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What role could there be for ‘mentor supervisors’ in initial teacher training in the Further Education and Skills Sector?
 ‘It should not be to introduce another fixed line of managers but rather a curved line of support. If you can imagine the wavy line of a kite? That in between gusts sags and bows, yet becomes fixed when it hits strong winds’

Mentor: on the kind of support needed from mentor supervisors
‘It is teachers who, in the end, will change the world of the school by understanding it.’
Plaque at University of East Anglia. Quote attributed to Laurence Stenhouse former Chair of Education.

Abstract:

Initial Teacher Education in the Further Education Sector has undergone wide ranging changes since 2007. The setting up of a professional body, the Institute for Learning, (IfL)  to oversee the licence to practice in the sector and the maintenance of continual professional development as a requirement of practising teachers in order to maintain status, has been welcomed by many but greeted  with some scepticism and suspicion by others. Other professions use supervisors who act as a safeguard to the client/patient by overseeing the way that professionals work and allowing them a confidential place to reflect on their work. This is generally seen as promoting good practice within professions and as a way of building a community of practice. The concept of ‘transferring good practice’ within this relationship is examined using the work of Fielding et al (2005) and others.
In the Further Education Sector Subject Specific Mentors now work alongside Teacher Educators supporting and observing new entrants to the profession through qualifications endorsed by Standards Verification UK (SVUK). In this study the authors attempt to explore concepts and issues related to the role of the supervision of mentors in building a community of practice in the teaching profession in the Learning and Skills sector. The paper then considers how this support could support joint practice development recommended by Fielding et al (2005) so that mutual subject and context specific teaching and learning can be put into practice.  
Background and introduction:
This study was part of an Research Development Fellowship (RDF) project funded jointly by the Learning and Skills Improvement Service (LSIS) and IfL and managed by SUNCETT. At the first residential workshop and the first research meeting of the research group objectives were clarified and refined  and set against the timeline set for the research by LSIS/IfL. The project was conducted from October 2009 – March 2010 and so research activity had to be tightly managed by the research leader who had been awarded the  RDF.  The RDF leading the project attended three workshops research development workshops and presented the findings of the project the final workshop event in March. As part of the research project the project leader undertook the University of Sunderland qualification, a module from, Master of Arts degree (Advancing Pedagogy: Post Compulsory Education and Training). This module incorporated all the research work from the residential workshops and the research project itself.

The revised objectives for the research group in November 2009 were to:
· Design and pilot supervision approaches for mentors in ITT

· Design a distance learning pack with materials as a support for supervisors and mentors

· Use the trained supervisors to supervise up to 24 mentors in a variety of settings

· Apply and evaluate approaches to the supervisory role

· Evaluate the benefits and difficulties involved

· Identity any particular issues for mentors supporting vocational  tutors

· Evaluate supervision as a vehicle for developing a community of practice within an academic framework

· Produce an evaluative report to be disseminated at the LSIS.IFL conference

The original research aim for this LSIS /IFL funded project was: ‘to establish a formal supervision system for mentors, provide training for supervisors and evaluate the impact of supervision on the mentors, mentees and organisation of supporting these trainee teachers’.

As the action research process progressed the aim of the research changed to:
’To explore and develop an educational supervisory model for mentors in ITT’ 

The refining and refocusing of research objectives is not uncommon in action research. 
As Koshy identified:
‘In action research findings emerge as action develops, but they are not conclusive or absolute’ (2010:2)
Action Research had been used in this research as a qualitative method as it is a method  which can be used to improve educational  practice,  involves action, evaluation, reflection and is evidenced based to implement into practice. (Koshy (2010:1)

 McKernan (1997:3) contrasted the immediacy and distinctive nature of action research with more other forms of research by pointing out that, ‘The aim of action research as opposed to much traditional or fundamental research is to solve the immediate and pressing day-to-day problems of practitioners. Elliot (1981) identified further distinctive characteristics of action research where he defined action research as the study of a social situation with a view to improving the quality of action within it’

