflection focus areas 

1) How does the use of multi media impact upon research accounting? 

2) How do you judge the quality of research which using multi media? 

3) How might multi media enhance or impede your own research? 

Research mentoring and 

coaching; generic 

activities (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=61238812246582  

As a research mentor, I am concerned for the well-being of the individual or group in 

personal as well as professional ways. I feel a sense of responsibility to ensure that no 

harm comes to them and that the kinds of suggestions I may offer align closely with the 

values that they wish to hold. I sometimes find myself offering support in research 
skills and offering limited personal support as a mentor because I see these two things 

is being inter related. As a research coach, I work on a short-term basis where I see that 

a teacher or teachers have a specified need perhaps in terms of developing their 

knowledge of how to create questionnaires or undertake a survey. 

 
Educational Research 

Mentoring presentation  

(2008) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=97571872451875  

There is a question of accessibility of good educational research mentoring for teachers; 

there are relatively few educational research mentors with the skills, knowledge and 

school-based credibility to work with teacher researchers. This study shows that 
research mentoring by a university-based research mentoring can lead to peer research 

mentoring by teachers in schools and that web-based technology can enhance and 

enrich experience. 
 

Using digital technology 

in Educational Research 

Mentoring (2008) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=69380076294188  
The advent of the Internet means that teacher researchers can learn research techniques 

applicable to their own contexts and specific enquiries from one another as well as from 

academics. They can develop their own research approaches by synthesising 

approaches that are particularly appropriate to their own area of interest. This is not to 
say that teacher researchers necessarily can or should be expected to identify research 

approaches for themselves. The collaborative opportunities afforded by working with a 

pedagogical research mentor who is either a university-based or a school-based teacher 

can assist the definition and elicitation of ideas that are crucial in the development of 

sustained enquiry. 

 
Dis/Advantages of web-

based technology use for 

teacher research 
mentoring (2008) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=44526598737134  

What results have emerged? * 

I have set these out in the two tables below sub-headed 
Advantages in technology use in research mentoring 

Disadvantages in technology use in research mentoring 

http://www.teacherresearch.net/
http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=40387220625195&id=2575590370759
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=61238812246582
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=97571872451875
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=69380076294188
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=44526598737134
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*Details are included in the Conclusions of this thesis. 

Evaluating the quality of 

multi media used in 

educational research 

(2008) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=25176187628113  

I offer these questions as potential determinants of quality in multimedia use; 

 How far does the multimedia assist a contribution to existing knowledge? 

 How far is the multimedia educational rather than just about education? 

 How far does the multimedia fulfill the criterion of fitness of purpose? 

 How far is the multimedia located in relation to and in dialogue with 

existing knowledge in an appropriate and relevant field? 

 How far does the multimedia enable a communicability in terms of body 
language, audio and visual that cannot be communicated in another form 

of expression? 

 How easy is it to access the multimedia; what of the quality of 

reproduction of audio and video? 

 Is it clear why the educator has used a particular piece of multimedia to 

communicate ideas at a particular time in preference to another form of 

representation for example text alone? 

(Findings regarding my exploration of multi media use are in the Conclusion.)  

  
Initiating & sustaining a 

teacher research 

community (2009) 

 

http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=93451977887612 

My objectives were to: 

* help each member of the group to understand how to research their practice by     

   developing a concise and evocative research question. 

* enable each individual to learn how to engage critically with appropriate literature. 

* understand that teacher research and action research are not necessarily the same but 

   that action research leading to school improvement is a vital and integral approach to  

   professional development. Action research is not research for it own sake ...  

* raise awareness that there are different approaches to action research - using web-    

   based technology to assist us in developing our understandings. 

The Mentor of Bath's 

Published Resource for 

Teachers-as-Learners 

(2009) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=52570385348583  

These Toolkit resources can provide focal point for the learning conversations 

between mentors and mentees. 

For example: (adapted) 

* What do I mean by teachers' learning, mentoring and coaching?  

* I'm new to mentoring teachers. I want to find out what mentoring and coaching offer. 

* How can I help teachers to express their learning, show what they know and share it? 

* How can I create simple web-pages about my own learning?  

* How have other teachers done this? 

* How do I show what I know to other teachers in my school and beyond?  

* How has colour been used to distinguish sections of the web-pages?  

* Is it better to use text, video clips or use digital stills or a mixture of three? 

Writing an online 

Learning Journal: in-

process creativity (2008) 
 

http://www.cfkeep.org/html/snapshot.php?id=3751253973461  

Creating a web-based account of my learning about my methodology with regard to 

sharing my understandings of education in Japan. 
On-going on-line preparation for the BERA 2008 Annual Conference, 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=25176187628113
http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=93451977887612
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=52570385348583
http://www.cfkeep.org/html/snapshot.php?id=3751253973461
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Heriot Watt University, Edinburgh, September 3-6 2008 

A „Reading Critically‟ 

template (2009) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=43190478666863  

Adapted from Poulson, L. and Wallace, M. (2004) 

Learning to read critically in teaching and learning, 

Sage Publications, London 

and 

Hart, C. (2003) Doing a Literature Review 

Open University/Sage Publications 

and 

Coombs, S. Critical Thinking Scaffolds 

Bath Spa University MA programme 

Appreciative Inquiry 

Journal Template (2009) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=74001974215733 

Appreciative Inquiry core principles: (adapted from Cooperrider and Srivasta, 1987) 

* Appreciating and valuing the best of "what is" 
* Envisioning "what might be" 

* Dialoguing "what should be" 

* Innovating "what will be" 

  

E-enabling dynamic 

interaction (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=76701932192502 
Teaching is essentially a spoken art and although teachers produce reports they appear 

to lack confidence in their capacity to write to different audiences, especially the 

academic. This is not to say that they are incapable of writing the academic publication, 

more that academic publication does not hold the relevance that it does the colleagues 

working in higher education. Teachers tend to lay responsibility for a lack of writing on 

a lack of time but it seems it might be more a question of culture that the problem of 

time management. 

 

E-enabling Peer 

Coaching (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=55357853002248 
However technology is used, it is important to note that teachers appreciate watching 

real situations that they can identify with. As such there for, the use of teachers TV and 

selected video clips of coaching for learning would be a useful addition to the TLA 

website. Similarly, encouraging schools to share video clips between their own teachers 

and with teachers in other schools will be useful. One of the strong points of the PEEL 

project developed in Australia many years ago, was the way that it was possible to 

watch video clips of practice and choose the commentary from the teacher concerned, 

the mentor or coach, and other experts about what was occurring as a means to 

improving practice. 

PEEL Project: Australia 

 

E-enabling Peer 

Learning (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=4533919323733 
Video is also used to record micro teaching episodes where specific peer coaching is 

being employed to improve practice against a pre-established set of TDA competences. 

Audio recording to MP3 players or Dictaphone is a useful alternative and given that 

teaching is primarily a spoken activity, the use of voice recognition software might 

become popular. 

E-enabling Peer 

Mentoring (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=40662163347623 
A review of one CUREE CPD pack was undertaken by Fletcher, S. in 2007. 

These interactive resources relate to delivering mentoring and coaching for pre-service, 

newly qualified and more experienced teachers as career long CPD. They are not linked 

to research mentoring and coaching specifically i.e. they have limited use for the TLA 

Stages of Recognition Scheme where research mentoring and coaching play a key part 

in enabling a teacher submitting work to get recognition. They are also not specifically 

'generative' and the TLA is seeking this specific activity where research mentors and 

coaches and verifiers proliferate within schools to support action research. 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=43190478666863
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=74001974215733
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=76701932192502
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=55357853002248
http://www.education.monash.edu.au/centres/peel/
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=4533919323733
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=40662163347623
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E-enabling Peer 

Verification (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=24954115343237 
I was awarded the Stage 4 level for my presentation to the Teacher Learning Academy 

Recognition of Learning scheme (2009). Here TLA criteria used and TLA comments in 

note form relating directly to elements in my submission for Stage 4 Recognition: 
 

The verifier will look for evidence in each of these criteria. Core dimensions are 

present throughout the learning journey as in all other stages. In preparing for the 

learning journey at Stage Four, evidence of the following is presented in the learning 

journal. A clear learning and change focus, identified in refined in dialogue with coach 

or mentor with consideration and analysis of: 

In the context of the teacher's role, institution, career previous professional 

development. The context beyond the teacher‟s institution. The influence of 

engagement with relevant practice of knowledge, including theory or research. 

Assumptions made, through questioning and with some synthesis of ideas from the 
evidence sources and through the development of models that will be tested. Qualitative 

and quantitative evidence an analysis of the relevance of focus, directly or into wreck 

plea to impact upon pupils learning. Ethical considerations in diversity/equality of 

opportunity have been identified and analyse. A description of the intended serious 

influence beyond immediate change includes consideration of how learning will be 

shared and the possible use of coaching and/or mentoring. An explanation of how the 

project is explicitly geared to generating your knowledge or practice and early 

consideration of the eventual publish resource. 

In planning the learning journey, at Stage Four, evidence of the following is presented 
in a plan; 

The plan includes appropriate, specific and feasible outcomes and success criteria. 

action is intended to achieve these. Resources required to achieve these including time, 

support and intellectual resources. Timescales and key dates. Sources of support and 

challenge, including use of specialist in external expertise. Progress review. When and 

how to share learning and progress with others beyond the immediate sphere of 

influence i.e. with the wider profession. Evaluation timings and actions. Detailed 

proposals for the evaluation of the teachers own learning, the impact on practice and on 

pupils and all colleagues. Clear rationale is a choice of the evaluation method and 

evidence of awareness of strengths, weaknesses and limitations of chosen methods in 
comparison with others. 

On the learning journey, at Stage Four, evidence of the following is presented in the 

learning journal. There is being consistent engagement with an analysis of the 

knowledge base and practice throughout the change activity producing; 

Critical and imaginative thinking;  

In-depth consideration of identified key issues;  

Wide ranging and deep reflection on evidence and arguments;  

Well synthesised conclusions;  

Interrogation and critical appraisal of relevant literature;  

 

All sources of information are of high quality, have been clearly identified and 

appropriately referenced (using Harvard). There is being consistent professional 

dialogue with coaches or mentor is across a range of issues arising from the change in 

learning process. The specific ways coaching and mentoring have contributed to the 

effectiveness of the change in learning has been analysed, including the role of external 

and specialist expertise. There is an analysis of the use of coaching mentoring to 

influence others practice. The plan and progress had been reviewed and monitored at 

key points, with amendments to the plan or the development of additional plans is 

required. Changes made to the plans have been explained, assessing the benefits of 
these changes and making reference is appropriate to the influence of the knowledge 

base, the practice of others, the dialogue with coach and mentor and the learning 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=24954115343237
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breakthrough. There is an analysis of the difference between the intended and actual 

outcomes using the planned approach to evaluation, which is founded upon sound data 

(quantitative or qualitative, as appropriate) and analysis. Pupil and/or colleague 

feedback data has been triangulated with other data or feedback. Key issues are being 

explored in depth. 

There is an analysis of the connection between own learning and that of pupils and all 

colleagues and that of the wider profession and lay community. There are conclusions 

about how the learning is to inform practice as a teacher and the identification of 
specific changes to practice. There is an analysis of the ways in which the work is 

innovative or provides an imaginative approach to aspect of teaching or learning and 

promotes beneficial change across a wide sphere of influence. There are conclusions 

about the effectiveness of the approach used to the evaluation. Ethical issues are being 

considered, and the approach taken to address them where necessary has been allies. 

Diversity/equality of opportunity issues within the focus precisely identified. The 

approach to securing best possible outcomes has been analysed and modified to secure 

optimal outcomes. There is an assessment of the impact, if any, of the change to 

practice upon diversity/equality of opportunity. A range of opportunities has been 

systematically used to transfer the learning and influence understanding and practice in 

professional and or lay community within and beyond the teacher‟s own school e.g. 

region, country or abroad. Evidence of impact includes feedback. There is a reflection 

on any use made of coaching and mentoring. An original published resources being 

produced which enables learning, ideas and conclusions to be effectively 

communicated to a wide range of audiences in a way that could be adopted or adapted. 

For the learning breakthroughs at Stage Four, evidence of the following is presented in 

the learning journal. A reflective and analytical account of more than one learning 

breakthrough (i.e. a critical learning incident) which explains analyses: 

How each of these breakthroughs has been important to the teacher‟s learning, that 
pupils and/or colleagues. How the plan and practice were affected in the next depths 

taken as a consequence. How research, reflection and analysis have informed actions by 

comparing approaches, theories or materials and identifying their strengths or 

weaknesses. How proactive engagement in a wide range of professional dialogue has 

supported this analysis. Sources drawn on have been identified and there is evidence of 

how theory has been applied to practice and how the results of this have been 

evaluated. (Note: My presentation also showed where I generated theory-in-practice). 

This is a link to the site map for the presentation to the TLA awarded Stage 4 in 2009: 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=86761663841793 

 
Models for eliciting 

knowledge in research 

mentoring relationships: 

 

 

1) by a research mentor: 

(2005) 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=50538576441387 
How did I assist teachers to start talking about their research? After we looked at 
some websites devoted to action research each person, in discussion with colleagues, 

developed a short presentation, which we videoed: 

* Who are you? 

* What is your own definition of action research? 

* What is your chosen area of interest to research? 

The energy and excitement in sharing ideas as we listened was stunning! One of the 

techniques I find useful is to stress that as researchers we are not committed to 

preserving our original research question - our question can develop as we learn ... 

2) by teacher 

researchers exploring 

their research 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96583899014242 
Bitterne Park Teacher Research Group 

Wednesday 18 May 2005 3.00 - 5.00 pm 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=86761663841793
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=50538576441387
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96583899014242
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methodology (2005) 

 

 

What do I mean by action research? 

What do I mean by research mentoring? 

3) by teacher 

researchers exploring 
parameters of research 

mentoring (2005) 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=81737470330426 

Teacher Researchers at Bitterne Park School: 
Spidergrams exploring Research Mentoring 

  

Research mentoring 

lecture Tokorozawa 

(2008) 

 

http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=58631571436889 
Mentoring is CPPPD: Continuing Professional, Personal and Pedagogical Development 

There are many different models of mentoring: 

Apprenticeship 

Reflective Practice 
Professional Standards 

and Collaborative Enquiry 

How can mentoring assist teachers CPD? 

* Through sharing examples of our own good practice. 

* Through discussing one another's good practice in class 

* Through seeing problems as a basis for our own learning 

* Through reflecting on teaching through systematic self-study 

* Through appreciating what we already do and building from that 

How can technology share good practice and knowledge? 

* We can access teaching resources on the Internet; 

* We can model good teaching for other teachers to watch; 

* We can video our own teaching, discuss and write about it too; 

* We can ask our students about how our teaching is helping them. 

Teacher researcher and 

students-as-researchers; 

learning together (2007) 

 

http://www.cfkeep.org/html/snapshot.php?id=83796166240979  

Exploring research techniques with student researchers: 

Sarah: What is research? 

Yr. 7 Student: Finding out information about a particular subject. 

Yr. 7 Student: Experimenting to see what different results you get in a particular  

                        subject.  

Sarah: What is the difference between high quality research and 'finding out'? 

Yr 7 student: You can go onto the Internet and just print off a whole page – but 

                      research? You read something and establish key points about the subject. 

 
Students-as-researchers, 

teacher researcher and 

mentor; co-research 

(2007) 

 

http://www.cfkeep.org/html/snapshot.php?id=40899012275877  

* In order to represent research by students about creativity in a form that could be 

shared within and beyond their school, Sarah ran a workshop for the boys to help them 

master the technique of creating KEEP Toolkit snapshots. Sarah is already addicted to 

creating these! The KEEP snapshots, which have been developed by the Carnegie 

Foundation for the Advancement of Teaching (http://www.cfkeep.org), enabled the 
boys to engage critically with their own work as well with one another‟s. This facility 

was maximised when Sarah created v-mails (video embedded in a form of e-mail) using 

KEEP technology. This allowed her to send clips of video taken during interviews of 

staff with whom the boys had worked as they researched creativity in class. Four V-

mails were circulated; one in January 2007 and three in June. 

 
Generativity in research 

mentoring; building 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=77953250778795  

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=81737470330426
http://contentbuilder.merlot.org/toolkit/html/stitch.php?s=58631571436889
http://www.cfkeep.org/html/snapshot.php?id=83796166240979
http://www.cfkeep.org/html/snapshot.php?id=40899012275877
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=77953250778795
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research capacity (2008) 

 

Sarah Fletcher works with Shane and Alex, a new generation of educational research 

mentors at Bishop Wordsworth School, Salisbury 

I lay claim to bringing together my experience as a teacher, mentor and researcher and 

developing of a new form of educational activity that can not only generates original 

rather than re-processed knowledge between teacher researchers and university-based 

researchers but can also lead to generation of a new workforce of educators as research 

mentors bridging two research populations. 

 
Ethical issues to 

consider in creating 

web-based resources 

(2009) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=59988222699601  

Teacher researchers have a specific ethical duty because they work with children and 

because, by the very nature of what they do disseminated archive of an individual's 

progress may not be desirable. There is also the question of from whom to seek 

permission when one carries out research as a teacher researcher. Should it be the child 

and if so what age they able to give an informed consent? Should it be the parent or the 

teacher making a decision on behalf of the child and if so how does one know whose 

voice is being represented in research? 

Recording and sharing 

impact evidence of 

teachers research as 

continuing professional 

development 

 

It is interesting to note that the tide of educational motivation has grown towards 

accountability and recording evidence of the impact.  This was in part to gain funding 

after a considerable amount of money to support teachers‟ research was won by Bath 

Spa University. This website/snapshot was created between 2005 and 2006.  It is 

important to note that I saw myself as a partner in working with teachers at schools. 

Examples of impact evidence are drawn from Bitterne Park School, Westwood St 

Thomas School, Bishop Wordsworth school and Hanham High.  There are extracts 

from presentations by two teacher researchers at a conference in Liverpool for the 
British Educational Research Association in October 2005.  Emma Kirby presented her 

research undertaken at Hanham High and there is also an extract from a video where 

students talk about the impact of their teachers‟ research on their learning. Several 

teachers from Bishop Wordsworth school discussed the impact of their research.  This 

web-based account of teacher research impact is highly significant because it evidences 

that teachers can not only represent, they can also disseminate knowledge they create. 