The Research Team and Context 
The wider context for this research work is set against the professionalization of the workforce set up from the statutory instrument of 2007(Further Education Teachers’ Qualifications (England) Regulations 2007.  FE as defined in the FHE Act 1992). Professional occupational standards had already been developed by the Further Education National Training Organisation (FENTO) and were further developed by the Lifelong Learning Sector Skills Council (LLUK) which took over from FENTO.  The qualifications based on these were endorsed by Standards Verification UK (SVUK) and a professional body was set up (the Institute for Learning (IfL) to establish status in the sector which all new teachers would be subject to from 2007. Teachers in the sector either train to become Qualified Teacher learning and skills (QTLS) or Associate Teacher learning and skills (ATLS). In February 2010 BIS announced that  QTS for the school sector and QTLS for the Further Education Sector will start to become harmonised so that teachers can move between the sectors. The only stumbling block will be the graduate nature of the teachers in the maintained sector in schools, with QTLS teachers sometimes (but not always) having vocational expertise rather than graduate qualifications. The training of teachers has changed, so that many aspects of the training of school teachers are replicated. There are   subject and sector specific mentors observing teaching alongside the teacher education training teams. This was in response to the Ofsted report of 2003 which criticised initial teacher education in the sector as being too generic in nature. (Equipping our teachers for the future (DfES, 2004). This demanded highly specific requirements for teacher training courses that extended the resources for teacher education without providing additional funding after the first year for the provision of subject specific mentors. They are an integral part of the programme of observations but have to be paid for by the FE College to meet the need. If there is a need for supervision of mentors then this has to be met through either staff development budgets which cover the training of mentors or realistically through the use of Teacher Educators as supervisors in the process as part of their contractual hours. In an atmosphere of cutbacks this could be seen as a luxury which might easily  be dispensed with. However if it is seen as raising the quality of teaching and learning or as ‘good practice’ by Ofsted this could help its implementation, as colleges have been keen to meet Ofsted guidelines on inclusive practice and safeguarding which are currently a priority in 2010 . 
Teacher Education teams in Further Education have not been traditionally given the same status as those in the Higher Education Sector and this has led to differentiation between Teacher Education in FE which was seen to be skills based. Research on the sector is undertaken in the Higher Education Sector or government agencies (Simmons and Thompson 2007). Simmons and Thompson discussed the lack of opportunity for research but also recognised a lack of appreciation of scholarship as part of the proper role of a Teacher Educator. The Certificate in Education/Post Graduate Certificate in Education at level 4 and 5 pre 2007 was under the validation of the overseeing university, with colleges working under the direction of the university teams for their quality assurance procedures. This still takes place but all programmes are now endorsed by SVUK and must comply with their regulations, wherever they take place. 

Traditionally within this sector teachers were called lecturers and were employed for their vocational skills and knowledge, training to be teachers alongside working in other jobs. However many lecturers remained untrained seeing themselves in terms of their occupational background. LLUK and IfL have the remit to ‘professionalise the workforce’ with teachers training having to undertake Professional Formation to gain a licence to practice. Teachers who taught in the sector before 2001 do not have to undertake training if they are unqualified but those who joined post 2001- 2007 must qualify either by professional recognition (B4 route was set up by SVUK to support experienced but unqualified lecturers who joined the sector before 2001 gain professional recognition, but this route has now closed) or take a current qualification in order to maintain their role within the sector. They must also agree to undertake 30 hours (pro rata according to their role) of continuous professional Development (CPD) and record it electronically either by ‘Reflect’ (via the IfL website) or keep a paper based record. Ofsted’s role via Inspection involves a check on the status of the teaching staff that a provider employs and the tracking of the professional status by the provider after training. A model of compliance in order to practice is in the process of becoming a professional requirement. 

Teachers without QTLS status (but who are qualified under the old system) are being encouraged to undertake professional formation and this leads to the understanding that at a set date (previously set at 2010) it will be expected that the sector will have an all professional workforce in a similar way to the maintained sector. Those wanting to teach in the sector will have to prove their status and those without will presumably find it increasing hard to find employment maintain employed status. In this way it is anticipated that cultural change will be effected. 

In an increasingly financially constrained public sector (due to the world banking crises of 2008-9) there will not be the funding for external consultants to undertake research in the sector which has been the trend within the last 10 years. Government agencies working with the sector have proliferated and changed names rapidly, and practitioners in the sector have been advised and supported by a range of external consultancies. This top-down approach to research in the sector has been led by government who have increasingly seen their role to prescribe the curriculum and the teaching and learning and assessment methods that should be used. This dilution of professional autonomy could be seen to contradict the drive to professionalise the workforce if the definitions of a professional are used for teachers in this sector. 

· Theoretical knowledge on which practical activity rests 

· Formal accredited qualifications providing a grounding in theoretical knowledge

· A licence to practice

· A code of practice

· A professional body that represents the interests of practitioners, and regulates their activity in some way

· Concern as to the impact of the actions of members of the profession

Tummons (2007:3)
The group of researchers involved in this study are all experienced teacher educators and two were qualified counsellors who had a concept of supervision in that discipline.  All of the researchers were members of the East of England Centre for Excellence in Teacher Training sub group for mentoring and had worked collaboratively on developing a DVD and training pack for mentor training which was funded jointly by EECETT and West Suffolk College, which led the mentoring sub group. Four Further Education colleges were represented by this group.
All the researchers had undertaken post graduate (level 7) mentor training via funding from EECETT through the University of Wolverhampton and so had an understanding of the literature in the field already. One researcher was researching mentoring in her PhD at the University of Nottingham. One of the consultants involved in the making of the DVD (EECETT/WSC 2009) already teaches on a traditional counselling supervision course and it had originally been suggested that the money from the LSIS Research could support the training of the researchers as supervisors. The time scale of the project precluded this training so a distance learning pack was produced for researchers (Morris 2009 unpublished) on  models of supervision in other disciplines as there was no literature found on the supervision of mentors in initial teacher training in the Further Education and Skills Sector. 

Part of the impetus for this research came from previous action  research work conducted by EECETT through LSIS funding (Gyles 2008, Garside et al 2009) and part came from the collaborative work carried out by the sub group writing and filming the DVD for mentor training now published by EECETT. The original LSIS research (Gyles 2008:108) discussed investigating a ‘super mentor’ for mentors to model good practice and to be an immediate port of call in case of difficulties’.

Both of these concepts became contested in the course of the research and in the writing this paper. As the assumptions behind these concepts were critically explored in the research they became increasingly problematic. It gradually became clear that key assumptions underpinning these concepts and the language used to describe them imply that only an outside agency can guarantee the quality of the practices of teachers). Furthermore these concepts rest upon that good practice can be transferred to others via supervision. Brookfield (1995) criticised research studies where underlying assumptions which remain unexamined as being manifestations of the ideology of the researcher. Through the work of Mezirow (1996:103) and Brookfield (1987) Cranton pointed to the dangers of unexamined ideology to education and society. For Cranton, critical thinking is an important cornerstone of democracy and,   
‘A distorted assumption or premise is one that leads the learners to view reality in a way that  arbitrarily limits what is included, impedes differentiation,  lacks permeability or openness to other ways of seeing, or does not facilitate  an integration of experience.’ 
The critically examination of our original ideology and assumptions helped us to recognise that the terms ‘Transfer of good practice’ and ‘supervision’ were both value laden forms of language that implied a power relationship between the partner and receiver ( Fielding 2005) and that the model of mentoring and supervision needed to  be revisited  in order to reflect the importance of the notion of joint practice development by mentors and ‘supervisors’

A Literature search was conducted on supervision in other professional contexts. This brought to light literature   which included Goodyear (1982), Leddick and Bernard ( 1980); reflective practice ( Brookfield (1997), Schon (1987), Kolb (1985); professionalism (Hodkinson et al (2005), Hoyle and John(1995) Tummons (2007), Cunningham(2009); a critique of current government priorities in the sector (Coffield 2008), Biesta 2009); theoretical literature on Action Research methods (Koshy 2010,Cohen and Manion (2007) ; Communities of Practice (Wenger1998) and Situated learning (Lave and Wenger1991) together with  other research projects and works in progress undertaken by some of the research team on mentoring in the sector (Garside, Nairn, Pichon, Scott, Szpytma, Wilkinson, 2010 )
The questions that arose from this initial research were: Which models of professionalism do mentors and ‘supervisors’ embody in this context? Would mentors welcome supervision and if so which model or approach might be most helpful? Would supervision be collegiate, and part of a joint reflective practice (which the LLUK occupational standards are based on) or a model of supervision which is a form of gate-keeping and safeguarding of mentees emphasising the uneven power balance between mentor and supervisor? 
Even the term ‘supervision’ itself caused debate amongst the team underlining the power of subject specific language to direct practice and the importance as Brookfield says of hunting assumptions (Brookfield (1997) in order to facilitate critical thinking and practice. These were the questions that developed from the original aim which saw supervision in terms of it being a ‘good thing’ but which had no evidence to support the intuitive appeal of the idea. Furthermore, for any model to work, it would have to fit into the context of the sector which already pays for the work of mentors.