 
  
Teacher research at St 

Mary‟s School (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=99545041098767  

How do we approach developing children's creativity? 

This is an extract from the teacher’s commentary on this web-page 

We used an action research approach in asking How can we improve our children's 

creativity in school? As our focus, we are thinking not just of school as inside 

buildings, but schools as outside and inside. As we develop our project we are using 

photographs, drawings and diaries to record how creativity is developing. One of our 

most exciting outcomes will be emerging as the willow we plant together grows and 

changes our environment. 

 
A shared culture of 

inquiry at Lark Rise 

School (2007) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=59030647258303  

How far does this school's culture embrace enquiry?  

(This was the focus that the Headteacher asked me to validate in her school). 

1) The children are able to question what is being done and why. 

2) The school has a very strong partnership with parents and an open conversation 

about the work we do with their children. 

3) Children take an active part in decision making. 

My role as a research mentor was to seek evidence to substantiate such claims about the 

culture of enquiry in Lark Rise Lower School, Dunstable, Bedfordshire. My first 

challenge was to understand the values, skills, knowledge and understandings that 

characterise this culture. From that basis I began to explore how the 'culture of enquiry' 

comes about and is sustained. This web-based snapshot represents four days spent in 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=59988222699601
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=99545041098767
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=59030647258303
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school where I was enabled to wander freely and where, thanks to the most supportive 

intervention of my hosts, I was able to interview many of the key players and observe 

their interactions as a community.  

 
Research mentoring 

Emma to refine her 

research question 

(transcripts 2007) 
Invitation to analyse the 

process of my research 

mentoring in the video 

extracts and transcripts. 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96384175584078  

 

These are the questions that I ask those who view this snapshot to ask: 

 
What is happening in these 16 video clips? 

Where (if any) do mentoring interventions occur? 

What is the desired outcome of the mentor & mentee? 

What do you think the actual outcome is for mentor & mentee here? 

  
Origins of my theory and 

practice of research 

mentoring (PhD 
submission 2003) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=47161571911687  

In May 2004, permission was granted after a successful Academic Appeal for re-

examination "as if for the first time". Re-examination was still pending by 13th May 
2006, when I de-registered this thesis to register for a DPhil by publications at UWE  

 

Chapter Seven concerns construction of my „self‟ as a research mentoring educator. 

 
Educational Research 

Mentoring (DPhil 

submission 2006) 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=19157346914669  

This submission was reviewed by two external examiners in 2007   (a year after 

submission to the University of the West of England).   One examiner recommended 

progression to examination by viva.    One did not. (She made an error about the 

number of peer reviewed papers). The University failed this submission claiming the 
error was a matter of academic judgement and could not be challenged through their 

procedures. 

* A critical account of the genesis, evolution and generativity of a new paradigm of 

mentoring enabling collaborative academic + school-based practitioners' research. 

* A conceptualisation of my learning mechanism, linking my theory to my practice. 

* A justification of my scholarship in my publications with regard to Boyer (1990) 

My thesis is that Educational Research Mentoring can enable a growth of knowledge 

about teaching and learning between schoolteachers and university-based researchers.  

 
Mentoring and coaching 

along my learning 

journey as a research 

mentor (2008) 
 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=85458067791032  

 

Through my experience of being a research mentor and a research mentee working in 

schools and in higher education, I believe that I have furthered my understanding about 
the nature of mentoring and coaching. I would certainly not claim that I know all that 

there is to know. I have learned that in order for a relationship to work effectively it 

needs to address not only skills would also value is understanding and knowledge. 

Responsibility for its functioning lies not just with the mentor or the coach, but also, 

simultaneously, with the mentee or client. I have realised that while one needs to be an 

expert teacher and researcher in order to become a research mentor or research coach 

the capacity to be such a manager or coach cannot be entirely learned and reflects as 

much the genetic makeup and personality of an individual has the schooling that they 

experience. Some people are naturally more empathetic and sensitive to others‟ needs. 

 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=96384175584078
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=47161571911687
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=19157346914669
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=85458067791032
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6.8 Conclusion 

 

In this chapter, I have investigated the growth of my learning through my (peer 

reviewed) publications. Section 6.1 provides an overview of the various research 

approaches that I have used to frame my own research and my publications. In 

sections 6.2 through 6.6, I detail my publications between 1992 and (in press) 2012, 

analysing their content with regard to the growth of my own theory and practice in 

research mentoring. Section 6.7 offers a selection of the web-pages that constituted 

my submission for TLA Stage 4 Recognition. Many of these are accessible in hard 

copy format in Appendix One. In a sense I feel that in 2011 I am travelling full circle. 

I started out as a novice lecturer just learning how to write for publication and now I 

am just learning how to be editor in chief for a new mentoring and tutoring journal! 

 

It has been my intention to create a bridge through my research mentoring between 

school-based and university-based research. It has not been easy but using web-based 

technology has made it enjoyable. In order to make my publications accessible to my 

target audience, I have deliberately sought publication in a wide range of books and 

journals. There are practical handbooks and there are theoretical papers in journals but 

they are, above all, a reflection of my practice as a teacher, a researcher and a mentor.  
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Chapter 7: My public works; a critical review 
 
7.00 Overview 

 

This chapter is an investigation about my evolving understanding about research 

mentoring, theory and practice, through critical examination of my writings and 

presentations for public review. As in Chapter 6, where I looked at several peer 

reviewed publications, I can discern influences, which have shaped my learning. 

 

7.1 Introduction 

 

In this section, I explore the significance of my public works (not peer reviewed 

publications but conference presentations etc.) for my learning and for research 

mentoring as a relationship that supports teachers‟ enquiries from 1992 onwards.  

 

7.1.1 Educational research mentoring in my public works 

 

In 1992, I was a teacher in a large upper school in Bedfordshire, teaching French and 

Spanish to students between 13 and 19 years of age. My role as head of faculty was to 

provide professional support for teachers. I welcomed the opportunity to be a mentor 

and I undertook self study of my practice as part of my (successful) submission for 

the CNAA award in Structured Mentoring. This has greatly influenced my thinking. 

 

7.2 Public works 1992 - 1997  

 

For each public work I set out the significance for my own learning and also for the 

bigger picture; for the mentoring and subsequently research mentoring I undertook. 

 

7.2.1 Mentoring; a reflective log 1992 
 
Significance for my learning Significance for research mentoring 

 What comes over is my passion for 

mentoring while I was in school as a 

collaborative process and my role as 

a personal and professional support. 

 I explain that I am hoping to make a 

video to assist in schools‟ mentoring 

for beginning teachers. Ironically I 

find myself referring to literature 

such as Donald Schon‟s educating 

the reflective practitioner.  I stress 

that as a mentor I am also a learner! 

 Mentoring is not just an activity that 

coincides with teaching.  It is a vital 

ingredient in my professional life… 

 

 I explain the mentor training 

programme I underwent and details 

of how I engaged with my mentee. 

 We focused on using her planning 

framework, teaching performance 

and her lesson organisation skills. 

 During the mentoring my mentee 

watches me with the following as 

this assisted her in critically 

engaging with my own practice. I 

recall learning how to deal with a 
difficult situation by using the first 

person plural „we‟ and this helps me 

to deal with a difficult situation. 

 

7.2.2 Where is the ME in mentoring? 1994 
 
Significance for my learning Significance for research mentoring 

 I wrote this just after I left school 

and remember thinking it would 

make a useful introduction to an 

 This is clearly addressed to other 

potential mentors and I was then 

intending to write a book about 
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(academic) publication later on.  

 When it was fiercely criticised as 

being „parochial‟ I felt devastated. 

 I needed to be research mentored! 

mentoring. This is one of my first 

attempts at an introduction for one. 

 It's a passionate piece arguing that if 

you don't want to be a mentor don't.  

 

 

7.2.3 Mentors may speak, but who will lend an ear? 1994 
 
Significance for my learning Significance for research mentoring 

 This is the genesis of my career long 

passion for teacher research and 

specifically for mentors to express 

their perspectives about involvement 

in their professional development. 

 I wrote it after being informed at the 

University of Bath that nobody was 

interested in anything that I had 

been researching before I arrived. 

 This is where I am beginning to 

explicate my value that mentors 

should voice their perspectives. 

 I am astonished how forthright I 

clearly was in expressing my own 

views but as a senior member of 

teaching staff and previously well 

respected for my knowledge about 

mentoring I was stunned to hear I 

knew nothing that was of interest to 

or use as research in a university… 

 

 This charts the impact of Kenneth 

Clarke's speech in 1992 where 

secondary school teachers were 

given a far more major role in 

training „would be‟ teachers. 

 It is written from a standpoint of a 

mentor and this will not have been 

published previously since it does 

indicate that mentors‟ voices were 

not being significantly valued in HE. 

 I call for a national forum for 

mentors and I voice concern the 
Academy is apparently not very 

interested in listening to school 

based practitioners.  I even cite 

Tomlinson (1995) saying that  

teachers have had little occasion, 

time or encouragement to express 

their views on school's contribution 

to initial teacher education… 

 

7.2.4 Mentoring; the double helix 1995 
 
Significance for my learning Significance for research mentoring 

 I wrote this just after learning that it 

was the Head of Teacher Training at 

the University of bath who had 

rejected my solo authorship of 

Working With Your Student 

Teacher. He told me that he was 

feeling very tired when my proposal 

arrived and didn‟t give it attention. 

 That experience goes some way to 

explain why I was so passionate to 
hear the voices of teacher as 

researchers listened to alongside the 

voices of academic researchers.  

 There is a very interesting section on 

page 5 where my own stages in 

moving from school to HE and from 

class teacher to researcher.  This 

forms the basis for much of my later 

life is interesting to find out so long 

as teachers refrain from expressing 

their perceptions of their role, some 

members of the higher education 

community will assume that they 

tend not to be able to conceptualise. 

 Written in 1995 and reflects on 

Mike Berrill‟s article in the 

Cambridge Journal of Education 

where he laments the lack of 

perspectives on school based teacher 

training emanating from schools. 

 It was Tomlinson in 1995 who 

lamented that teachers failed to 

articulate their teaching rationale. 

Sadly, in my experience, this was 
compounded by some academics‟ 

refusal to value teachers‟ learning.  

 This paper asks what does higher 

education want in partnership with 

schools?  What do school want from 

partnership with higher education?  

What are the barriers to effective 

partnership from a management 

standpoint?  I quote Furlong in 

Yeomans (1994) who says that 

mentors in schools do not know how 

to do the job because it is not only a 

demanding one but also different 

from anything they have done before 
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 I quote some of the insults thrown at 

me when began work as a lecturer 

including Do you think that you're 

sufficiently academic to work here? 

 

and also that lecturers based in 

universities/colleges do not know 

how to do the job as it is different 

from anything they've done too. 

 

7.2.5 ITE; Questions beyond the cross roads 1995 
 
Significance for my learning Significance for research mentoring 

 I was expressing my perspective as a 

mentor who had recently left school 

but could not get this paper accepted 

for publication because journals felt 

the issue had already been raised.  

 In fact, it had been raised (by HE 

colleagues in 1992). School-based 

mentors had never been consulted. 

 This led me to feel disempowered as 

an experienced mentor practitioner. 

It felt as if academics were listened 

to more than mentors would be and 
that motivated me to do all I could 

to assist mentors to voice opinions 

about their role at a national level. 

 Working with mentors researching 

their work enriched my knowledge 

of mentoring with novice teachers. 

 I am astonished how forthright I was 

in expressing my views about the 

move to school based ITT in 1992. 

 

 I called for a consultation among 

teachers in England to find out how 

they felt about being expected to 

mentor novice teachers in schools. 

 It began to dawn on me that I was in 

a minority as a teacher researcher 

who had become a researcher in HE. 

Having the benefit of records I had 

retained when I was a school-based 

mentor has enriched understandings 

of how to research mentor mentors. 

 A first cohort of teacher researchers 
with whom I worked, were mentors 

for the novice teachers in my PGCE 

tutor group and I encouraged them 

to undertake enquiry with novice 

teachers about effective teaching. 

These mentees peer mentored too. 

 What counts as knowledge about 

mentoring is largely determined by 

academic researchers (not mentors). 

 

7.2.6 The need for teacher induction 1995 
 
Significance for my learning Significance for research mentoring 

 I gave this presentation at BERA 

soon after leaving school. It reflects 

astonishment that nobody seemed to 

be considering that teachers in a first 

post need mentoring as part of ITE. 

 

 Teachers do not need to be highly 

experienced before they can usefully 

start to research their own practice.  

 Learning to research as part of the 

process of learning to teach works! 

 

7.2.7 Motivation and mentoring 1995 

 
Significance for my learning Significance for research mentoring 

 This paper was presented in 1995, a 

year after I became a lecturer at the 

University of Bath at the inaugural 

conference of BERA + European 
Educational Research Association. 

 once again it refers to my interests in 

motivation and it is my attempt to 

ground research about mentoring 

within a socio-biological framework 

because existing research seemed to 

exist in a kind of ungrounded way.  

 I draw on my experience as a mentor 

 I start my defining motivation in 

terms of sociobiology roots, then in 

sociological and then psychological 

terms referring to Maslow‟s 1968 
hierarchy of needs, which has been 

the underpinning framework of 

many of my subsequent articles. 

 I refer to the work of Kelly, Beck 

and ap Thomas and also Kerry and 

Shelton Mayes as I explore a notion 

that mentors require mentoring too.  

 I draw on my survey carried out in 
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within the licensed teacher scheme 

where I had mentored five teachers. 

 This paper offers a brief history of 

my own experience of mentioning in 

an upper school between 1992-4. 

 Rewards for my mentoring were not 

financial - resources were given to 

my department and I was expected 

to juggle my priorities all the time.  

June 1995 across a hundred mentors 

(reported in my gender/mentoring 

paper); and to my own research 

studies are carried out in Spain in 

1995 when I discovered a highly 

successful programme where the 

mentors were selected by individual 

novice teachers and mentoring was 

considered to be a great privilege. 

 

 

7.2.8 Gender, Mentoring and Motivation 1996 
 
Significance for my learning Significance for research mentoring 

 I was being employed as a modern 

languages advisor for schools by 

Dorset Local Education Authority as 

well as being a full time lecturer. 

 At the time I was being supervised 

by James and preparing a thesis on a 

comparative study of two forms of 
school-based initial teacher training.  

 At this time in my career I felt very 

much a champion of mentoring.  I 

was aware that I was working in a 

rather hostile environment where 

mentoring in school was seen as 

having deprived many university 

staff of employment as trainers.  

 This study was my attempt to learn 

how to „do‟ quantitative research. 

Feeling that I needed to master the 

techniques of „academic‟ research 

was important as I felt that I would 

perhaps be accepted as an academic 

researcher if I showed I could do so. 

 Jack Whitehead showed me that I 

could employ other approaches and 
learn to „do‟ qualitative research.  

 This paper is an attempt to 

understand school-based mentors 

perception of their work in initial 

teacher training reports on initial 

investigation into the differences of 

perception between male and 

female, novice and experienced 
mentors of their activities.  My 

intention in undertaking research 

was to understand how differences 

in gender might contribute to 

maximising the potential of a 

mentoring situation for both the 

mentor and mentee in school. 

 One of my main intentions was to 

provide a mouthpiece for school-

based mentors by collating their 

accounts of their mentoring here. 

 This is a preliminary survey of the 

field questionnaires sent out to 

mentors in schools and there was a 

62% response, which was very 

encouraging.  Research was carried 

out across the University of Bath 
placement area for novice teachers.  

 

 

7.2.9 All change? 1996 
 
Significance for my learning Significance for research mentoring 

 It was written in 1996 but contains 

material that I recorded within three 

months of starting work as a lecturer 

in higher education (in 1994). 

 I reverted to list writing and found 

the lack of a handbook for guidance 

for a novice lecturer very difficult 

because I was used to working in a 

highly collaborative way in school. 

 This paper replaced attendance at 

some of the University‟s induction 

sessions for novice lecturers. 

 I write that I could not understand 

the hierarchy in the Department of 

 This is very reflective piece about 

my major career change and what I 

learnt about myself is a major factor 

in how I mentor novice researchers.  

 The feeling of disorientation and 

sensitivity as well as excitement 

experienced by a novice researcher 

requires the research mentor to be 

more than a research method tutor 

and nurture the novice‟s dreams 

while helping him/her to cope. 

  Helping the novice researcher to set 

(manageable) short, medium and 

longer term goals that are flexible 
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Education as easily as in schools. 

The rotation of managerial roles 

appeared somewhat random to me 

and I was trying to set some goals 

for myself especially re. my PhD. 

enough to be modified is important. 

 Bearing in mind that teachers may 

not want to research but feel obliged 

to because of peer pressure is worth 

considering as a research mentor…  

 

 

 

7.3 Public works 1998 - 2002  

 

By 1998, I was running the PGCE programme in modern languages at the University 

campus in Bath, having handed over responsibility for managing their outstation . My 

PhD supervisor had left Bath University and so I was preparing a critical commentary 

to accompany some of my publications as a (staff) Mode B PhD submission in 2003. 

 

7.3.1 A Role for visualisation in the education of pre-service teachers? 1999 

 
Significance for my learning Significance for research mentoring 

 This paper was my first presentation 

at the American Educational 

Research Association in 1999 and I 

wondered if anyone would be 

interested about what I knew. 

 I recall great excitement in 

identifying the paper by Leondari et 

al about the link between possible 

selves, academic performance, self 

esteem and persistence on task. 

 Overtones of my MA on motivation 

 The construct of possible selves and 

embedding visualisation as a way of 

rehearsing behaviours and refining 

goals have been a major aspects of 

my practice & theory of mentoring. 

 I explore potential of visualisation 

not only for mentees but also for 

mentors and the thinking behind this 

paper is replicated in the my Career 

Development publication submitted 

after AERA conference feedback. 

 

 

7.3.2 How do we improve our teaching as teacher educators? 1999 
 
Significance for my learning Significance for research mentoring 

 At this point, I was exploring the 

interaction of internalised dialogues 

and how they aligned with and 

differed from dialogues I was having 

with both mentors and mentees. 

 I explain how I research my own 

practice by asking questions; 

listening to dialogues in my head; 

listening to what my students are 

telling me verbally and nonverbally; 

using digital video images and I ask 

myself Do I have evidence that I am 
influencing anyone's learning? 