Research Design and Methods 

As the team consisted of six practitioners from the sub group for mentoring (EECETT) the method needed to be participative and collaborative with a common purpose; to be situation based; develop reflection based on the interpretations made by participants; create knowledge through action; involve problem solving if the solution to the problem leads to improvement of practice and allow for research findings to emerge as action develops. (Koshy 2010:1).
The team were already an established community of practice (Wenger 1998) and were willing to share the tasks of research.

The evidence was to be gathered through:

· Evidence from Self assessment tolls which measured how mentors/supervisors felt about their current experience at the start of the project from mentors and ‘supervisors’

· Evidence form supervisors sessions

· A control group

· E mail evidence from supervisor peer supervision group

· Supervision distance learning pack

· Supervision/mentor views on findings gathered from semis structured interviews  and questionnaires
· Mentees experience of mentoring. Evidence from previous research findings done by research group on the  mentoring  (EECETT 2009)

.

· Two researchers used GROW model as a model for supervision (Whitmore 2002)
· Two researchers used  Action Learning Sets as a model 
· supervision (Morris 2009:11)

· One researcher used Peer coaching model ( Joyce and Showers 1996)
· One researcher has set up action learning sets with ITT mentees on second year Cert Ed/PGCE programme as peer mentoring model facilitated by tutor to explore a more collaborative and democratic model of professional  enquiry for mentees
· One Researcher taught on mentoring module developed for CPD

           (Level 4 and 5) and worked with 2 mentors to gather evidence. 

The above  set of objectives and evidence gathering proved to be too optimistic given the time frame and the realities of doing research in the sector. Later meetings of the research team were cancelled or were poorly attended due to the impact of inspections within two colleges and the merger of one college with another local college. As a back drop, the end of the funding for EECETT began to preoccupy the colleges and priorities with the colleges were reset as inspection was seen as a priority over research activities at two colleges. This is the reality of research within the sector and reflects the challenges of trying to work collaboratively across several colleges within a short time frame. 
To date,  due to research project deadlines control group evidence has not been collected but this could be for another research project to follow up. 

There was also some debate about the transfer of the concept of supervision from a counselling frame to that of an educational frame. The whole concept of supervision became the focus for debate. 

It was decided to look at different approaches to ‘supervision’ within this context and to try and find a suitable label for the activity whatever it was found to be. This debate about labelling demonstrates that the community of practice was working democratically, as meaning is developed through shared language as Wenger shows (1998). The group were not willing to take on definitions which were felt to be out of context. Some were not even sure about the relevance of supervision as a concept within professional teacher development. 
Two researchers used the GROW model for ‘supervision’  (Whitmore 2002) as a method of supporting not only mentees but also mentors in their work with teacher trainees on the programmes.  One researcher used Joyce and Showers model of peer coaching (Joyce& Showers 1996) and two researchers used an action learning set (ALS) model. Each ALS was made up of 6-8 people who were timetabled to meet throughout the year. Each person had an equal amount of time to present their issue and the ALS was initially managed by a trained facilitator as it needs to be structured.

The format of the ALS is that one person presents their issue for 15 minutes and the next 15 minutes are used for questions. The group is then broken up and given learning tools to unpack the issue rather than just discussing it and trying to problem solve. The learning tools help to unpack the problem so that the person can ‘step back’ from the issue rather than being bombarded by a series of suggestions. The person presenting the problem then takes notes to develop an action plan. Between meetings, the person uses the action plan to test out the ideas. At the next ALS they present the outcomes of these actions and use the different outcomes as a way of learning from experience.

An ALS can be made up of people from across a range of organisations and settings which avoids confidentiality problems, encourages lateral thinking and offers a range of skills and experiences to share across the ALS.

(Morris 2009:11)
In researching different models of mentoring the team also considered Lipman’s concept of developing thinking through participating in a Community of Enquiry (Gregson 2010:1). Lipman argued that questioning, especially of meaning, assumptions arguments and values drives reflection. He also proposed  that people develop their knowledge and ideas from talking to each other  so that the mentor /supervisory relationship needs to be set in this context of developing professional identity through critical enquiry in professional discussions. The Action Learning Set approach, the GROW model approach Whitmore (2002) and the peer coaching model  share some similarities in that they seem to work on this principle in that part of becoming a member of a community is learning to understand and use a particular kind of   language and a set of shared practices and values. In this context mentors work with mentees to help them enter a community of practice within their own subject and use subject specific language and pedagogy to promote learning and practice through the  dual professional lenses of subject knowledge and pedagogical/educational knowledge. The ‘supervisor’ in this model becomes a critical friend and fellow enquirer with a more equal and democratic relationship in learning. This provides some support for the Dreyfus and Dreyfus model of professional development from Novice to Expert and applies to mentees, mentors and supervisors who are all involved in the transition in their roles. (Dreyfus and Dreyfus. (1988:16). However it is important to note that, many fixed hierarchical models of mentoring and the development of professional knowledge  overlook the organic developmental process that practitioners go through when they explore a new professional identity.  Hargreaves and Fullan (2000:52): highlighted how  

‘teaching has become incredibly more complex over the past few years…..the old model of mentoring where experts who are certain about their craft can pass on its principles to eager novices no longer applies.…..…while assigned mentors may sometimes know more than the new teacher about certain areas such as school procedure or classroom management, the new teacher may sometimes know more than the mentor about new teaching strategies’.
The same authors argued that if the school assumes the mentor always knows best, even about teaching strategies, innovative new teachers might quickly experience the mentor relationship as an oppressive one. Mentors my seem more like tormentors, and the process of induction into the profession may amount to seduction (from the Latin, seduction , to lead aside) of the new teachers away form the purposes and practices they have recently acquired in their teacher preparation experiences.’

The model of supervision that has tentatively emerged as the most useful from the  project to date suggests that using reflective thinking to develop professional practice within a given context through the principles of  joint practice development may  more useful and effective than other approaches .
Another tentative  finding that was not originally anticipated was the context of the research and the importance of building up  a research community of practice within the sector as part of this research process. 
Hoyle and John described the notion of restricted and extended ‘professionalites’ (Hoyle and John 1995: 123). The concept of the FE teacher needs to move from that of a ‘restricted’ professional whereby there is a technical, classroom aptitude to an ‘extended’ professional which represents a broader professional approach, incorporating collaboration and participation in multiple professional development activities including small scare research projects (1995:123). Simmons and Thomson (2007) supported this argument and argued that if Teacher Educators accept the technical-rational view of teaching then  their professional practice will be reduced to an externally driven compliance model with codified sets of practices in stark contrast to  the extended professional model. The need to take part in scholarly activity which matches those in HE is necessary to raise the profile of teacher educators and teaching as a profession in FE and improve teaching and learning in practice

.

This is in line with the move to professionalise the workforce as noted earlier and to create what has been called an ‘imaginative professional’ (Cunningham 2008:144). There is a need for an understanding of the broader forces that shape the workplace and for a rational approach to the demands of the external culture. The need for articulate and creative responses is emphasised rather than hopelessness and self defence, leading to professional burn-out.
This moves away from the idea that a teacher‘s main role is to oversee the administrative and organisational educational policy and political imperatives which come from outside of the organisation and which are from the  audit culture concentrating on value for money/retention and achievement since incorporation (1992 The Further and Higher Education Act), to an emphasis on a professional concern with the quality of teaching and learning within a given context so that professionals can respond to change in a creative way to meet learning needs.
In a previous research project by Garside et al (2009) mentees were surveyed using the nominal group technique to find what they most valued from their mentors.