 This led to a publication with Jack 

about exploring the self as a living 

contradiction where we investigated 

the internalised and externalised 

dialogues we engaged in during our 

practice as teacher educators. 

 There are parallels between research 

by Professor Ikuta and this paper. 

 I can see how my research was very 

useful in enabling me to understand 

how mentees as well as mentors 
engage in internalised dialogues and 

how these influence relationships.   

 

 

 

7.3.3 Insights; using imagery in initial teacher education 1999 
 
Significance for my learning Significance for research mentoring 

 I can see that I am deeply reflective 

about my tutoring for the PGCE. 

This has come to replace the 

 It appears to have been written in 

1999 and is again as precursor to my 

publication in Career Development 
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commitment I felt as I taught 

children in schools for 20+ years. 

 The learning that I amassed in 

exploring visualisation was most 

useful when I was asked to tutor a 

group of undergraduate students in 

their Coach Education programme. 

 

International in 2000. It was a paper 

that I gave to other PGCE tutors. 

 As a mentor and as a mentee the 

ability to visualise events as well as 

hear and generate accounts of them 

has a crucial role to fulfill in one‟s 

own and other‟s self actualisation.  

 

 

7.3.4 Creative Ways to work with Novice Teachers in secondary schools 2000 
 
Significance for my learning Significance for research mentoring 

 I presented to an audience at a major 

conference organized by the TTA 

(Teacher Training Agency).  

 I drew on my current experience of 

integrating self study action research 

into mentoring for the initial teacher 

education of PGCE student cohorts. 

 I called for novice teachers to be 

valued for pre-existing learning 
rather than being regarded as raw 

beginners in the process of learning 

teaching in secondary schools. 

 

 There was considerable opposition 

to my proposal to enlist the support 

of members of the living theory 

research group including Whitehead. 

 This was a surprise as I previously 

believed that living theory was a 

universally popular approach to 

action research and thus mentoring. 

 The conference raised my awareness 
that novice teachers can and should 

contribute to mentors‟ professional 

development as well as their own. 

 

 

7.3.5 Using Video to Enhance Practice as Teacher Educators 2000 
 
Significance for my learning Significance for research mentoring 

 I was invited to present my work to 

colleagues in the PGCE programme 

at the University of Bath. 

 It came as some surprise that other 

tutors were not using video to assist 

them in reflecting on their teaching. 

 

 I realized the sensitive nature of 

using video in teaching sessions 

where the focus was on the tutor‟s 

learning as well as on an audience‟s. 

 The practice of embedding video in 

mentoring was well received here. 

 

7.3.6 Visions of excellence: Possible Selves 2000 
 
Significance for my learning Significance for research mentoring 

 I co-presented with Katherine Childs 

who was using very similar 

techniques to me with imagery 

embedded in mentoring but she was 

working in a completely different 

educational context (with young 

adults who had learning problems). 

 Together, we discussed how we 

might enable learning by adults 
through personalised goal setting 

and this has shaped my practice. 

 

 Katherine‟s concept of mentoring as 

a mirror and goal setting activity 

influenced my understanding of 

mentoring in schools and hence of 

research mentoring for teachers. 

 The impact of internalised dialogue 

(the way we talk to ourselves) is 

crucially important as we research 

mentor and this was a forerunner to 
my development of an Appreciative 

Inquiry approach within mentoring. 

 

 

7.3.7 Using Digital Video to Improve Mentoring in ITE 2000 
 
Significance for my learning Significance for research mentoring 

 This was a presentation to  Around this time I was 
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colleagues at the Graduate School at 

a nearby University. 

 Several of them were researching 

the use of video and it was a lively 

conversation, which inspired me. 

experimenting with videoing my 

tutoring with my PGCE group. 

 This provided a stimulus and a 

model for mentors and novice 

teachers to use video in lesson. 

 

 

7.3.8 Improving mentoring with action research & digital video technology 2001 

Significance for my learning Significance for research mentoring 

 My paper for the CiLT conference 

(publication from this) grew out of 

working with PGCE students in face 

to face and in e-mentoring sessions 

where we explored the feasibility of 

using digital video to support self-

study. From my students, I learnt 

how and when to introduce the idea 

of action research in the PGCE. 

 

 Possibilities for tailoring PGCE 

work around learning to teach as 

collaborative enquiry between 

novice teachers, school-based 

mentors and HE tutors emerged as 

the basis for Educational Research 

Mentoring, where digital technology 

assisted teaching techniques as well 

as assisting mentors‟ development. 

 

 

7.3.9 Underachievement among boys at KS3 2001 

 
Significance for my learning Significance for research mentoring 

 This was a public presentation as a 

validation event for a project I led 

between Torfaen LEA and Bath 

University. 

 I was collaborating with two 

colleagues in the Department. 

 

 This project provided challenges as 

we were working with teachers in a 

failing as well as in a highly 

successful school. 

 Our role was to enable teachers and 

LEA staff to undertake research. 

 

7.3.10 Mentoring and Action Research 2001 
 
Significance for my learning Significance for research mentoring 

 The PowerPoint presentation I 
created for this presentation enabled 

me to learn to embed photo images 

as well as text in PowerPoint slides. 

 I use my definition of mentoring 

„concerned with continuing personal 

as well as professional development‟ 

in the context of mentoring that is 

integrated with action research. 

(Living Educational Theory). 

 The use of vignettes of mentoring 
with an action research approach 

works effectively to convey the 

potential benefits of this approach 

for novice teachers and mentors. 

 At this point in my research I was 

still relatively unaware of other 

kinds of approach in action research 

though my knowledge of different 

models of mentoring was wider. 

 

 

7.3.11 Beyond Parochialism 2002 
 
Significance for my learning Significance for research mentoring 

 Presented in 2002 at AERA, this 

was my final engagement with 

living educational theory as the 

preferred approach to action 

research is in my presentation and 

draw attention to the shift from 

developing effective practice to 

 I draw on Whitehead‟s research and 

even refer to the authors Hirst and 

Peters he cites.  There are sections 

relating to how living contradiction 

is transformed through practice and I 

was clearly influenced by a living 

educational theory culture/language. 
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competence-based accountability.  

 I have adopted a mode of expression 

favoured by some living educational 

theorists without questioning. My 

language is verbose and formulaic. 

 I consider myself a mentor even 

though I am not employed to be. 

 There is a most extraordinary shift 

from believing that I was enabling 

all of the beginning teachers to be 

well equipped to teach in schools by 

examining their own professional 

values to a place of doubting it later. 

 

  My values and commitment to 

offering possibilities for sharing 

knowledge between teachers and 

mentors emerges as I explain how I 

try to help other mentors to improve 

their practice. I stress collaboration 

is a key factor for our development. 

 Over emphasis on action research 

damaged some of my mentoring 

relationships with PGCE students. 

 Integrating personal/professional 

care must figure equally within 

supporting enquiries by teachers. 

 

 

7.3.12 Ethics, Value and Validity in self-study 2002 

 
Significance for my learning Significance for research mentoring 

 In 2002, I was engaged in exploring 

ethical tensions arising in my own 

self-study action research and how I 
might represent my knowledge in an 

open, honest way that would not 

compromise my employment as a 

researcher and as a PGCE tutor. 

 I was invited to contribute to a 

symposium at the American 

Educational Research Association 

Annual Conference on the theme of 

value and validity in self-study but 

then was too ill to present in person. 

 

 The notion of anonymity and 

confidentiality is challenged by self-

study action research and my work 
as a research mentor, undertaking 

self-study, impacted on a heated 

debate about what should or should 

not be divulged in research and 

writing my thesis for submission. 

 The discussion on ethical stance 

became of paramount importance as 

I mentored teacher researchers to 

investigate their own educational 

practices through their self-study. 

 

7.4 Public works 2003 - 2007  
 

I retired from working full time at Bath University in 2006 after three years of ill 

health. In 2004, I became a part time lecturer at Bath Spa University and I left at 

Christmas in 2006. From there I developed my research mentoring consultancy. 

 

7.4.1 Chapter 5 ‘Mentor Self’ 2003 
 
Significance for my learning Significance for research mentoring 

 This was a chapter in my thesis 

created in 2003 for examination by 

the University of Bath as part of a 

PhD submission. (The submission 

was examined by wrong criteria). 

 I describe my experience of working 

with five teachers as their mentor 
simultaneously in a large school. 

 I make a conscious effort to listen 

very carefully to the mentee as they 

express their professional personal 

values as an educator and do my 

utmost to focus my questioning of 

my guiding on enabling mentees to 

develop their own understanding. 

 I write that mentoring is far more 

than apprenticeship as soon as it 

begins to become educational.   

 It is never usefully divorced from 

personal considerations and from 

nurturing as mentoring is a holistic 

process where leading consists of 
assisting the other in addressing the 

questions they seek to answer as 

well as imparting information.   

 It is important, in my experience, for 

the research mentor to have some 

expertise in teaching in a research 

mentoring relationship to support a 

mentor in changing a professional 
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My definition of mentoring is about 

working to one another's strengths.  

Ironically, at this point I was still 

intent on using a living educational 

theory model of action research, 

which starts out from a problem.  

context in which they are working. 

 Although mentoring can be „neatly‟ 

expressed in some models including 

my own in reality it is relational, is 

fluid, needs flexibility and intuition 

and there are no fixed ways to do it. 

 

 

 

Extracts from Mentor Self (above) have been reproduced over the next few pages. In 

order to preserve the integrity of the original numbering scheme I have retained the 

original reference points. However, for purposes of examination at Waseda University 

the table, below, shows how the figures and models relate to illustrations in my thesis.  

 

(Waseda thesis submission)  (Original numbering system) 

Figure 10 Figure 1 

Figure 11 Figure 2 
Figure 12 Figure 3 

Figure 13 Model 1 

Figure 14 Model 2 
Figure 15 Model 3 

Figure 16 Model 4 

Figure 17 Model 5 

These figures and models (and the corresponding numbers) were part of Chapter 5 

(Mentor Self) in my submission by publications to the University of Bath in 2003. 
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Theoretical Representations of Mentoring 
 

Figure 1: School-centred mentoring for ITT 
This model replicates my practice as a Licensed Teacher Mentor 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

Mentoring as creative catalyst 
for improving teaching and 
learning by mentor and mentee 
and thereby potentially for 
improving their students’ 
learning. 

Trainee 
Teacher 

Mentor 

How does this model emerge from my practice as a mentor under the Licensed Teacher 
Scheme operating in Bedfordshire in 1992? 
 
I notice how isolated the interaction between mentor and mentee is in this model.  There is no 
indication of context or direction in the mentoring although the realisation that mentoring can have a 
direct influence of students’ learning is evident.  This model is very similar to the ones used by my 
trainers within the Licensed Teacher Scheme. With LJ I was often called in as a kind of peacemaker in 
her class.  She wanted me to be the manager that she felt inadequate to be. 
Management support from senior staff was virtually non-existent.  It came from other mentors in the 
Bedfordshire Scheme and my tutor. 
 
My account of work with LJ can be found in Chapter Five. 
 
With PJ, I was the restrainer at times – she was almost out of control at some points and acting 
unprofessionally by undermining my work as a mentor by ridiculing my presence as an invited 
observer in her class. She was difficult to work with and refused to attend HEI sessions that became 
an integral pat of the Scheme.  Effectively we worked alone. Because of the shortage of teachers of 
languages senior management insisted on keeping her on as a teacher although she failed assessment. 
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Figure 2: University and School-based mentoring for ITT  
This model replicates the PGCE partnership I joined as a PGCE tutor in 1994. 

 
 
 
 
 

Mentoring as creative catalyst 
for improving teaching and 
learning by tutor, mentor and 
mentee and thereby potentially 
for improving their students’ 
learning.  The tutor becomes the 
traditional validator of new 
knowledge thus created 

How does this model relate to my practice as a mentor when I joined the PGCE team in the 
Department of Education at the University of Bath in 1994? 

 

The idea of a novice teacher was familiar though under the Licensed Teacher Scheme to trainees 

assumed responsibility for class teaching from the outset.  Though in training, novices were still 

effectively teachers and many had experience of teaching in other contexts prior to joining the 

PGCE programme. Responsibility has moved increasingly from the HEI tutor to become a 

shared enterprise between the school-based mentor, the HEI based tutor and the novice teacher.  

This shift is evidenced by the increasing requirement that novices take responsibility for creating 

their own Professional Development Plan (PDP). 
 
 
 

Mentor 

HEI Tutor 

Novice  

Teacher 

Mentor 
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Figure 3: Research mentoring as a catalyst for co-enquiry 
This model replicates my growing involvement as a research mentor for ITT – for example as 

consultant at workshops for the Macmillan College in Middlesbrough in January 2002 where novice 

teachers and their mentors were working with me. 

 
 
 
 
 

My understanding and 

experience in mentoring was 
moved on by the realisation 

that if all participants 

embraced a model of self-

study action research they 

could learn together. This just 

what happened in 1997-9 

PGCE where MFL mentors 

researched their own practice.  

Paula‟s and Beryl‟s work.  

Mentoring as enquiry to 
improve learning. 

A culture of co-enquiry grows where all three 
participants are seeking to answer questions of the 

kind: How can we improve our own and our students‟ 

learning?  A research mentor who suggests suitable 

methodologies for the three parties to undertake their 

own research enhances the culture. 

  

Novice  

Teacher 

Mentor 

Tutor 

Mentor 
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Figure 4: Research mentoring as a catalyst for co-enquiry. 
This model replicates my growing involvement as a research mentor for CPD  – for example as 

research mentor for 2 Best Practice Research Scholarship 2001-2 and for 29 BPRS holders in 2002-3. 

 
 
 
 
 

Finally we come to the mode 

that arose when I worked with 

novice teachers and their 

mentors in 2000-1 where the 

novice teachers in the MFL 

programme and their school 

based mentors adopted an 

action research approach to 

improving their practice.  They 

became virtual co-teacher-

researchers and advised and 

supported one another. 

Mentoring as enquiry to 

improve learning. 

A culture of co-enquiry grows where all three 

participants are seeking to answer questions of the 

kind: How can we improve our own learning?   

A research mentor who suggests suitable research 

methods for the experienced teacher and pupils to 

undertake their own research enhances the culture. 

  

Teacher as 

researcher  

Research 

Mentor 

Pupils as 

researchers 

Mentor 



116 
 

Model 1:  

 
Fletcher, S. & Calvert. M. (1994) Working With Your Student Teacher (page 71) 

 

 

My first experience of action research came from Mike Calvert.  I owe him a debt for making an overt 
connection between the PGCE course and school-based research.  In his model, however the mentor did 

not occupy not the key role but rather the HEI tutor.  This meant that the other stakeholders held the tutor 

in a kind of reverence augmented by their role as assessor.  The action research cycle is neatly cyclical 

and I came to wonder why my own mentoring did not fit such a neat unproblematic profile.  There is no 

evidence of personal responsibility in this model – no „I‟ accountability as there is in Whitehead (1989). 
 

Design 
Solution 

Consider Implication 

Evaluate Effectiveness 

Implement 

Solution 

Current 

Practice 

 

Define Solution 
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Model 2:  
 
Whitehead, A.J. (1989) „Creating a living educational theory from questions of the kind, 
„How can I improve my practice?‟ Cambridge Journal of Education, 19 (1) 41-52 
 

Action research enables the learner to approach questions of the kind, “How do I improve my 
practice?” in the spiral form of: 
 

 Expressing concerns when values are not fully lived in practice 
 Imagining an action plan and the kinds of data which will need collecting to 

enable a judgement to be made on the effectiveness of the actions 
 Acting 
 Evaluating 
 Modifying the concerns, plans and actions in the light of the evaluations 

 
My interpretation (2000) of Whitehead’s model of action research

The most striking feature of Jack Whitehead‟s model is the self-study where the living “I” as he puts it (1989) asks how 

to improve.  This is a marked departure from the model Calvert included in Working with Your Student Teacher.  

Research is no longer undertaken on but by the individual. 

How can I collect data to 

evidence any claim that I am 

improving my practice as an 

educator? Evaluation and modification of my 

practice in the light of evaluations of 

my actions. 

Public validation 
and dissemination 
of my claims to 

have improved my 
practice by living 
my values more 
fully. 

I have a concern.  How can I 

live my professional values 

more fully? 

Embodying changes in my 

practice and systematically 

collecting data to synthesize into 

evidence of improvement  

Action plan: What can I do 

to embody my value in my 

practice? 
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Model 3:  
 
My model of action research integrated with mentoring (2001)  
Integrating Mentoring and Action research for novice teachers.

My model of collaborative self-study merges from Whitehead‟s as I integrate mentoring (Fletcher, 2000) with self-study 

action research (Whitehead, 1989) I have shifted the initial focus from, “ I have a problem” (in the light of working with 
trainees who found this unmanageable and/or off-putting) to “What are my professional values?”  If I am to encourage 

trainees to keep in touch with the reasons for coming into the profession, I need to help them explicate and refine their 

own professional values. 

How can I manage the data I 
collect with my mentors help 
to enable me to meet TTA 
standards for QTS? 

What are my professional values 

as a novice teacher? 

How can my 

mentor help me to 

collect data and 

validate evidence 

of my progress? 

How can I synthesise data 

into evidence that I am 

living my core value and 

meeting the TTA‟s 

standards? 

What kind of data do 
I need to see if I am 
embodying my core 
value in my practice? 

How can I create a portfolio of 

evidence that my PGCE tutor 

and my mentor can validate as 

evidence of my progress? 

Potential for professional 

development for the mentor 

working with the novice as 

they undertake collaborative 

enquiry. 

How can I embody one 

value that matters most 

to me, as I become a 

teacher? 

What have I learnt about 

the process of researching 

my practice as a teacher? 
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Model 4: 

 
My model of action research integrated with mentoring (2002-3) Unpublished prior to my 
thesis. An emerging model as I prepare to undertake research mentoring with 29 DfES funded 
teacher researchers (Best Practice Research Scholarships, 2002-3) 
 

 

 
 
 
 
 
 

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 

 
 
 
 
 
 
 

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 

 
 
 
 

My model of the role of a research mentor working alongside a teacher researcher through self-study action research 

emerges!  Notice how I have incorporated the work by Markus and Ruvolo et al, in my study by focusing on the 

visualisation of a positive, possible self.  This, I believe, is the key to linking a theoretical study of one‟s own professional 

development, which is then applied to practice to a model where the embodied self as goal arises from practice and is 

attained through living theory. Mine is an original and communal model of self-study facilitated through mentoring.   

Potential for personal and 

professional development for 

the research mentor through 

working with the teacher 

researcher. 

 

How can I 

live my core 

values fully in 

my practice to 

help my 

students and 

myself to 

learn? 

Visualise a 

possible 

positive self. 

 

 

Do I have any evidence that I 

embody these in my practice as a 

teacher? How might I improve my 

teaching and learning? 

Validation/dissemin-
ation of action 
research I undertook 
with evidence of my 
improved  
practice  

Work towards 
realising the 
possible self I 
envisaged who 
embodies my core 
value.  Systematic 
data collection  

Synthesis of data to 

support claims that I 

am living my core 

professional value and 

assisting students and 

myself to learn better 

How can I collect data to 

synthesise into evidence that I 

embody one core value and 

help students and myself to 

learn? 

 

What are my core 

professional values? 
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Model 5:  

 
My model of Research Mentoring emerges which integrates my concept of mentoring 
(Fletcher, 2000), the possible selves construct integrated into mentoring (Fletcher, 2007) and 
an Appreciative Inquiry approach to action research integrated in research mentoring 
(Fletcher, 2008) and becomes Educational Research Mentoring: 
The impact of mentoring on action research cannot be underestimated. The guidance and 
support that I have received has led me to believe in my future research and removed any 
fears or preconceptions that I may have had. Sarah has smoothed the way; helped me to give 

my work direction and filled me with the confidence to carry out action research. 
Catherine Meacher, BPRS researcher (Wiltshire Journal of Education, Summer 2002) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

What are our core 

professional values? 
How are we embodying our 

values in our practice as a mentor 
and as a teacher who researches? 

How might we learning? 

How can I live my core 

values fully in my practice 

to help my students and 

myself to learn? Visualise a 
possible positive self. 

 

 

How can I collect data to 

synthesise into evidence that I 
embody one core value and 

help students and myself to 

learn? 

 

Work towards realising 

the possible self I 

envisaged who embodies 

my core value.  
Systematic data 

collection  

Synthesis of data to support 

claims that I am living my core 

professional value and assisting 

students and myself to learn better 

Validation/dissemination of 

action research I undertook with 

evidence of my improved 

practice  

Potential for personal and 

professional development 

for the research mentor in 

working with the teacher 
researcher. 

 

My model of the role of a research mentor working alongside a teacher researcher through self-study action research 

continues to evolve I incorporate my own concept of mentoring as continuing professional and personal development 

(2000),  et al, in my study by focusing on the visualisation of a positive, possible self.  This, I believe, is the key to 

linking a theoretical study of one‟s own professional development which is then applied to practice to a model where the 

embodied self as goal arises from practice and is attained through an Appreciative Inquiry approach to action research.   
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I note how the model of action research explained by Mike Calvert in our publication 

in 1994 evolves into an interpretation (2000) of the living educational theory model of 

action research. This model has evolved to this position (2011).  Evolution continues. 

I would say that the critical engagement that was a necessary heart of my practice as a 

PGCE tutor has fundamentally shaped my practice as a research mentor for teachers. 

 

7.4.2 Mentoring, action research and critical thinking scaffolds 2004 
 
Significance for my learning Significance for research mentoring 

 Working with Steve Coombs as my 

line manager enabled me to create 

and pilot an MA module around a 

research mentoring model that I 

wrote about in the thesis that I had 

submitted (to Bath University). 

 Since working with Steve I have 

learned to develop critical thinking 

scaffolds to embed into research 

mentoring and to organise my own 

research. His influence is evident 

here in the framework that I have 

used to reflect on my writings. 

 Useful as they are I have learned 

that critical thinking scaffolds can 
become restrictive as they may be 

limiting how some teachers need to 

express knowledge that they create. 

 This paper was presented with 

Steven Coombs from Bath Spa 

University College whose research 

into „knowledge elicitation‟ has 

shaped how I have used web-based 

templates with teacher researchers. 

 Steven Coombs claimed that his 

critical thinking scaffolds were an 

epistemological framework for 

teachers‟ reflective learning.  He 

describes action research as critical 

reflective praxis, which represents 

these philosophical assumptions. 

 Steve describes how the software 

systems offer a powerful range of 
reflective learning tools to support 

the action researcher.  His model of 

self-organised learner is explained. 

 

 

7.4.3 Action research mentoring English and Croatian contexts  2004 
 
Significance for my learning Significance for research mentoring 

 I wrote in this paper while I was in 

transition from working in education 

institutions where others largely 

determined classes I would teach 

and the areas of tutoring I would be 

engaged in to a position where I was 

learning to take more ownership of 

my professional development as I 

set up my mentoring consultancy. 

 This was the first time in my career 

that I was not working full time in 

an education institution teaching. 

 I learned from Branko Bognar that 

pedagogy was valued in his country 
and he research mentored teachers. 

 His use of multi media is inspiring 

and through discussion with him I 

learned about mentoring in Croatia. 

 I report on a learning breakthrough 

when I realised that advanced skills 

teachers could become an online 

community of research mentors. 

 There is an account of how I have 

been offering teachers in China 

action research mentoring using 

online communication and I give 

details about working with Emma 

Kirby at Hanham High School. 

 I focus in on working as a research 

mentor for teachers in Torfaen in 

Wales and share my philosophy of 

my emerging practice as an action 
research mentor for schoolteachers. 

 This paper is a significant because it 

draws together many of my various 

involvements in research mentoring.  
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7.4.4 Using digital technology in mentoring teacher researchers 2006 
 
Significance for my learning Significance for research mentoring 

 This was presented at the AERA 

conference. It becomes, after some 

revisions, my Reflecting Education 

Journal publication (in 2006). 

 This paper is significant because I 

list the critical thinking scaffolds 

that I had made available online.   

 Also this paper was a useful basis 

for showing how I develop a paper 

that can evolve into a publication.  

 When KEEP templates were no 

longer made available at cfkeep.org 

there was deep concern in my mind 

but the MERLOT is very similar 

though the front end less attractive. 
 

 I celebrate the use of KEEP 

templates because they enable a 

creative spontaneity in interaction 

between text, image and sound.   

 I explore a notion that teachers need 

to be able to research-in-action in 

much the same way that Schön talks 

of reflection in and on practice.  I 

ask if technology alone can support 

and sustain teachers‟ research and 

the significance of this face is that I 

begin to formulate my ideas that 

teachers need research mentoring 

online resources. It was not until 

summer 2008 that these took shape. 

 

7.4.5 Educational Research Mentoring DPhil Submission 2006 
http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=19157346914669 

Significance for my learning Significance for research mentoring 

 Three main foci underpinned this 

commentary, which engaged with 

twenty of my publications (2006); 

my critical account of the genesis, 
evolution and generativity of a new 

paradigm of mentoring enabling 

collaborative academic + school-

teachers‟ research; conceptualisation 

of my learning and eliciting theory 

from research mentoring practices. 

 

 Since submitting this thesis, I have 

developed numerous web-based 

resources for teacher researchers 

using MERLOT. The opportunity 
that arose in submitting a DPhil to 

the University of the West of 

England (even though it was not 

examined) helped me to reflect on 

the significance of my own research 

mentoring and develop my ideas. 

 

 

7.4.6 Designing and implementing ethical approaches in your research 2007 
 
Significance for my learning Significance for research mentoring 

 I created this guide for my own use 

with some of my research mentees 

when I found that even if I reminded 

them that taking materials from the 

Internet without permission was 

unethical, a few persisted. I learnt 

that if the guidelines were in text 

they were often taken notice of. 

 Research mentees may not regard 

„borrowing‟ my ideas as plagiarism! 

 This draft chapter for a handbook 

for research mentors is waiting to be 

completed as it certainly needed.  

 The case studies and potential 

scenarios section was especially 

well received when I trialled this. 

 I drew on BERA Ethical Guidelines 

(2004) and incorporated guidance 

for writing a self-study involving 

others. The FAQ section works well. 

 

 

7.4.7 How might use of web-based technology enable a new epistemology? 2008 

 
Significance for my learning Significance for research mentoring 

 I celebrate the use of web-based 

technology in that it enables non-
verbal communication be better 

 This paper was written in response 

to Jack Whitehead's 2008 call for 
discussion in Research Intelligence. 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=19157346914669
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understood within its context.  

 There is an interesting section on 

how I use the KEEP templates and 

tailor them but the text of the paper 

has remarkably little to do with its 

title!  This turns into description of 

how I embed KEEP in my research 

mentoring and justify my questions. 

 I thought about the increase in the 

use of web-based technology by 

universities to represent knowledge 

and I drew attention to the speed at 

which knowledge is transferred 

between cultures and locations.  I 

asked how multimedia use shapes 

knowledge that has been elicited.  

 

 

 

7.5 Conclusion 
 

In this chapter, I have explored the significance of my learning as a research mentor 

from when I was working in schools in 1992 through to running my own research 

mentoring consultancy after 2006. What I see is that the mentoring activity in ITE 

was closely related to enabling the teachers to research their practice in schools. This 

was because members of my first cohort of teacher researchers were the mentors for 

my group of novice teachers working in schools as part of their PGCE programme.  

 

During 2005, I began to discover the potential of using web-based technology in my 

work. This has had an increasingly important role to play in the way that I have 

worked with teacher researchers as I have gradually developed resources for them to 

access. Using an Appreciative Inquiry action research approach (Cooperrrider, 1987) 

I have developed my work as a research mentor starting enquiries not from a problem 

but from an appreciation if what is already successful and can usefully be developed.
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Chapter 8: Collaborative research with Japan 
 
8.0 Overview 

 

In this chapter I examine aspects of my collaborative research with Japan over the 

past twelve years. I engage with research into mentoring in Japanese schools as a 

basis for developing understandings of how research mentoring might be extended 

and I look with hope and excitement to the future where web-based technology can 

assist in the growth of knowledge about education, enabled by research mentoring. 

 

8.1 Introduction  

 

At the annual BERA conference 2005, I presented my own account of kounai ken, 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=5396850915064 (Appendix One). 

My understanding is that Kounai-ken is potentially one of the most important forms 

of teachers‟ professional development. Integrated within mentoring as appreciative 

collaborative enquiry it might offer the kind of ongoing support and challenge that 

experienced teachers need. Within an ageing population of teachers, the need for 

refreshment and a sense of purpose has never been more pressing.  If there is a way in 

which experienced teachers might pass on, with enthusiasm, their knowledge to the 

next generation of teachers and inspire them to seek the highest form of scholarship, 

teaching,  I believe that mentoring as appreciative enquiry might well enable this.  

The Ministry of Education wishes to improve Japan‟s initial teacher training where 

novice teachers spend 4 weeks in school. If time is focused on research as problem 

solving what kind of induction is that?  If however the approach to learning to teach is 

collaborative enquiry, where the novice teacher is encouraged to video their practice 

to demonstrate how they are applying their school‟s professional values in action, it 

seems that Japan has a viable route for the improvement of initial teacher education. 

 

If before a Kounai-ken session the teacher has an opportunity to be mentored by his or 

her colleagues in a way that affirms how they are already enabling students to learn, it 

seems to me that they will be in a stronger position to reflect upon their actions and 

refer back to previous conversations after the event.  From what I've seen so far 

Kounai-ken is the most valuable experience not only to the teacher concerned but for 

his or her colleagues and the teaching community around.  My first impression was 

that it looked like every English teacher's nightmare with OFSTED inspectors armed 

with video cameras focusing on the teaching of the class and then walking round and 

asking individual pupils what they had learned.  I soon came to realise that this is an 

opportunity for collaborative learning and the teachers to focus not on problems but 

on the strengths of their respective teaching skills and how far they are already 

applying their espoused values.  It is an opportunity for interaction and for dialogue 

about educational values, a rich learning opportunity with the initial idealism of 

novice teachers is not to be rejected but be valued as a vision of the potential of 

teaching as self-actualisation (Maslow, 1943).  Self-actualisation is not restricted to 

novices.  At any stage in their career, teachers respond better to affirmation than to 

negation. Point out the deficit in their teaching and a teacher will become defensive. 

Affirm positives or at the least balance negatives and positives and dialogue ensues. 

 

http://contentbuilder.merlot.org/toolkit/html/snapshot.php?id=5396850915064
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8.1.1 Analysis of my lectures in Japan between 2000–2008  
 

When I presented a paper in Japan entitled Research Mentoring; Collaborating for 

Professional Development, (2003), I explained that I assist teachers in undertaking 

their own research within their practice to further their professional development. 

Subsequent to that visit I made many more and papers for the lectures I presented 

have been analysed as a case to illustrate how my epistemological stance evolved. 

 

2008; Appreciative coach-mentoring as inquiry in initial teacher education  

(Incidentally, I made two visits to Japan in 2008) 

 

By 2008, the evidence of a profound shift in my practice and emerging theory of 

research mentoring with teachers is apparent. In my learning I am aware that theory 

arises from practice for, as Gilbert Ryle reminds us, Efficient practice precedes the 

theory of it. I am aware that the Appreciative Inquiry model of action research has 

received relatively little attention from a research point of view, but so has living 

educational theory. Only Serper‟s PhD thesis engages critically (he dismisses LET as 

a „waste of time‟).  Notwithstanding  his comment, my concern is not the model of 

LET so much as the questionable practice of validation that underpins it. I am not 

convinced it offers a robust form of research that creates reliable knowledge through 

the process of rigorous and systematic enquiry, though adherents claim that it does. 

 

My paper is written with regard to initial teacher education (no longer „training‟) but 

it could equally encompass experienced teachers‟ development too. Offering insights 

into my development as an educator, with a passion to learn, I offer a self-study that 

has its rots in 1992 when I was trained to be a „mentor‟. This is where I believe my 

experience might be useful in future for educators in Japan. I believe that Japanese 

teachers would benefit from developing their own ways to professional development 

based on an appreciation of the skills, knowledge and understanding of the population 

of teachers who will retire soon. Before they leave teaching, Japan could benefit from 

recording their knowledge in a multi media format that can be engaged with critically 

by teacher educators and their mentees. Framing its programmes for initial and for 

ongoing development with an action research approach that has appreciation at its 

heart could be helpful as Japan moves into a new era and copes with challenges. 

 

Once again, I tell my life story as an educator but I notice that each time I do, I learn 

more about my own practice and I learn more about how to enable other teachers to 

tell their stories too. What we need is a systematised way of being able to record and 

access teachers‟ learning. Sadly, in England the moment appears to be lost and this 

opportunity wasted. The many 1000s of accounts of teachers‟ own learning journeys 

awarded Teacher Learning Academy recognition have not been made accessible to 

researchers. Instead of reinventing the wheel as it were, we could draw upon the 

accounts of teachers‟ learning and engage with them in a critically informed way.  

 

In this presentation during 2008, I explore historical accounts of mentoring and of 

coaching and I draw out my own analysis of effective coaching in education based 

upon Eric Berne‟s model of transactional analysis. This underpinned the award 

bearing program in structured mentoring that I undertook in 1992 when I began to 

embark on a career as a mentor. How would it be if we developed a program for 

structured mentoring across Japan, with the assistance of teachers in schools? 
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2007: Lecture/workshop Tokorozawa Teachers‟ Centre (24 January 2007) 

the University of Kobe Nurse Educators research mentoring and lecture/workshop at 

the University of Tokyo; where I addressed faculty members and graduate students. 

 

In 2007, my presentation focuses again on the potential of a video on demand system 

to link educational research mentors locally, across Japan and also internationally. My 

goal is to assist colleagues in Japan to stem the attrition rate among beginning 

teachers by enabling them to feel ownership in their learning. It seems to me that we 

are in a sense in a parallel situation to one that we have encountered as research 

mentors. While I have knowledge and experience to be able to assist teachers‟ 

development, my skills, aptitudes, knowledge and my understanding are worth little 

until they interact with teachers‟ expertise in relation to their own teaching and 

learning situation. I am hoping that the resources I have created (and submitted 

successfully to the Teacher Learning Academy) can be made available to teachers and 

teacher educators in Japan, using the translation facilities on MERLOT‟s system 

(http://www.merlot.org ). 

 

It is interesting to reflect that until after I left the University of Bath, I had no idea that 

living educational theory might be less appropriate for teacher researchers than other 

action research approaches.  After I left I began to research different approaches 

including John Elliott‟s. In this presentation in 2007 you can see the evidence that I 

am beginning to explore different approaches and looking for the model that would 

help me to improve my own research mentoring with teachers. Search as I might, I 

never quite found what I was looking for in education books. In this paper I can see 

that I am moving away from problem solving towards a more traditional approach to 

research where I ask, What is my research question? and Do I really have a problem?  

I am asking, What is action research? Where, during my several previous visits to 

Japan I was sure that I knew, my focus had shifted from living educational theory. 

 

In my lecture to teachers at Tokorozawa, I introduce a greater focus upon the theory 

and practice of coaching than previously and it seems to me that while my 

experiences of having two mis-examined doctoral submissions was very painful it has 

also been an enormously useful and productive learning experience for me. My own 

capacity for critical thinking has greatly improved and consequently I now assume I 

know less than I did in the past.  I have come to value my learning and appreciate how 

it is limited to my own context and it needs interaction with others, in order to grow.  

 

I explore the potential benefits and problems in Educational Research Mentoring as 

ongoing professional development. Finally, I draw together my interest in using web-

based templates with the Possible Selves construct as a way to enable adult learning. 

This becomes a publication in 2007, revisiting my paper in 2000 where I described 

how I had used the construct with novice teachers.  The scene is set for me to embrace 

an Appreciative Inquiry approach to action research, concluding my lecture, Valuing 

what is best in our present ways of teaching is vitally important but being open to 

developing new ways of teaching and learning is crucially important for us all… 

 

2006:  Educational Research Mentoring for teachers‟ CPD, The Japan Women‟s 

University (March 2006).  This lecture is on video and is not, as yet, analysed. 

 

http://www.merlot.org/
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This presentation comes a short while after the submission of my thesis by 20 

publications with a 6000 word critical commentary to the University of the West of 

England. My submission is entitled The Genesis, Evolution and Generativity of 

Educational Research mentoring. Within it, I depicted a conceptual study of my own 

learning and its relationship with my multiple identity as an educator (teacher, mentor 

and researcher). The presentation drew upon my research into my own practice as a 

practitioner research to offer insights into how research mentoring can enable teachers 

to collaborate and thereby create new knowledge.  