Most valued were:

Support

Expertise

Opportunity to seek advice and opinion on teaching issues

Sharing experiences

Sharing resources

Honesty

Genuineness

Time to offload to someone who knows what you are talking about

Confidential space

Confidence in the person as a mentor

Someone approachable

This mirrored the benefits that mentors projected into the supervision process. 

As Hargreaves and Fullan found in their study (2000) and quoting Hargreaves work from 1998 and 1994:
‘Another issue in the future of mentoring concerns teachers’ increasing needs for emotional support. Teaching is an emotional practice (Hargreaves 1998). It arouses and colours feelings in teachers and those they teach. Teaching involves not only instructing students but also caring for and forming relationships with them……Times of rapid change whether chosen or imposed, can create eve greater anxiety and insecurity among teachers as the challenge of learning new strategies calls their competence and confidence into question…..Emotional support is one of the strongest needs of beginning teachers…….experienced teachers also need this kind of support – to talk through their emotions, manage their anxieties and frustrations and be guided and reassured about the limits to the care they can provide when guilt threatens to overwhelm them ( Hargreaves 1994)
The supervision process (depending on the model used) could therefore support mentors in this role by engaging them in critical thinking which challenges their assumptions and received ways of thinking about their own work and their approaches to teaching and learning. 
Discussion of findings

Coffield and Edward (2009) argued that the identification and dissemination of ‘good practice’ has been a central part of the Government’s strategy for radical change of the education system. Indeed they claimed that good practice is no longer good enough, and the rhetoric of the Learning and Skills Council and the Quality Improvement Agency now stresses ‘best practice’ which is never clearly defined in  publications but an assumed standard. As Stephen Brookfield (1995) suggested in his work on reflective practice (a central plank of the occupational standards set by LLUK for the sector: New Overarching Professional Standards for Teachers Tutors and Trainers in the Lifelong Learning Sector 2007) in order to reflect on practice there needs to be evidence gained from four reflective lenses which support the practitioner evaluate the values and assumptions underpinning their teaching:
The autobiographical lens

The lens of colleagues

The lens of students 

The theoretical lens

According to Brookfield,  this generates the evidence which allows for critical reflection on practice and enables practitioners to improve their teaching and learning skills and knowledge. Kolb (1984) proposed that the learning cycle, this can involve the practitioner in an active reflective process which regenerates their teaching and ensures that teaching and learning and experiential/theoretical evidence based practice are at the heart of their work. Kolb also implied that research into teaching and learning is part of that enterprise of the teacher to generate new knowledge and practice.

Brookfield’s work (1995) emphasised that collaboration and collegiate work was essential to this process. 

The findings of this small scale research project suggest that both mentors and ‘supervisors’ value the collaborative and collegiate approaches to supporting them in the development of their practice. 
 One of the researchers commented:
We promote reflective practice and student centred active learning approaches within our programmes. We do not deliver ‘lectures’ but instead all of our sessions are interactive, encouraging pair work, small group work, peer and self assessment, critical reflection on practice and we encourage students to take responsibility for their own learning 
CD

The mentors were confident and competent individuals and I was surprised at how quickly they slipped into wanting to be counselled. They were both dealing with some big issues (with staff and students) and this seemed to impact on their ability to see things clearly. Much of the sessions were spent reflecting back their own words and challenging the amount of pressure they were putting on themselves to be the best. These sessions became a release valve for their professional concerns and acted as a buffer between their issues and the individuals involved in the issues. The supervision skill was to enable them to use reflection positively to improve practice rather than as a tool to beat themselves up when their confidence was low.’

Supervisor /mentor BM

This supervisor mentor noted that due to time constraints the supervisor was keen for sessions to lead to change or resolution. This could have led to mentors being put into a position where they felt they had to make those changes happen and could be one of the draw backs of supervision. The question was should the supervisor take on this role?
"Since the 6 sessions both supervisees had issues that they needed to discuss in a safe, supportive environment and they were able to test out ideas and strategies to address  these issues as part of the supervision process.