 

2005; An Introduction to Action Research Mentoring, lecture/workshop at 

Tokorozawa Teachers‟ Centre 

 

PowerPoint presentation slides are my medium for communicating my message that 

research mentoring is an educational activity that promotes a growth of knowledge. In 

the presentation for my lecture, I explain my model of mentoring is concerned with 

continuing personal as well as professional development and means guiding and 

supporting through difficult transitions. It is about smoothing the way and enabling, 

reassuring as well as directing, managing and instructing.‟ I explain the action 

research approach that I have been integrating in mentoring for several years, at first 

with novice teachers and increasingly with experienced colleagues who are 

committed to continuing to learn to become better educators. By this point, I am no 

longer using the living theory approach to action research but beginning to cast 

around for a model that is more appropriate to my practice. I light upon Mills 

definition (2003) that „action research… is any systematic enquiry undertaken by 

teacher researchers to gather information about how their particular schools operate. 

(i.e. not self- but organizational study). Action research is done by teachers for 

themselves, it is not imposed on them by someone else.‟  For the first time, I focus 

particularly upon enriching the experience of kounai ken and I pose several open 

questions. The first two are for adoption by teachers involved in kounai ken, the third 

highlights a need to disseminate our learning; 

 

 How might I represent my own practical tacit knowledge 

 How might I help colleagues to teach more effectively by understanding their 

practical and tacit knowledge as well as my own?  

 How might we share understandings about effective teaching with distant 

colleagues? 

 

I leave the audience with a challenge as I conclude my presentation by asking; 

 

 How might we use web-based technology to assist our own teaching-as-

learning? 

 How might we develop school website to show and share our learning-in-

teaching? 

 How might we develop a Japanese and English teacher research website to 

disseminate teaching-as-learning and learning-in-teaching? 

 

It seems to me that as I write this account in 2011, we have everything in place to 

create web-based accounts of our learning through teaching and share them as the 

KEEP Toolkit Templates developed by the Carnegie Foundation had a major 
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weakness, which has been resolved. The later MERLOT content builder offers an 

efficient translator system, and now enables accounts to be read internationally. 

 

2004: How do I perceive educational changes across Japan engendered by action 

research and mentoring?  (2004)  

 

How do I perceive changes in educational practice across Japan engendered by 

action research and mentoring? (2004) 

This paper was an invited contribution to offer my perspectives about the Japanese 

Education system, following the reform of the Fundamental Law of Education in 

2000. Colleagues in Japanese Universities adopted the paper, which I presented at the 

British Educational Research Association Conference in 2004, to bid for funding to 

further our research into the potential of mentoring and action research as a form of 

teachers‟ CPD. Collaboration on an international stage in Educational Research 

Mentoring enables me to assist teachers in creating a knowledge base for the teaching 

profession (Hiebert, 2002) and provides a resource for educational research mentors 

and mentees to engage with and contribute to. I attribute a model of learning that 

underpins research mentoring to Christie et al. (2003). The model of research 

mentoring I describe in this paper develops into my Educational Research Mentoring 

model using web-based technology for my article for Reflecting Education (2006). 

This was a paper where I stood back from self-study to offer a perspective on the 

changes in Japan‟s education system after the reform of the Fundamental Law of 

Education. I likened the changes to an action research process but not just taking a 

problem as my starting point. I took the perspective that reforms had opened up 

major, exciting opportunities for change in creative ways that would be well suited to 

group activity. In my metaphorical depiction of the changes as action research, the 

first spiral represents the development of the Japanese education system. A second 

spiral represents Japanese teachers‟ professional development and a third my 

professional development during my four previous visits to Japan. This was my first 

systematic attempt to research Japanese education. I begin to understand its history. 

Using the living theory approach to action research developed by Whitehead and 

McNiff, I tried to set out how the three spirals were interrelated around enabling 

educational growth following the reform of the Fundamental Law of Education. 

 

In my 2004 presentation, I offer a self-study account of my visits to Japan since 2000 

and I explain how I have been able to contribute to my own professional development 

through the privilege of making my visits to Kobe, Niigata and Waseda Universities. 

Here I write my (favourite) account of my learning in Japan where I describe how I 

was permitted to join Mrs Nagasaka and colleagues at a public school in Kobe. This 

was my story of my visit in December 2001 and a visit of see Mrs Nagasaka and her 

living action research approach continues to inspire and to motivate me. There was 

such profound caring for the children traumatized by the earthquake and it occurs to 

me that in the wake of the terrible disasters that befell Japan in recent months we have 

the model and the guiding light for rebuilding the lives of the children and adults who 

have suffered so much.  Action research can offer society a way forward where it is 

integrated in a profoundly caring, two-way relationship that is “coach-mentoring”. 

While coaching focuses upon the skills dimension of leaning, mentoring plays a 

broader psychosocial personal and professional role.  Mrs Nagasaka‟s example is a 
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guiding light as we strive to build a brighter future. We already know action research 

and mentoring are effective activities in the professional development of teachers and 

their students. What we need to do (and this paper was written before I discovered 

KEEP Toolkit templates and designed the action research mentoring MA module for 

Bitterne Park School) is to embed action research and peer coaching/mentoring in 

Japanese education. Professor Asada has already demonstrated the power that video 

analysis can bring to enable teachers‟ learning. Now we could usefully extend the 

video on demand system that I learned about during an action research conference in 

Japan. We need to enable teachers to elicit, represent and disseminate their own and 

their colleagues‟ and students‟ learning and we have web-based technology to do so.   

 

2003: Research mentoring; collaborating for professional development 

lecture/workshop Tokorozawa (December 2003- two visits in 2003). 

 

„I am a research mentor,‟ I announce to the world. That is my role and my passion and 

I have stepped out from the shadows as an academic to give voice to the „I‟ of my 

convictions. There is no hint I am a problem solver as a practitioner researcher and 

not addressing the violation of my values as a starting point for my research. This is 

where my embracing of Appreciative Inquiry comes to the fore although it does not 

yet have a name. I celebrate the Japanese Government‟s initiative to offer teachers the 

opportunity to become action researchers and I express my gratitude to Professor 

Asada and Professor Sawamoto for their leadership in enabling teacher research. I 

draw on my experience of working with colleagues (by email) from the US and more 

fully, upon my experience of being the research mentor for 70 teacher researchers in 

the DfE‟s Best Practice Research Scholarship Scheme provided across England.  

 

This is where I explain how I have built my model of research mentoring upon the 

model for the standard for initial teacher education in Scotland (2000).  

 

The learner rather than professional development is at the heart of professional values 

and personal commitment; professional skills and aptitudes and professional 

knowledge and understanding. I celebrate the coming together of past present and 

future as I announce „In this model, the richness of history, the spontaneous creativity 

of the present and the promise of the future come together to enhance the learning of 

all who engage in their professional development as they contribute to creating new 

knowledge.‟ I reveal how my model of research mentoring emerged from a model of 

school-centred mentoring in initial teacher training. It has evolved through partnership 

with university- based contact and has emerged as research mentoring to act as a 

catalyst for collaborative inquiry. I extend my dream (in the Appreciative Inquiry 

sense) to incorporate pupils as researchers enquiring with a research mentor and 

teacher researchers.  From my first contact with action research explained by my co-

author Mike Calvert in 1994, to developing Jack Whitehead‟s living theory approach, 

I show how my model of mentoring integrated with action research had developed 

between 2001 and 2003, when I submitted it as part of my thesis for a doctorate.  

 

This is a „key‟ paper as an explanation of my own learning as a research mentor. 

Having become a lecturer with virtually no background in research methods, I attach 

importance to the standpoint that „not only is it important for academics to assist 

teachers in explicating their knowledge, there is a reverse duty of care too… school-

based teachers as researchers should also ask the kinds of questions about 
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academics‟ research that can move their thinking on.‟  I was widely and frequently 

criticized by academic colleagues for opting to publish my ideas in professional 

journals like the Wiltshire Research Journal.  In my perception of professional need, I 

wanted to influence teachers who would read that journal but, almost certainly, not 

academic journals my colleagues read. I talk about my research mentoring encounters 

with a student in my MA Mentoring summer school and another who was apparently 

not interested in teacher research, at first, Sarah, I just wanted you to know how the 

work since I met you is developing. You know how reading is traditionally a real 

hurdle. Well… Look at this!” and she proudly announced that she intended to study 

for her MA. Even now in 2011, I still hear from teachers I have worked with as a 

research mentor and how they have persevered to achieve their MA. What a privilege! 

I expressed my profound hope to continue to working with colleagues in Japan across 

the thousands of miles that geographically separate us through the medium of modern 

technologies.  I looked back to a previous visit in March 2003 and forward to the time 

when I can see teacher research represented and disseminated on a Japanese website. 

 

2001: Lecture/workshop action research. Ohanomizo University, Tokyo 

Again I focused upon mentoring integrated within a living theory approach to action 

research within a PGCE program for assisting novice teachers to learn. 

 

2000; Lecture/workshop Kobe University, (December 2000) 

During this visit I co-presented with Jack Whitehead. My focus was upon action 

research as an enabling process for reflection and knowledge creation in initial 

teacher education. I shared video of my research mentoring with novice teachers and 

offered a critical self-study on the rationale for the approach I chose as a mentor. 

 

8.1.2 Discussion 

 

What does it matter if we adopt a problem-solving approach as action research in the 

teaching profession?  What implications would it have for our teaching and morale as 

the profession if we can start from an affirmation of what is already being achieved? 

Maybe we need to return to the intention behind Lewin's model of action research or 

the values underlying Stenhouse's approach to teachers undertaking action research.  I 

suggest that it's time to set the problem-solving approaches, though they have their 

place, to one side.  In the past 10 years when I have visited Japanese schools I have 

heard teachers say, at times with obvious embarrassment, I have a problem in how I 

teach. I have a problem with how the students learn in my lessons.  I want to improve.  

 

What does it matter if teachers in Japan or teachers in England start from the kind of 

approach that underlies living educational theory?  It matters profoundly, I believe.  If 

we go back to Boyer‟s vision (1990) of the four scholarships; discovery, integration, 

application and teaching, we think specifically about a scholarship of application, we 

can appreciate that the lens through which we interpret what occurs in a classroom 

and we judge to constitute teaching and learning is determined by our values as an 

observer, it was in the clear that if we approach what we see from a problem-solving 

perspective we are likely to see problems. If, however, we approach what we see 

through the appreciation of values that recognize and celebrate the worth of what is 

happening we get a different impression and communicate feedback in different ways. 
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8.2 Critical engagement with research into ‘mentoring’ in Japanese schools 

 

Although I am aware that „formal‟ mentoring programmes do not exist in Japanese 

schools for the initial education of teachers (or their on-going development), in my 

opinion, there are activities that align with mentoring. I am most grateful to my co-

researcher, Professor Tadashi Asada, for the opportunities he has provided for me to 

access such mentoring experiences, not least in his accounts of mentoring in schools.  

In Figure below, I list publications that I have been able to access about practices in 

Japanese Education and I analyse them in relation to their impact upon my learning. 

 
Author Date Title of Paper Location Implications for my learning and 

research 

Asada In press Mentoring; 

Apprenticeship or 

Co-enquiry? 

SAGE 

Handbook of 

Mentoring & 

Coaching in 

Education 

Tadashi is suggesting an inquiry 

based approach to mentoring for 

ITE/CPD. Enabling novice teachers 

to become accepted as „in group‟ 

(uchi) with ideas of teaching as 

collaborative knowledge creation. 

Fujimoto/ 

Oshima/ 

Kaga 

2010 Teacher Discourse in 

Japanese style lesson 

study meetings 

CARN Annual 

Conference 

Objective research where university 

colleagues inform teachers about 

research and a need to reflect – 

Tadashi‟s  is more collaborative 

action research in focus on kounai 

ken. This helps me to think  about a 

knowledge base for teaching 

(Hiebert, 2002) 

1) oriented towards reflection 
based observed facts 

2) respecting each other as 

practitioners 

3) importance of support of 

other teachers in the same 

year bloc 

4) researchers from outside 

engaged in collaborative 

action research 

5) teachers CPD focused 

observed facts about 

children 

6) the outcome was „teacher 

empowerment‟  but what 

about teacher knowledge? 

Asada/ 

Sato 

2009 Analysis of 

Interaction among 

School Teachers in 

Kounai-ken 

BERA Annual 

Conference 

A focus on Kounai ken for teacher 

CPD and curriculum development. 

Is there need for leadership training 

in mentoring/coaching and 

knowledge management? I must 

research the „Table of learning 

processes‟. Was there a follow up 

to see how a teacher has or the 

school has implemented learning? 
So teachers do relate their concern 

to national curriculum and their 

school and table of learning 

processes but is there individualized 

CPD? Kounai ken to pass on 

teaching skills?  However, it is not 

always a cooperative climate for 
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teachers‟ CPD How about creating 

the roles they adopt as AI? What 

about „group‟ kounai ken so several 

teachers might  teach the same unit 

simultaneously then compare and 

contrast new knowledge created? 

Why not organize co- mentoring for 

bring communities to concensus? 

Asada 2009 A Comparison of 

Mentor‟s On-going 

Comments on Novice 

Teachers 

ECER  Mentors enable teachers to learn 

from practice. Asada explores a 

need for a transformative coach to 

help teachers to develop curriculum 

and each teachers‟ own CPD. How 

does this one person have access to 

teachers? Mentors need to be able 

to motivate and hand on practical 

skills – yes… but they need to 

enable the mentee to generate new 

k and to be a mentor later… 

Asada 2008 Creating a vivid 

kounai ken 

Action 

Research 

conference, 

Japan 

I see a MAJOR shift from 

researching on teachers to valuing 

teachers as researchers but very 

solution based still.  Opening for AI 

as AR? 

Asada 2008 An Analysis of 

Mentor‟s on-going 

comments for 

Mentee‟s teaching 

ECER No program for training mentors in 

school. No way of screening would 

be mentors except by length of 

service in teaching.  Psychosocial 

and informational support needed; 

similar to my research findings. 

Asada/ 

Uosaki 

2006 A Study on the 

Mentoring System for 

Beginning Teachers 

BERA Annual 

Conference 

Changes in teachers‟ cognition 

before and after kounai ken as a 

result of interaction with a 

university colleague. How far do 

the university staff research their 

practice alongside the teachers? 

Asada/ 

Uosaki/ 

Ueta 

2006 Teachers‟ recognition 

of students‟ thought 

processes in 

classroom instruction 

ECER Increased focus on individualized 

learning in Japanese education.  

The challenge seems to be this; 

How to represent & disseminate 

(effectively) teachers‟ capacity to 

understand and accommodate 

student‟s thought processes? 

Asada/ 

Iwahama 

2006 A model of school 

system to develop the 

school-based 

curriculum and 

support CPD using 

reflection and action 

research 

BERA Annual 

conference 

 

Teachers need to take a greater 

responsibility for their own CPD by 

seeing it as an ongoing journey – 

This reminds me of the usefulness 

of the TLA‟s learning journey and 

how mentors can assist in this. 

Asada/ 

Uosaki/ 

Komatsu 

2005 Making process of 

learning unit as 

professional 

development in Japan 

ECER Need to improve kounai ken.& 

elicit active learning, represent & 

disseminate teachers‟ knowledge 

for discussion?  A need to identify 

conditions for learning and 

perspectives of mentor, mentee and 

students – it could be multi media 

account based upon MERLOT and 

translated into English, perhaps? 

Asada/ 2005 A Study of the BERA Annual Mentoring assists novice teachers 
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Uosaki Function of 

Mentoring in Student 

Teaching in Japan 

Conference i.e. trans cultural identified need. 

Video clip database of beginning 

teachers to learn practical 

knowledge – what about Japanese 

video data base of experienced 

teachers to analyse? For example;  

Mrs Nagasaka and colleagues? 

Face-to-face is better than email so 

what about video mail as well? 

Teachers need to work in a culture 

of co-enquiry as well as providing a 

supportive apprenticeship for the 

„beginning‟ teachers in schools. 

Ikuta 2004 A Study of Japanese 

Teachers‟ Practical 

Knowledge by means 

of an on-going 

Cognition method 

BERA Annual 

Conference 

This article focuses on objectifying 

teaching cognition. Why not enable 

the „I‟ of the teacher to emerge as 

he becomes aware of his values. 

Fascinating insights as this covers 

engaging with teachers‟ inner 

dialogue. Parallel to my work in the 

Look of the Teacher. I am self-

studying in a similar way to that 
Professor Ikuta uses only I am 

focusing on my own teaching and 

learning as well as upon explaining 

my research‟s subjectivity. Is it 

possible for a teacher to run thru a 

commentary?  It is a great insight 

that Professor Ikuta was observing 

a teacher and pupils and thus he is 

in a „three way‟ collaboration. Was 

there a discussion between him & 

teacher? It needs another column in 

his thinking scaffold where others 

who watch watched could add to it. 

This could be accessible online too? 

Ikuta/ 

Ogino 

2004 Role of the Mentor 

for Student Teachers 

BERA Annual 

Conference 

Creatively followed up mentoring 

between 2 periods of practicum. 

Mentoring stimulates reflection; 

creativity; self actualization by 

mentee but how about actualization  

of the mentor through collaborative 

inquiry? Analysis of perspectives 

that complement each other as the 

mentee is closer to the pupils and 

mentor is expert in lesson planning. 

Ikuta/ 

Takahashi 

2004 A Study of Japanese 

teachers‟ Practical 

Knowledge by Means 

of an On-going 

Cognition Method 

BERA Annual 

Conference 

„AR is self-study‟ – not necessarily 

– it can be system wide focusing on 

a shared responsibility.  The LET 

system is flawed in its validation 

stage and there is no evidence 

except in Fletcher‟s work it was 

used for improving practice in 
teaching rather than „living values 

fully.‟ Invitation to join in research 

collaboration through self-study – 

this parallels my own practice of 

collaborative self-study through 

research mentoring it would appear. 

Ikuta/ 2004 A Case Study of BERA Annual AR starts with a problem? No – it 
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Takahashi Japanese Teachers‟ 

problems in Teaching 

Practice 

Conference can start from any base that one 

desires to improve ref. Einstein. 