(BM)
This mentor supervisor had come from a counselling background and the relationship here was different to other settings where the supervision/mentoring seemed to be based on the task in hand and joint practice rather than the emotional aspects of the relationship between supervisor/ mentor /mentee.
‘Safe’ in this context could reflect on the culture of the organisation in which supervision takes place.
This emotional aspect in this version of supervision has been successful in terms of mentor confidence but the supervisor commented that the mentor had to ‘learn to be supervised ’
It could be that the background of the supervisor and the language used sets up the reference for the situated community of practice as either joint practice or good practice? 

“The sporadic nature of the sessions was a weakness as the supervision was not given priority. This hampered the establishment of the relationship and the continuity of discussions but was ultimately overcome by the enthusiasm of the individuals.”
As noted elsewhere in the paper, in the FE sector funded time is limited so any supervision would have to be found from either mentoring hours or staff development hours. There is simply not the funding at the moment for funded supervision of mentors. One option could be that one of the mentors could have extra hours to supervise others in action learning sets. Another option might be for teacher educators could have extra hours to provide a supervision role and/or a facilitator role for mentors.

Coffield and Edward (2009:372)   stated that the main mission of the sector is to raise the quality of teaching and learning in general, vocational and adult education through research which understands and evaluates the complexities of teaching and learning in specific localities. This echoes much of the work of Etienne Wenger (1998) in relation to Communities of Practice. The concept of Communities of Practice is based upon the understanding that professionals do not decide what constitutes ‘good practice’ on their own but through joint enterprise. Through its members ‘joint practice’ are developed a shared repertoire of routines, stories and concepts and in teaching this involves a language for teaching and learning. According to Wenger,  such communities hold the key ’to real transformation – the kind that has real effects on people’s lives, because of their engagement in action, interpersonal relations, shared knowledge and negotiation of enterprises’ (Coffield and Edward, 2009:287 quoting from Wenger.)
The theory and principles of a Community of Practice are supported by  the experiences and findings  of  the research team which conducted this project  in two ways. Firstly as an analytical tool to model and review how a Community of Practice could be developed which would involve mentors, mentees and ‘supervisors’ in Teacher Education programmes. 

Secondly the findings of this research project support claims that  in the development of a research culture in Further Education colleges could be developed through the funding of research Fellowships, and given status and support by a professional body (IfL), academic support 
(SUNCETT and University of Sunderland) and Government agency support
(Learning and Skills Improvement Service LSIS). This Community of Practice has taken the enterprise of evidence based practice by the sector to improve the teaching and learning process, raise the status of teachers in the sector, and bring academic rigour to any practice changes. It has revived Lawrence Stenhouse’s (1978) vision of a highly valued professional community leading the process. 

 Coffield and Edward (2009) suggested that ‘good practice’ has to be defined in context and is a complex process and that this complexity is then compounded by the concept of ‘transfer’. Drawing on the work of Robin Alexander (2009:385) they argued that, 
.
‘good practice, created as it is in the unique setting of the classroom by the ideas and actions of teachers and pupils , can never be singular, fixed or absolute, a specification handed down or imposed from above’. (2009:387)

 `

The same authors emphasised the need to pursue  understanding in this important and to date neglected area of research Coffield and Edward 2009: 242).

In relation to the focus of this project the role of the supervisor and mentor could be to support the expansion of joint practice development in  the transfer of vocational education and knowledge of  teaching.

With reference to their own research (2009:243) in 24 learning sites which demonstrated the interactive processes of teaching and learning were central to  teacher and learner growth and development  Coffield and Edward  argued that this involves the enactment of a democratic style of teaching and learning and the value of reflective practice. From this perspective, the teacher as learner (as well as teacher) is central, a point was also underlined by Brookfield in his work (1995). Joint practice development and mentoring depend upon mutually complex and fundamentally human processes. Finally they argued that the question therefore becomes: What pedagogy is most suitable for the wide variety of subjects taught in vocational education and what educational, social and financial arrangements will best promote such relationships? (2009:273).
 This research undertaken by the authors of this work into the learning  relationships that need to be developed by mentors, their mentees and possible ‘supervisors’ of that process in initial teacher education programmes represents an important first step towards addressing this question . It seeks to understand what role ‘supervision’ could play in the process of improving the complex relationships between and  interactions within  teaching and learning in specific contexts though Action Research. 