Could usefully move to peer 

mentoring rather than the school 

mentor model? There‟s a need to 

involve more experienced teachers 

as mentors and access via VoD or 

MoD! This could accommodate 

diminishing recruitment at present 

in Japan and meet also Snow‟s call 

for systematized reflection & 

Hiebert‟s resource. What DO all 

Japanese teachers know? How do 

we know at present? We could 

share teachers‟ knowing e.g. 

Research on boosting pupils‟ 
participation already exits in China! 

(I have e-mentored practitioners). 

Ogino 2004 Reflection on 

Teaching Practice 

Notes for 

BERA Annual 

Conference 

Outstanding attention to detail. 

Highly systematic approach to 

research here. Very impressive! 

Asada 2001 Using Teaching 

Skills Based on 

Teachers‟ Judgment 

of Instructional 

Situation 

ECER I need to understand how to link 

theory from teachers‟ planning to 

teachers‟ own practice.  Teachers 

need to develop a wide repertoire of 

skills and learn how to judge how 

to apply suitable skills in action.  

Iwahama/ 

Asada 

2001 Lesson Planning at 

Kindergarten through 

Reflective Writings 

BERA Annual 

Conference 

Insights into the variation in novice 

and experienced teachers‟ thinking 

and teaching strategies. We could 

have video clips of teachers sharing 

their insights before and after 

kounai ken regarding PCK>CPD 

Hosokawa 2001 Teachers‟ 

Perceptions of Their 

Own Development 

Kobe 

University 

seminar 

Teachers need to have a way to 

externalize the teacher they aspire 

to be – their tacit knowledge. This 

can provide a basis for CPD 

enabled by their mentor – not just 

in ITE. Need to understand teaching 

is a journey and when we think we 

have reached perfection we should 

leave teaching! (Because we can‟t!) 

Nogami 2000 In-service Training 

Using IT Networks 

Innovative 

Methods of 

Teacher 

Training 

Key papers relating to distance 

learning systems that would be of 

relevance to teacher researchers 

could usefully be in English too. 

Need for a 2 (or more) way VoD 

system starting with laboratory 

schools to enable the kind of e- and 
v-mentoring used at Bitterne Park 

School and Bishop Wordsworth 

School too. Teachers are already 

using concept maps so a small step 

would be to provide online critical 

thinking scaffolds. VoD could show 

clips of experienced and novice 

teachers who are collaborating. 

(rather like the Teachers‟ TV 

system in England). 

Asada/ 2009 Function of Kounai BERA Annual A need to develop a system 
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Yoneda/ 

Kotani 

Ken for Teachers‟ 

Professional 

Development 

Conference whereby the teaching practice is 

discussed and there is more 

potential for knowledge creation 

ref. Chipping & Morse. Kounai ken 

could be the ideal setting for this? 

Yoneda/ 

Asada 

2009 A Basic Study of 

Teachers‟ 

Recognition of 

Ennai-ken as a Place 

for Practical 

Knowledge 

Transferring 

Japanese 

Technologies 

Conference 

I wonder if this ennai ken in the 

kindergarten setting is the „ba‟ for 

knowledge creation among its 

teachers? How can it be made 

available in other phases? Teachers 

need to value one another as a 

teaching resource; co-planning; co-

teaching and co-debriefing and then 

disseminating learning.  Maybe 

VoD of novice and experienced and 

videos of teachers engaging 

critically as individualized CPD? 

Asada 2001 Relationship Between 

Beginning Teachers‟ 

Cognition about their 

Lesson and Teaching 

Skill 

ECER Novice teachers need to master the 

basic teaching skills for managing 

learning. Some of this could be 

provided through online exemplars 

of some expert teaching linked to 

expert teachers‟ discussions of their 

thought processes in planning and 

teaching. This could possibly show 

generic teaching as well as context 

specific skills being developed too. 

Kimura/ 

Asada 

NO 

DATE 

A Study on the 

Effectiveness of Self 

Reflection through 

Journal Keeping by 

Pre School Teachers 

NO 

LOCATION 

GIVEN 

I see the effectiveness of journal 

keeping – teachers could create 

online journals (like mine keeping 

some areas confidential as a basis 

for private reflection) sharing other 

entries for critical engagement. Are 

my own presentations for AERA 

and for BERA as reflection-in and 

reflection-on-action relevant here? 

Asada 2004 A case study on the 

function of kounai 

ken for teachers‟ 

professional 

development in Japan 

BERA Annual 

conference 

Teachers do not express their own 

practical knowledge based on 

observed lessons and learn to create 

new practical knowledge through 

dialogue. Need a way to represent 

practical and tacit knowledge and to 
identify the kind of knowledge that 

could be focused upon as CPD. 

From here, Tadashi uses video and 

analysis but he does not appear to 

have examples of teacher voice 

except for Rieko‟s? She was so 

eloquent.  (I have cited Rieko‟s 

wisdom  in many of my papers). 

 
Figure 19: The practice of „mentoring‟ in Japanese education 

 
Inoue, N., (2010), Zen and the art of neriage; Facilitating concensus building in 

mathematics inquiry lessons through lesson study … This lesson study project 

highlights the potential for improving the quality of mathematical inquiry lessons 

using video-based, cross-cultural lesson study in non-Japanese contexts. This article 

concludes by calling for continued attempts to see how different groups of teachers 
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could plan and deliver mathematical inquiry lessons more effectively by incorporating 

neriage in different cultural contexts. Now that would be really useful as a basis for 

developing an inter-national video-on-demand system and incorporating research 

mentoring to help teachers elicit and share knowledge. 

 

Inoue, N., and Rowell, L., (2010), Empowering action research with East Asian 

epistemology, a paper presented to the Collaborative Action Research Network 

Annual Conference, Cambridge, November 4-6, 2010; cultural assumptions can 

favour and limit the practice of action research. I agree with this. This article seems 

to suggest action research has one approach (but action research is a collection of 

approaches arising from what Day has called „tribes‟.). Appreciative Inquiry would 

appear to correlate better with the notions of kizuna, Omoi and Ba that the presenters 

highlight as main characteristics of Japanese epistemology rather than the more linear, 

deductive and the confrontational western epistemology?  Might it warrant trying it? 

 

Should there be more of a focus on learning (and less on outcomes) in lessons? Co-

planning and -teaching already occur within lesson study in Japan (Inoue, 2010). The 

goal is consensus by mutual knowledge creation & reflection so the teacher still 

stayed very much „in control‟ recognizing or dismissing models presented by some of 

the students as others just observed? Is a more democratic approach to learning that 

favours the emergence of „student voice‟ necessarily desirable? It has disadvantages 

as well. My experience is that students like the teacher to lead and too much emphasis 

on „student voice‟ can disrupt the lesson‟s organization. It is a question of balancing. 

 

Lewis et al‟s model (2009, page143), Study curriculum and formulate goals; plan; 

conduct research lesson; reflect. It‟s useful but what of systematic data collection? 

Fayard, P-M, (2003) Strategic Communities for Knowledge Creation; a western 

proposal for the Japanese concept of Ba … What is a Ba, I wonder? For Ikujiro 

Nonaka, a Ba could be thought of as a shared space for emerging relationships so the 

challenge, it seems to me, might be this; How can one enable kounai ken to be 

developed more widely as a learning situation which is voluntary, involves a shared 

support and mutual respect? Is it possible to e-enable a ba? Could schools be linked 

between prefectures to share the kounai ken experiences more widely between them? 

 

At present, Japanese schools are encouraged to develop autonomy and to create their 

own curriculum? Kounai ken and Jyugyo kenkyu (lesson study) originated when there 

was centralization and conformity was a core principle in Japanese education.  If 

teachers collaborate and decide which one teacher will teach the research lesson is 

there scope for his/her creative teaching and judgment in the moment? Similarly if 

one teacher represents the school within kounai ken how far is this teacher 

individually accountable for his/her planning?  How about if teachers agree on one 

area of the curriculum to be taught? Each teacher teaches in his or her own way and 

each lesson is video recorded. How about an action research cycle where there are 

two alternatives (or more) and after teaching teachers discuss the relative merits of 

each approach, discussion is videoed and transmitted to other schools where the same 

area of the curriculum runs? How about the prefectural teachers‟ centres like 

Tokorozawa? I wonder if teachers in different schools teach the same area of the 

National Curriculum in their own way. If so, then their teaching can become a focal 

point for discussion and creative interaction as well as a means to knowledge creation.  
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There is so much for me to think about here! I see much potential for developing 

research mentoring with Japanese abilities across regions in Japan by using web-

based technology to help individual schools share their knowledge with others. When 

I visited a school in 2008 I am sure I was introduced to a research mentor who was 

responsible for teachers‟ ongoing professional development.  I will ask Tadashi. If my 

memory is correct then I need to find out how the knowledge that he is facilitating in 

his school is being shared with other schools in the prefecture and if it is being 

cascaded to public schools (if this one was a „laboratory‟ school). How could the 

excellent teaching in classrooms in Japan be shared more widely? On 06/23/11 

Tadashi watched an excellent lesson in a school. What would it take to enable me to 

watch that lesson and be able to enjoy it from here in Bath? Could there be a simple 

iPlayer system with video streaming like UK‟s Teachers‟ TV service has been using? 

 

8.3 How might research mentoring be extended in Japan? 

 

These are some of my reflections as I have read these Japanese authors‟ accounts of 

research. What comes to my mind, as a linguist, is an excitement about learning about 

teaching and teacher education in Japan and exploring parallel and also very different 

perspectives about what is taking place in educational contexts. There is a feeling of 

frustration too as I realize that because I do not understand Japanese I cannot access 

much of the research that I want to and that could help me to develop my own 

practice and, more widely, teaching in schools in the UK. We could work on that in 

the future using web-based technology to assist us in translating academic papers. 

 

I wonder if Japanese schools‟ involvement in kounai ken could be videoed and 

contribute to a library of experts‟ teaching, with commentaries and viewpoints also 

videoed from participants and observers the event as well non participants? My web-

page about kounai ken presented at BERA‟s annual conference in 2005 was 

considered sufficiently useful as a basis for professional development by teachers and 

academics accessing the Gallery of web-pages using KEEP templates to be featured 

by the Carnegie Foundation for the Advancement of Teaching. Could this web-page 

be a model for how teachers and academics in Japan might represent accumulated 

knowledge elicited through dialogue around kounai ken? Obviously, I am well aware 

that Professor Tadashi Asada of Waseda University has already achieved a fine track 

record in using video to capture kounai ken and promote it as the basis for teachers‟ 

professional development and I value this greatly. What I would like to see is an 

extension of his work by teachers videoing their preparation for kounai ken, coaching 

and mentoring as peers alongside their colleagues from universities and neighbouring 

prefectures. I would like to see video archives of the discussions that arise from 

critical engagement with the video records of kounai ken. I wonder if these videos 

could be used as the basis for improving teaching and learning not just in Japan but 

internationally too? Could teachers in Japan and the UK research mentor one another? 

I believe that they could, although issues arising from a need to translate dialogue 

would need to be resolved. The translator function on MERLOT might assist here. 

 

Empirical research about mentoring within Japan among people working in highly 

specialized professions including research designers and research analysts (Ono & 

Kato, 2003) confirms that mentoring is useful for career progression and that some 

mentors may go on to mentor others on the strength of their experience of mentoring. 

This is termed a „succession role‟ where I would call it a „generative‟ role because in 
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my model role succession is deliberate rather than incidental.  The research findings 

align with previous studies that the content of mentoring provided varies according to 

the stage of the protégé‟s career.  The findings align with my findings (but not with 

Mullen‟s 2006 model necessarily) that mentoring that incorporates psycho-social 

support is preferable and the report confirmed that „those who received mentoring 

were more likely to obtain protégés.‟ (Page 8). Thus, if it is desirable for teachers to 

undertake research and if they are provided with research mentoring that incorporates 

psychosocial support, then these teachers are more likely to research mentor other 

teachers then those who are not provided with research mentoring. However, the 

types of mentoring subjects received and the mentoring they go on to provide to their 

protégés are not necessarily the same. The modeling of role behaviour was shown to 

be passed on (page 15), consistent.  The report concludes that „the more mentors an 

organization has, the more easily people are encouraged to develop their careers, 

which ultimately leads to organizational effectiveness.  Producing good mentors 

should be essential for organizations. (Page 16). Thus, as Japan already realizes, if a 

nation wants its teachers to pursue research, research mentoring will be necessary.  

 

8.4 Initiating and sustaining international research mentoring 

 

Research by Darling et al, (2002), in America and in Japan was consistent with the 

assumption that mentoring relationships are relatively universal. (Page 265) This 

suggests to me that inter-national mentoring through the medium of the Internet.  In 

Japan, individual differences between mentors and mentoring they provide is very 

important in determining the level of mentoring provided. This aligns with research 

by Asada (2012 – in press) that it is crucial for the beginning teacher to be accepted 

into the social group (uchi) of the mentor i.e. they need to be recognized as a teacher.  

 

8.5 Conclusion 

 

As Japan summons its enormous resources of intra-societal resilience in the wake of 

events in 2011, mentoring could make a major contribution to the regeneration of its 

economy and of communities affected by these disasters. I am inspired by the words 

of Professor Ikuta who emailed me about the editorial role that I have recently taken 

on for the International Journal in Mentoring and Coaching in Education (IJMCE): 

 

Building on the breadth and depth of experience from collaborative professional 

development through lesson study and positive kounai ken experiences (some of 

which I have been privileged to take part in) mentoring could usefully proliferate in 

Japanese educational contexts.   Conference papers that I have accessed suggest that 

mentoring is becoming usefully more widespread in initial teacher training. Would 

that my mastery of Japanese could allow me to engage with research reports that are 

written in Japanese!  However, I can decipher from the references sections in papers 

presented by Japanese colleagues at the 2010 CARN Collaborative Action Research 

Conference that research is being undertaken by academics in Japan that is usefully 

informing development of teacher research. I look forward to learning more of this. 
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Chapter 9: Conclusions 
 
9.0 Overview 

 

This chapter concludes my self-study as an educational research mentor for teachers. 

My practice is educational because it engenders learning and enables the growth of 

research capacity in the profession among teachers who work in school classrooms. 

In this chapter I set out my claims to originality, explain my findings with regard to 

professional values, skills, knowledge and understandings that have been influenced 

by my research mentoring and I bring together evidence that I have enabled learning. 

 

9.1 Claims to originality of my theory and practice of research mentoring 

In this thesis I have presented evidence that I have created; 

* A model of self-study action research integrated with mentoring that assists teachers 
and university academics to collaborate in creating original knowledge. 

* A scholarship of 'generativity' that complements four identified by Boyer (1990). 

* A generative model of research mentoring that enables schoolteachers to become 
research mentors for one another and assist in promoting 'professional' practice. 

* An integration of visualisation and digital video technology that assists educators in 

understanding their practice as the basis for reflective enquiry and for improvements. 

* An account of my learning about my development as a professional educator and 

how it has related to my publications and presentations of my research since 1992. 

9.2 Findings; values, skills, knowledge and understandings 

 

The professional values, commitment, skills, understanding and knowledge developed 

during my career as a teacher, mentor and researcher are presented in this thesis as an 

offering to the global educational community. Through my practice and the theories 

applied to it and arising from it, I believe that teachers should be valued as knowledge 

creators.  I steadfastly believe that the profession of teaching need teachers‟ learning 

to be held in regard alongside academics‟. In this, the final chapter of my thesis, I can 

locate my evolving learning within developing my practice of research mentoring. In 

earlier chapters, I have sought to demonstrate how my conceptualization of research 

mentoring for teachers has evolved. From integrating sustained and rigorous enquiry 

into teachers‟ learning (and here I include my own) within mentoring and coaching, I 

have found ways of assisting teachers to elicit, represent and to disseminate their 

learning. I feel in no doubt that other, better ways, for these processes will emerge.  

 

My ultimate aim is to enable our children to have opportunities to be happy and be 

valued as productive members of a supportive global society.  The key to enabling 

this to occur is to assist teachers to be more reflective, creative and imaginative 

practitioners who can see beyond their own immediate educational context to 

contribute with passionate energy to educating future generations. Balancing the 

requirements of a curriculum alongside teaching with imagination and flare is not 

always easy. Working under financial duress is challenging but some of the best 
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professional practice in education arises from need. Returning to Winter‟s notion of 

„improvisatory self-realisation‟, (1997), cited earlier in this thesis, we need to help 

teachers to share their professional insights into a process that enables students and 

themselves to learn. This is where I now locate my practice of research mentoring. 

 

9.3 Benefits and problems in Educational Research Mentoring (ERM)  

Potential benefits of ERM for CPD Potential problems of ERM for CPD 

Growth of knowledge about teaching and learning 

by teacher, student and academic researchers. 

Viability depends on the personalities as well as 

experience and motivation of mentor & mentee. 

ERM leads to a dynamic democratic relationship 

between those involved in research mentoring. 

As a boundary activity between school and HEIs, 

both sides may reject the ERM relationship. 

Knowledge created through ERM grows from 

practical applications within teaching contexts.  

ERM is a labour intensive activity that can be 

overly demanding for everyone involved. 

ERM enables a critical symbiosis of knowledge 

created through academic and teacher research. 

Aiming for different goals in knowledge creation 

can lead to misunderstandings and tensions. 

Knowledge created collaboratively is not bound 

by the „disciplines‟ and can be interdisciplinary. 

Where HE accreditation is sought, teachers‟ 

knowledge is „gate-keepered‟ by universities. 

Preconceptions about „mentoring‟ as CPD and 

teachers‟ research can be healthily challenged. 

Teachers may not wish their research to be tested, 

critiqued and validated by other researchers. 

Schoolteachers and university academics can 

develop research informed practice together. 

ERM may nurture woolly ill-defined finding out 

which is loosely termed action research/enquiry. 

ERM can encourage both micro and macro 

investigations of teaching and of learning. 

Knowledge created by teacher researchers may 

not interest academic researchers & vice versa. 

Integrated with web-based technology, ERM has 

the potential for global knowledge creation. 

Technology may be regarded by teachers and by 

academics as a bolt on extra - to be avoided. 

ERM can be managed face-to-face and virtually: 

synchronously or asynchronously as convenient. 

Academic researchers may not have sufficient 

understanding of school teachers and teaching. 

Teachers in school and tutors in universities can 

co-develop effective pedagogical techniques. 

Providing adequate opportunities for validation 

of knowledge elicited by self-study can be 

difficult. 

 
Figure 20: Benefits and problems in ERM  

Often, teachers feel initially unsure about what they want to research and they can 

stray into being overly ambitious about outcomes. Educational Research Mentoring 

helps them to focus their attention on small manageable enquiries that can directly 

improve teaching and their students' learning in their schools. This extract from the 

Discussion Forum at http://www.cfkeep.org had profound implications especially for 

my development of KEEP Toolkit Case Studies. (Date: March 15, 2006 03:01PM) 

I really like the new case study on your site. I learned a great deal about how teacher 

research works and can benefit classroom teachers-both those who create these 

digital representations as well as those who see them. Thank you, Sarah Fletcher, for 

your work. I will try to institute this (in a very small way) at my school. I can see how 

http://www.cfkeep.org/
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this KEEP Toolkit can be used in this setting. I'll have to figure out how to make some 

high quality digital video because seeing classroom activity is truly effective for 

teacher development. I appreciate the case study … it was inspiring. 

9.4 Locating my research mentoring in relation to others’ practice 

 

In 1985, Judith Busch reported that of a sample of 1.088 professors in colleges and 

departments of education, about 25% reported that they had mentees. She pointed out 

that, prior to this survey, most research about mentoring had been in business and 

industry and tended to emphasise the benefits to the mentee. In this survey mentors 

were invited to offer their perspectives.  Most mentioned seeing the career and 

intellectual growth of the mentee. Some professors supported the comprehensiveness 

and mutuality dimensions, „personal and professional support now and in the future 

(a dimension that research training may provide but is not explicitly intended to). If 

we have known for twenty-five years that research mentoring is beneficial to mentors 

and to mentees, why is research mentoring not more widespread than it currently is?  

 

Olmstead (1993) offered advice to Department Chairs on mentoring new faculty, 

highlighting their need for personal and professional support and emphasizing the 

investment that mentoring provides long term for a department as a whole. What she 

outlines is, however, far more an induction than a mentoring program and about 

efficient administration than giving individualised mentoring support. Usefully, 

though, she points out the function that a good research mentor can provide namely 

offering opportunities for the mentee to progress their career. This was what I had in 

mind when I invited teacher researchers to present with me at research conferences. 

Emma Kirby enthusiastically grasped opportunities to develop her own metaphor of 

research mentoring and compared it to having a coach alongside when you learn to 

swim. As you become more proficient, the coach leads you into deeper water and 

keeps an eye to ensure that you are safe.   Donna and Rachele as well as Karen and 

Simon eagerly accepted opportunities I provided for them to present their research at 

BERA conferences and also for Becta (The British Educational Communications and 

Technology Agency). Judging by their self-study reports of these openings, this was a 

highly successful aspect of the research mentoring support, which I had provided. 

 

My model of research mentoring, informed by literature on research mentoring in a 

different context from schools reminds me that creating career openings is important 

as is being engaged in a collaborative pursuit of research excellence. My experience 

as a research mentor to sometimes quite large groups (16+) of teachers learning to 

research in one schools is that „a one size fits all‟ approach does not work. Mentoring 

needs to be structured and also tailored to individuals‟ needs. Mihkelson‟s model of 

research mentoring (1997) is based on a workshop approach with a facilitator on hand 

„for exploring roles, reaching agreement on goals and developing understanding and 

trust‟ would have been useful for me. The model of mentoring she recommends relies 

on the use of e-mail, video-conference and teleconference to provide feedback and 

gentle pressure too. This accords with my experience of research mentoring teachers 

at Westwood St Thomas and Bitterne Park Schools. Email coupled to face-to-face 

mentoring was well received by teachers who commented on the effectiveness of e-

mentoring provision in the reports that Bath Spa University required they complete.  

 

While my research model resides in practice in schools, the model that Mullen (2006) 
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describes is similar in some key respects. She talks about a „dynamic reciprocal 

relationship between a mentor and protégé which can enhance the career development 

of both. I would agree about this aspect. However, one of the key differences is that 

she is describing an environment where there is likely to be a choice of research 

mentor and I am not. It seems likely that a research mentor who initiates generative 

research mentoring in school will act as the research mentor for all teachers who 

begin research. This can place a major burden on a research mentor who needs to be 

able to respond in an individualised way to each and every teacher research mentee.  

On the other hand, if the research mentor is sufficiently versatile and feels at ease in a 

school situation, this will be a most welcome challenge. That was my feeling. A 

further difference between the research mentoring model that I have developed which 

incorporates my model of mentoring (2000) is the personal as well as the professional 

dimension of the mentoring. Mullen‟s model revolves around the building of research 

skills and not the (I would say „essential‟) personal and pedagogical dimensions that, 

in my experience, teacher researcher mentees not only require, they do appreciate too. 

Mullen lists desirable qualities for the research mentee and this is useful but I would 

add another key quality; the need to recognise that any mentor is human and fallible. 

 

Where teachers come together to learn, perhaps choosing a text or a video to reflect 

upon and discuss, there is potential for the kind of peer mentoring that Dale Lick has 

described in 2000. I watched this „co-reviewing‟ at a school in Trowbridge, Wiltshire. 

I agree the whole faculty study group approach allows for the creation of individual, 

team and school-wide mentoring and co-mentoring opportunities that provide new 

learning opportunities. (Page 44) What he misses out or glosses over is the need for 

research mentoring expertise to underpin a peer research mentoring process. Mentors 

need mentoring too. Otherwise the likelihood is that the process will fade out in the 

first generation. There is another important aspect of teachers peer research mentoring 

one another and that is that all teachers would not make good research mentors while 

a good teacher research mentor benefits from a strong record as a teacher in schools.  

 

In my experience as a mentor, novice researchers need personal and professional 

support and this poses the question, how might my web-based resources for teacher 

researchers offer the kind of personal support they say that they need and they 

appreciate?  Embedding research mentoring alongside a contact through video-phone 

and SKYPE might be a way forward and returning to develop the video-mail that I 

developed using KEEP Toolkit technology another. Offering face-to-face contact by 

peer teacher researchers provides localized personal support that might be valuable. 

 

9.5 Critical review of self-study as research 

 

Bausmith & Barry (2001) call for „professional development generally‟ to engage 

with the  „insights gleaned from the extensive literature on teacher expertise that 

focuses on how well teachers understand the content that they teach and how well 

students understand that content‟. In short, they call for recognition of the importance 

of „pedagogical content knowledge‟. In their paper one word stands out and that is 

„yet‟.  They state (page 175) that Professional Learning Communities have been 

touted as an effective way to build on knowledge and skills of experienced teachers 

yet (my emphasis) much of the evidence base is derived from practitioners‟ self 

reports. How should we interpret this word „yet‟? For me, „yet‟ carries a suggestion 

that practitioners‟ self reports are not credible, are not „proper‟ research and my belief 
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is that this bias undermines educational research itself. Properly supported through 

skilful research mentoring, I can see no reason why the self reports of practitioners 

cannot or should not count as „research‟so long as they are rigorous and systematic. 

I would claim, on the contrary, that practitioners‟ self reports, undertaken with an 

appropriate methodology, in a rigorous and systematic manner can offer unique and 

otherwise inaccessible insights into how pedagogical content knowledge is developed 

and applied by teachers in order to assist their students‟ learning. This is not intended, 

in any way, to suggest that the research undertaken by academics on the development 

and application of pedagogical content knowledge is not valid too. Both approaches to 

enquiry are much needed and thus neither should be privileged. Where teachers shun 

academics‟ research they are damaging Education at large in much the same way as 

when academics dismiss practitioners‟ self reports on teaching. Teacher researchers 

and academics should engage in a constructive dialogue about pedagogical content 

knowledge in order to develop knowledge between them. In preparing this self-study 

there have been many dialogues between myself and my colleagues in schools and in 

universities. Without their perspective, my self-report would almost certainly be less 

accurate and less appropriate as a model for teacher research mentors to engage with.  

 

Bausmith & Barry (2011) refer to Hiebert et al‟s paper (2002) where they write that 

 

There is no guarantee that the knowledge generated at local sites is correct or even 

useful. Teachers working together or a teacher working with his or her students might 

generate knowledge that turns out to undermine rather than improve teaching 

effectiveness, Local knowledge is immediate and concrete and almost always 

incomplete and sometimes blind and insular. (Bausmith & Barry, 2011, page 8) 

 

However, just because this is a self-report this does not necessarily make it unreliable 

(and less valuable) as „research‟.  What I would say in response is this. University 

researchers do not necessarily have a deep understanding about teachers or about 

teaching.  They do know about schools. Almost everyone does, but their perspective 

will be biased by their experience as a pupil and this may skew their perspectives 

about the different insights of a teacher. Schoolteachers, on the other hand, know 

about being a pupil as well as being a teacher so their perspective might possibly be 

less (rather than more) biased and because they know their environment better, they 

may be in a stronger position to select a subject to research as well as a research 

method to use. I would be very wary of limiting a teacher to a particular research 

method and there is a danger in research training that teachers will be expected to 

adopt a particular approach (which may not be suitable). If educators are to build a 

knowledge base then schoolteachers need to be in an informed position about which 

research method to use and my research suggests peer mentoring assists. Notice I use 

the term mentoring rather than coaching or instructing. From the basis of my research 

I conclude that teachers appreciate psychosocial support as well as the training of 

skills. They need support over a sustained period rather than a short training course.  

 

What is encouraging, is that school-based enquiry and research are increasingly seen 

as making an important contribution to teachers‟ self-evaluation, improvement and 

teachers‟ professional learning. Engagement with research encourages practitioners to 

question, to explore and to develop their practice, making a significant contribution to 

improved teaching and learning. In fostering a school culture where teachers examine 
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and critique their own practice, research activity can be an important and integral 

element of continuing professional development.‟ (Handscomb & MacBeath, 2005, 

page 15). 

 

9.6 A knowledge base for teachers’ research 

 

What Bausmith and Barry (op cit) apparently fail to recognize is that academics‟ 

research can also be „incomplete and sometimes blind and insular‟ because academics 

who take on an „objective‟ view may miss the insights that expert teachers could and 

potentially do communicate through their self reports. When I became a lecturer in 

1994, I could not recognize much of what I knew as „teaching‟ from departmental 

discussions about academics‟ research. Teacher knowledge  was downplayed as craft 

knowledge and labelled „parochial‟ because some academics undertaking research 

asked questions that evoked inadequate and partial answers from teachers about their 

pedagogical content knowledge. While I agree that a library of online lessons taught 

by expert (and not so expert) teachers is a very useful idea, there is nothing new about 

this. When I trained to become a teacher in the early 1970‟s, we already had such a 

library and our tutor encouraged us to engage critically with what we saw and linked 

it to a dialogue about academics‟ research about teaching. It seems I have her to thank 

for many of the insights and the strategies that have shaped the development of my 

research. The suggestion that there is a national database of videos of teaching is 

useful but, and it is a major „but‟ it seems to ignore Lave & Wenger‟s research (1995) 

into the localized and also the context bound nature of learning in communities.  

 

Rather than a library of lessons that holds externally developed, research based and 

standards-aligned examples of instruction my insights into my own practice would 

seem to suggest a better model. Obviously, this would to be piloted fully before being 

rolled out as policy for shared practice. In Japan as elsewhere, the population of 

expert teachers is nearing retirement. Where there are now falling birth rates, fewer 

teachers will be needed but it appears they will need wider and deeper expertise than 

their predecessors to deal with challenges that they face.  The influence of global 

economic pressures as well as recent more localized but nonetheless devastating 

events coupled with the largely unregulated spread of influence through the media 

and internet is disrupting educational provision.  A centralized „this is good practice‟ 

library is a partial answer to the questions this poses. Far better, in my view, would be 

to enable teachers to become effective researchers, supported by expert research 

mentors (and research coaches) who can offer the kind of individualized support and 

challenge that evokes learning.  In the short term academics are better placed to be 

research mentors to teachers but the teaching profession should be nurturing its own 

research mentors who can share their expertise to help practitioners of all degrees of 

experience to develop their pedagogical content knowledge (Shulman, 1986).  

 

Using a library of videoed lessons, it would be better to embed these in research by 

teachers and academics working alongside one another to create knowledge. Rather 

than starting from „a problem‟ that can limit expectations and turn into „problem 

solving‟ it is preferable to start from an appreciation of good practice that already 

exists as a basis for development of the profession. Given the way that teachers and 

students in pilot forays have embraced the practice of using web-based technology 

and more precisely web-based templates to help them to elicit, represent and 

disseminate their knowledge I recommend this as the way to proceed. Teachers need 
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to learn how to undertake systematic, informed and reliable research that yields data 

that can be synthesized to create evidence that can be validated by schoolteachers as 

well as by academics who research the practice of teaching and its emergent theories.   

 

My presentation to the Teacher Learning Academy (2009) was examined under 

stringent conditions by a panel of academics and of practitioners. Hazel Hagger, 

(honorary research fellow, University of Oxford), is widely recognized as being one 

of the leading academic researchers in teacher education and mentoring and Lesley 

Saunders‟ research expertise is in the area of teachers‟ professional development, 

school improvement and self-evaluation, and the management of systemic educational 

change. As the senior policy adviser at the General Teaching Council for England, she 

designed and implemented the Teaching Council‟s research strategy, and she was the 

principal research officer at the National Foundation for Educational Research.  My 

work was awarded the highest available level of recognition by the panel at the TLA, 

which included Hazel Hagger and Leslie Saunders.  I therefore feel it is appropriate to 

say that it has been fully peer validated as my contribution to educational knowledge.  

 

This, in itself, represents a resource of the kind that Hiebert et al have called for and it 

shows how research by a practitioner educator could be „systematised‟ (Snow, 2000) I 

would not claim that this is the „only‟ way to represent knowledge about education 

nor that my own is the „best‟ way to research mentor teachers. Within the limitations 

of my practice, I would claim that it offers a potential way to enable novice and 

expert, academic and teacher researchers to work together to generate knowledge 

about teaching and generate future research mentoring. Web-based accounts of 

research into mentoring for initial teacher training and other „snapshots‟ of my work 

have been found useful by teacher and academic researchers judging by the Gallery 

Feature of them on the Carnegie Foundation for the Advancement of Teaching site. 

 

Undoubtedly, the most convincing evidence that I can offer that teacher research that 

has been mentored towards completion is the library of research accounts by the 

teachers from Bitterne Park School at http://www.TeacherResearch.net and the video 

accounts of their own experience of research mentoring presented at research 

conferences including those organized by BERA and the NTRP/DfES. Bausmith & 

Barry (2011) conclude their recent plea for a library of good practice videos with a 

justification that in „these challenging economic times‟ a video library is the „most 

prudent way to grow and maintain a quality teaching staff‟. While I welcome the 

notion of a video library I feel some concern that education is returning to technical 

rationality (Schön, 1983) and the mindset that “one size fits all” in educational 

provision that has proved of little use in raising let alone maintaining standards.  

What we need, as a profession, is a way of enabling teachers to communicate their 

knowledge in their own voices, yet also in a form that can be engaged with via 

educational dialogue with academics-as-researchers. I believe that academics should 

research their own practice alongside teachers.  For this to come about, they need to 

learn to ask questions and use strategies that elicit experts‟ and novices‟ knowledge.  

 

 With a global financial squeeze, Bausmith & Barry (op cit) are correct saying we 

need a low cost route to enable insights into expert pedagogical content knowledge 

and the MERLOT system can provide this. The templates supplied are already in 

formats that enable educators to share their learning and they are cost free to use. 

Video, audio and image can be uploaded by users and the content of templates is as 

http://www.teacherresearch.net/
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easy to upload as sending email with an attachment. Added to that, MERLOT 

provides examples of how their system is now used by educators internationally. 

Despite occasional initial reticence during workshops that I have run, I have found 

that teachers and students in schools have easily and eagerly mastered the use of these 

web-based templates in a matter of minutes. Furthermore, BERA‟s e-seminars where 

I have assisted practitioners to learn to use MERLOT templates have been successful.  

 

9.7 How desirable is research training for teachers?  

 

Handscombe & MacBeath (2005, page 21) put forward a case for teachers having an 

entitlement to „research training‟. I agree that teachers can usefully learn how to 

research their practice. However, the provision of research training without mentoring 

is unlikely to result in enhancing quality of teaching and learning in school contexts. 

Initiatives to enable all teachers in state schools in England to be „computer literate‟ 

in the 1980s, were a spectacularly expensive disaster.  Even supposing that sufficient 

money could be found to finance research training for all teachers, who would have 

provided essential ICT follow up for the workshops for teachers? With an increasing 

pressure on lecturing staff in universities, tutors are unlikely to have time to run face-

to-face sessions. Using web-based technology would assist and, with this in mind, I 

have created a suite of web-based research mentoring resources (but teachers need to 

be research mentored in order to research mentor their peers). For generative research 

mentoring to occur to increase teachers‟ capacity to be research mentors, evidence 

from my research shows that teacher research mentors will benefit from support from 

outside the school, at least to start with. Thus an external research mentor can offer 

opportunities for networking between schools and public presentations of research.  

 

9.8 My evolving model of research mentoring 

 

My agenda for research is to investigate how my web-based resources might be used 

and useful with teachers in schools with whom I do not have face-to-face contact. I 

have already shown that mentoring communication by email works.  There is also a 

need for me to understand how research mentoring is already assisting graduate 

students in faculty and teachers‟ professional development in schools and whether the 

practice of research mentoring exists internationally under another descriptor?  

Taking mentoring to include coaching and basing my model of research mentoring on 

the model of learning for the Scottish Standard for Initial Teacher Education, I have 

not been able to identify it elsewhere as yet. The literature base relating to research 

mentoring is surprisingly scant given a need to induct novice researchers into 

research. It seems that passing on various skills and research techniques is considered 

sufficient and yet the evidence from my research among teachers from my pilot study 

at Bitterne Park School, suggests this activity, of itself, will not prove to be sufficient.  

 

9.9 Case studies  

 

Case Study One: Emma Kirby 

Emma Kirby was a member of my cohortof  PGCE Modern Languages students at the 

University of Bath, who studied action research in their one-year programme. At the 

end of her PGCE year she undertook study towards her MA, encouraging her pupils 

to learn action research techniques. She co-presented on mentoring as collaborative 



147 
 

action enquiry at BERA 2005 with me.  She continued MA level study with me in 

action research and mentoring and, in 2004, she transferred to Bath Spa University. 