Conclusion 
This research has sought  to explore how a community of practice could be supported to work in a democratic way to understand what good practice and professional development of new teachers through mentoring and the ‘supervision’ of mentoring could look like in this context. The research takes as one of its main values that ‘a vibrant democracy needs an open ended approach to ‘good practice’ which remains within the control of reflective and learning professionals, which remains sensitive to constantly changing local context, and which provides the resources to deal appropriately with the complexities involved in its  identification and dissemination. (Coffield and Edward 2009:388).
The research findings tentatively suggest  that reflective conversations within peer groups or facilitated by a leader or ‘supervisor’ using a Community of Enquiry approach, could not only develop the professional identity of new and existing teachers who act as mentors, but can also contribute to organisational cultures that might constitute and support good practice in teaching and learning. The same approach could also provide a model for the identification and transfer of good practice. The findings of this project tentatively suggest that is the quality of relationship between the mentor/supervisor/ mentee which is the key to reflection, professional growth and development. The values underpinning this approach are characterised by a democratic style of mentoring and supervision and the development of critical reflection in order to promote autonomy and confidence at all levels. 
The paradox here as Gillie Bolton, quoting Reid and Donohue (2005:561) pointed out:
‘
Reflective practice is required by the masters, by the system. Yet its nature is essentially politically and socially disruptive: it lays open to question anything taken for granted. Enquiry –based education, education for creativity, innovativeness, adaptability, ease with difference and comfortableness with change … (is) education for instability.’ Bolton (2005:2)

For Bolton, the structures in which our professional and personal roles, values and everyday lives are embedded are complex and volatile. In this context power is subtle and slippery; its location is often different from how it appears and  deep reflection and reflexivity for development involve exercising authority and responsibility for personal and professional identity, values action and feeling, encouraging contestation and a willingness to live  with uncertainty and  unpredictability and thrive on  questioning.’

The model of supervision which emerged from this project in itself did not seem to be significant although the term ‘supervision’ did have a negative impact, and denoted an ‘imbalance of power’, for some researchers. 
This  demonstrates the difficulties of transferring models  of mentoring (and the language  of mentoring ) from one context to another and highlights  the difficulties that professionals can have in collaborative research due to the power of language to shape reality.

IfL (2009:9) cited Husband’s work on professionalism and Professional development which discussed the need for lifelong learning within teachers. One of the points raised was that teachers should adopt an enquiry orientation to evidence –based knowledge to inform professional practice. 

This work supports the view that professional development is not something that can be externally developed but is a process that involves the negotiation of professional identity. This involves equality of power which facilitates the ownership of development within the teacher. 

Future Directions?
Following a study visit in 2009 to Kokkola and Tampere in Finland with the BA in Education Group at West Suffolk College via Leonardo funding (Lifelong Learning Strands 2009 Ecotec) an exchange was set up between Tampere University who train and educate vocational tutors in Western Finland and a Finnish colleague will be visiting West Suffolk College and partner colleges in 2010.  This could be the focus for further study. Following the exchange visit to Finland modules were written for the BA in Education and FdA in Teaching and Training in the Further Education and Skills sector on Vocational Education and Training in the European context. 

This research could also support the development of an accreditation for existing Teacher Educators in (for example) ‘Educational supervision of mentors as joint practice’ on Initial Teacher Education programmes in the Further Education Sector and could be developed as a distance learning / online programme based on the pack developed during this research. This could also involve the production of a DVD as has been produced for mentor training and would contribute to practitioners CPD for their licence to practice.

Recommendations:

· Mentor supervisors could act as critical friends/peers to mentors in Initial Teacher Education and help to build a professional community of practice

· Teacher Educators could be trained in the skills of collaborative  supervision/reflective practice via accreditation and a face to face/blended course based on the distance learning pack produced by this research

· Rather than use the term ‘best practice’ which is undefined, the term joint practice development could be adopted in order to support the transfer of vocational knowledge and practice by mentees into teaching. The supervisor could support the mentor and mentee in this process.

· European funding opportunities could support wider research and exchanges to develop a community of practice based on less UK centric  research
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