She attributed her promotion, after just three years of teaching to Advanced Skills 

status, to studying action research. She became a mentor for the newly qualified and 

more experienced staff at Hanham High School. Bath Spa appointed her to become an 

Affiliated Field Tutor for Bath Spa University and by summer 2006 she was tutoring 

an MA level module coaching that integrated with action research. Evidence of our 

collaborative work within mentoring integrated with action research can be accessed 

at http://www.cfkeep.org/html/snapshot.php?id=28415937 and also Appendix One. 

Case Study Two: Donna Chipping and Rachele Morse 

Donna Chipping and Rachele Morse were members of the teacher research group at 

Bitterne Park School, Southampton who piloted the TT500 MAR module mentoring 

with Action Research that I tutored for Bath Spa University. They used KEEP Toolkit 

templates to represent their knowledge and in October 2005 co-presented at a BERA 

Practitioner Researcher Conference at Liverpool Hope University. Extracts of their 

research and reproduction of their web-pages are in Appendix One. After their initial 

MA module both teachers co-researched with students in their classrooms. In March 

2006, Donna and Rachele were selected by the National Teacher Research Panel and 

sponsored by the DfES to present at the NTRP national conference. An overview of 
their work is located at http://www.cfkeep.org/html/snapshot.php?id=53600144995004 

Case Study Three: Karen Riding 

Karen Collins was a member of the Westwood St Thomas Teacher Research Group 

that co-tutored by Sarah Fletcher and Jack Whitehead in 2000-1, where she focused 

on supporting students' research. She studied an MA module in mentoring integrated 

with action research for staff development and gained BPRS funding from the DfES 

in 2003. She also won research funding from Wiltshire LEA and for both schemes, 

she nominated me as her research mentor. After she successfully completed her MA 

dissertation at the University of Bath in 2004, she asked me to „train‟ several of her 

pupils in year 7 in action research. Finding two of the student researchers, now in year 

12, who had worked with Karen at Westwood St Thomas School (prior to her transfer 

to Bishop Wordsworth‟s, I worked with Karen and these boys to establish a student 

researcher group. The year 12 students mentored the year 7 pupils in action research 

while they were research mentored by me and also supported by their teacher, Karen 
Their work is accessible at http://www.cfkeep.org/html/gallery.php?id=4578972491043 

During 2005-6 the pupils began to research mentor other students in their own school 

and in July 2006 Karen and I bid for Arts Council/CARAUK funding to continue our 
collaboration with the student researchers. Details of my work are in Appendix One).  

Case Study Four: Tony Kelly 

 

Tony Kelly was a mentor for my PGCE students at a school in Trowbridge, Wiltshire. 

He applied for BPRS and research and development funding from Wiltshire LEA and 

he nominated me to be his research mentor. Details of his research are accessible at 

http://www.TeacherResearch.net He founded a communal mentoring group in school, 

which was a ground breaking step as he wanted mentors to focus upon their strengths. 

 

http://www.cfkeep.org/html/snapshot.php?id=28415937
http://www.cfkeep.org/html/snapshot.php?id=53600144995004
http://www.cfkeep.org/html/gallery.php?id=4578972491043
http://www.teacherresearch.net/
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9.10 What qualities does a mentor need? 

 

The likelihood is that a research mentor appointed to a school would hold a middle 

management or senior position and therefore the qualities of a mentor as a leader will 

be important. Thus, the generic qualities for a mentor that Rowley, (1989), identifies 

are likely to be useful in terms of the range of qualities a research mentor would need. 

 

A good mentor should be 

 

 committed to the role of mentoring 

 accepting of the mentee 

 skilled at providing instructional support 

 effective in different interpersonal contexts 

 model of a continuous learner 

 communicates hope and optimism  

 

As a research mentor, there are occasions when one needs to coach, so it would seem 

to be worthwhile examining qualities that characterise a successful leadership coach. 

 

Qualities of an educational leadership coach  

 

Robertson, (2009), suggest that a leadership coach should be  

 

 a facilitator who can sustain coaching processes and someone who is… 

 genuinely committed to coach 

 truly interested in their coachee 

 able to model how to coach effectively 

 able to assist a coachee in pacing effectively 

 able to understands learning and how to motivate 

 knowledgeable in the theory and practice of education 

 knowledgeable about potentially useful resources 

 well organised and can assist a coachee to become so 

 not arrogant or complacent about what they are able to do 

 able to understand and organise groups that can function effectively 

 a skilled observer and note taker 

 able to engage in critical discussion 

 a confident(e) 

 an advocate 

 

9.11 What qualities does a research mentor need? 

 

If we start combining the qualities for a good mentor and a good leadership coach we 

already seem to be constructing a superman or woman. Considering that „research‟ 

mentoring has been prevalent in schools since the BPRS awards, it is surprising that it 

is difficult to identify a particular set of qualities in literature about teachers‟ research.  

 

In the end, I had to resort to searching a database for medical practitioners to find out 

about the kinds of qualities likely to characterise a successful medical research mentor 
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What qualities does a research mentor need? 

 

According to Kjeldsen, (2006), a proficient mentor is a „must‟ when starting up 

inresearch and he or she should be 

 

 an experienced and trusted supervisor or counsellor 

 someone a mentee can trust 

 someone you can discuss all aspects of your professional life with 

 someone who can introduce you to crucial points in your field of research 

 someone who can help you identify research that is similar to your own 

 someone with whom you share substantial points of interest 

 someone who can identify appropriate research in English research journals 

 someone with a stable or increasing publication rate who is keen to publish  

 someone with a substantial publications record, preferably in high ranking 

journals 

 someone with the right „chemistry‟ to work with you 

 someone who is willing and able to devote time to mentor you 

 someone who is willing to offer you mentoring as an apprenticeship 

 

I have extracted the kind of qualities that appear to be recommended and represented 

them in Figure 21 to enable identification of various emerging patterns of behaviour. 

 
Non 

directional 

coach 

Directional 

coach 

Academic Teacher  Mentor 

(personal and 

professional) 

Offers generative 

potential 

enabling research 

mentees to 

become  research 

mentors.  

Co-

enquirer 

 * *  *   

 

Figure 21: Desirable behaviour patterns for mentors/coaches  

 

Emma Kirby 

 

If we take one of my student‟s descriptions of the qualities she perceives that I 

embody, I can look at reports by others who have worked with me and see how far 

they coincide. Under each testimonial by my mentees, I analyse their perceptions in 

terms of the same behaviour patterns identified in Figure 21 (in others‟ publications).  

 

Your role has always been one of a supportive mentor but has moved on to a sort of 

co-researcher. I want to give you credit for having a role in my research though you 

weren‟t there all of the time – but without you I probably wouldn‟t have been able to 

do it.  I think you‟re a good listener and you create opportunities for me to talk, and 

then carefully, without trying to give answers, you try to draw ideas out of me using 

particular questions. Sometimes you will make suggestions without necessarily 

believing that they are the best way forward, more a way of triggering something 

within me to come up with a more suitable suggestion. You are giving me ideas and I 

am thinking, „How could I adapt that to my situation?‟ You are saying this happens at 

(x) school...  
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You seem to advise me but not in an instructive way. It‟s not „Do this!‟ You are able 

to build my confidence by using praise and you are always full of energy and 

enthusiasm about your job. You are passionate about teaching and learning and you 

infect your mentees with the same enthusiasm. Very importantly, you are honest and 

that is essential… You are a teacher, researcher and mentor and there is something 

else – a research mentor. I see you draw on your experience as a classroom teacher 

as a research mentor too… (2002) 

 
Non 

directional 

coach 

Directional 

coach 

Academic Teacher  Mentor 

(personal and 

professional) 

Offers generative 

potential so 

research mentee 

can become a 

research mentor  

Co-

enquirer 

* * * * * * * 

 

Figure 22: Observed research mentoring behaviour (case study 1) 

 

Catherine Meacher  

 

Before Sarah Fletcher approached me early in 2001 with the offer to submit a bid for 

a Best Practice Research Scholarship, I would have joined the many teachers who 

would argue that we are more likely to be treated as subjects of studies rather than 

acting as researchers,. Sarah made me aware of how vitally important teacher 

research is… Sarah explained how it is paramount that teachers seek a deeper 

understanding of factors influencing their work, the dynamics that make up their daily 

interactions with pupils and that they continuously strive to improve classroom 

practice. I chose to undertake action research to help me live out my professional 

values. I wanted to understand myself more as a teacher.. 

 

The mentoring process really began in May 2001… Sarah encouraged me by both 

providing examples of other action research conducted by teachers and reassuring 

me that an action research enquiry would form an integral part of my daily classroom 

practice. Sarah insisted that all teachers can carry out research. What separates 

action research from everyday teaching and learning is that research is shared, 

systematised and validated. Sarah encouraged me to reflect critically on my own 

practice, share any concerns that I had and assisted me to establish a focus for my 

research. Sarah proposed that I think about my research by asking myself the 

following questions; 

 

 What is in it for me? 

 What really matters to me most and why? 

 What do I want the students to learn? 

 What could you/the students do with… including the broader implications for 

the whole school and the community? 

 How will your research be shared and who with? 

 How will your enquiry impact on the whole school and the wider community? 

 How will you share your work with your colleagues/whole staff/community? 

 

Throughout the entire session, Sarah put ideas to me but was careful not to give me 

definite solutions. She used vocabulary such as What if.? How..? What is sometimes 
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really nice is… as well as What I can see you doing is… and in fact even quizzed me 

as to whether I felt she was giving me solutions or not. We also considered my 

professional values and whether I was being the teacher I wanted to be… After 

having established a plan of action for my enquiry, Sarah asked me what I and the 

students would be doing at each stage…she encouraged me to systematise the 

processes that all participants would be involved in. She made me feel confident both 

of the path that my research would follow and my ability to carry out action research. 

Sarah has provided me with the opportunity to speak about my BPRS and action 

research on two occasions.  As my action research mentor, Sarah has been and 

continues to be a wonderful source of enthusiasm and energy. She is incredibly 

positive and full of praise. Sarah‟s willingness to be involved in the work of others is 

a real source of inspiration. What was most flattering by the end of our mentor 

session was that Sarah suggested that I might be able to mentor action researchers in 

the future… 
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Figure 23: Observed research mentoring behaviour (case study 2) 

 

Ruth (PGCE student, 2000)   

 

What does my self-study account of my research mentoring suggest about how I 

perceive my own practice as a research mentor for novice teacher researchers? This is 

an analysis of the presentation I made in 2000 at Kobe University about my 

involvement in ITE: 

 

 Sarah: I am going to give you a short clip of a trainee teacher. This comes 

immediately after a lesson she has just taught. Now it comes part way through the 

action research cycle. She has had some concerns and she has already imagined 

some strategies and she has just taught a lesson where she has tried out some of these 

strategies that she is thinking about and discussing with other teachers. I want to 

open up conversation with her… I don‟t want to tell her solutions she has come to in 

her lesson… I want them to come from her, so I don‟t have to… I ask her „What would 

you like me to do?‟ I invite her to tell me… „I am your mentor. How would you like 

me to start? You are in control, not me. Do you want me to tell you what I thought? I 

am an expert teacher but not the teacher who taught that lesson. You are the expert, 

so you tell me…‟ 

 

She says „I got it wrong‟… My job as her mentor here is to say „No, not wrong. I am 

looking it at differently from you‟ and „wrong‟ is as if I close the door and if I leave it 

there I am missing an opportunity for her to explain…  My job as a mentor is to 

mirror to her what I can see from a slightly different perspective, because together we 

will have more of a picture of what actually happened in class.  I can give her 

something else to reflect on… (Extract from a video of Ruth during teaching practice). 

 
Non Directional Academic Teacher  Mentor Offers generative Co-
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Figure 24: Observed behaviour patterns (case study 3) 

 

Tony Kelly 

 

You draw what I have in my head out of me, by asking questions. This enables me to 

put my thoughts into words. You also recommend readings to me and these help me to 

reflect and develop my ideas. Having been a teacher, you understand what it means to 

work in school, the shortage of time above all. I know that you value my research and 

that motivates me. (Extract from a video-ed session where I research mentored Tony).  
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Figure 25: Observed research mentoring behaviour (case study 4) 

 

In brief, an educational research mentor not only works in education contexts, their 

practice has to be actively educational.  They need to be able to coach skills as well as 

be a mentor in a holistic sense. They need to be able motivate not just individuals but 

also groups and they need sufficient insider knowledge to be able to understand the 

language that teachers use and what it means in its context as well as in the culture in 

which they work. Being a research skills instructor is not commensurate with being an 

educational research mentor unless the instructor has other qualities I have identified. 

Certainly, in my experience, a research mentor needs to be able to appreciate the very 

individualized needs of a research mentee. It may be that an effective research mentor 

emerges less through training than through a combination of training and an aptitude 

for mentoring. When I reflect on the description that Jack Whitehead offered about 

my qualities, I am unsure how far (if they are accurate) they result from learning and 
how far from personality as a family trait in combination with learned behaviour: 

I think you have a gift for relating in a way which liberates the other‟s creative spirit 

without any sense that the other‟s integrity or sense of identity is under threat. I find 

myself thinking of these qualities in your relationships as aesthetic in the sense that 

they are the qualities which are brought into play as individuals give a form to their 

own lives, as they explore for themselves and with others the possibilities which life 

itself permits.  

I also think you have very powerful gifts of analysis. Because of your depth of 

thinking and analysis in fulfilling the dictum, Educator know Thyself, I think you can 

reflect back to others, in a way which takes their learning forward, their spiritual, 

aesthetic, ethical cognitive, political, economic, emotional and other selves.‟ 

(Signed Jack and dated 9 July 1999) 
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Of course, Jack could have been mistaken. I hope that he was not. These affirmative 

comments strongly influenced my professional development as a mentor. If I am able 

to inspire others to learn and sufficiently knowledgeable to assist teachers, like Rieko 

Iwahama to undertake research then I have a basis from which to improve my work. 
When I asked Rieko, in March 2003, about why she wanted to do research she said, 

My aim is not to do research but to develop the education of children. I need to do 

research to help me improve my teaching. When I explain my practice I can reflect on 
my thoughts and so I can understand children more. I find her words so inspirational. 

9.12 Conclusion  

Teachers need to be aware that there are many quite distinct approaches to action 

research, including Appreciative Inquiry. I have become increasingly convinced that 

an AI 4D approach (Cooperrider & Srivastra, 1987) is useful for mentoring teacher 

researchers. This standpoint is endorsed by Pask & Joy (2007, page 212), who point 

out that there is a remarkable congruence between stages in mentoring and the 4-Ds 

of Appreciative Inquiry phases. Research mentoring practice incorporating an AI 

approach does substantively support generative processes within teacher research. 

 

Educational research mentoring is a two way nurturing process that can assist both 

parties to become supportively and critically engaged with one another's research. It 

can provide the missing link between two distinct research populations who rarely 

collaborate as equals within knowledge creation but who share common purposes. 

Educational research mentoring is distinct from other forms of research mentoring 

that are found, for example, in undergraduate programmes in universities because it 

does not rely solely on transmission of pre-determined training information about 

research methods. Rather, it offers potential for new methods of data collection and 

their analysis to emerge. ERM can promote creative collaboration between school-

teacher and university-teacher researchers, working together as experts. Teachers' 

expertise in the classroom enables them to define suitable research approaches and 
university researchers' expertise enables them to define the kind of approach to use.  

Research mentors work alongside teachers enabling them to do their own research.  

They help them to draw out teachers‟ understandings about what happens in their 

classrooms and to create new knowledge.  They do not create knowledge for them, 

though they may act as a sounding board for new ideas. They assist teachers in 

articulating the process and outcomes of on-going enquiry by encouraging them to 

explore networks of connected and previously unconnected thoughts in a generative 

way.  They join the teacher researcher in enquiry, often not knowing the answers to 

the questions they ask, but sometimes „knowing‟ when they wish to initiate new 

thought pathways.  They listen intently and move enquiry on by asking targeted 

questions, and signposting thoughts: So, by this you mean…?  Thus, that leads you to 

believe..?, by mirroring back utterances for re-consideration, as well as encouraging 

and enabling access to other (appropriate) sources of knowledge like contacts with 

teachers working in other schools, research literature on similarly focused enquiry.   

 

There is still a shortfall of understanding about how teachers enable learning in their 

classrooms. This situation is aggravated by reticence many teachers feel in expressing 

what they know and how they interact with pupils.  In a climate of accountability and 

measuring outcomes process, learning is taken to mean achieving „pre-determined‟ 
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ends and not (as it should be) something that can arise from the creative interactions. 

We know that peer research mentoring motivates teachers to research their practice. 

We have only to listen to the teachers from Bitterne Park to realize how valuable 

research mentoring relationships have been for their learning.  What we need to do 

now is to enable teachers to elicit, represent and disseminate their learning globally. 

There is more difference it seems to me, between teaching different subjects in one 

school than in planning, teaching and evaluations of learning in lessons in different 

countries. Taking an Affirmative Inquiry approach we would appreciate how much 

we have in common as teachers and knowledge creators in schools and universities. 

We already know research mentoring enables teachers‟ professional development.  

We need to be willing to invest in global Education by increasing research capacity 

across the profession of teaching so teachers can learn from one another‟s research.  

Using multi-media embedded in web-based templates such as those from MERLOT 

we need not be restricted to researching our practice in isolation. We can share video 

through the internet and engage critically and appreciatively with educators‟ practice 

internationally. Synchronous (and asynchronous) research mentoring could be made 

available and the resources that I have been creating using MERLOT are just a start.  

 

Starting from AI‟s 4Ds, dreaming, discovering and designing how elicit learning to 

improve teaching, academic and teacher researchers need to deliver the potential 

opportunities for constructive critique and dialogue with the goal of better teaching. 

At present, A1‟s language is bound up in „business-speak‟ and its approaches need 

adapting for applications in Education,  Nevertheless, it is my belief that it can offer 

educators a framework that elicits creativity and an enactment of visionary response, 

which the problem solving approach that has all too often become synonymous with 

action research undertaken by teachers fails to do. Empowering teachers to co-create 

knowledge to improve teaching is clearly an outcome worthy of research mentoring. 

How do educators understand more about research mentoring? Self study is one way. 
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4 Award, showing links to web-sites, web-pages & documents about my learning journey. 
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