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Abstract:

There are a range of different approaches regarding 
teacher education programmes across the world. Some 
of them are more theoretically oriented and some are 
more practice-based, focusing on real-life classroom sit-
uations. Mentoring, one of the most popular ways of 
benefiting from the positive influence of a more experi-
enced person, is an approach to preparing teachers for 
educational occupations (Coats & Woullard, 2010). Koso-
vo, Albania and Switzerland used to prepare teachers by 
placing them in the school system very early while pro-
viding them with coaching from teachers already work-
ing in the schools (mentors) with professors from the 
faculty supervising them. However, there are differences 
in how the three different countries organise this pro-
cess. This study aims to describe how the mentoring sys-
tem is organised in Kosovo, Albania and Switzerland and 
how the teachers/mentors perceive their roles while 
coaching students during their teaching practice. A liter-
ature review on how the mentoring system is organised 
in the three countries participating was conducted. A 
qualitative approach was used to identify how teachers 
from the three countries perceive their roles. The re-

searchers interviewed 5 teachers in each country. The 
sample was intentional using the criteria of experience in 
coaching student teachers at schools. The Hudson et al. 
(2005) theory of mentoring with the 5 elements of per-
sonal attributes, system requirements, pedagogical 
knowledge, modelling and feedback/reflection was used 
in a modified interview protocol. The results revealed 
that there are good experiences, practices and approach-
es which the three countries could share and learn from 
each other, and that there is some similarity in the men-
tor teachers’ perceptions regarding their roles as men-
tors. Most of the teachers shared that they do model 
teaching in front of the student teachers, they do give 
them feedback, they challenge students with the system 
requirements such as understanding the curriculum and 
working with documents, planning and assessment, etc. 
The main lesson learned from this study seems to be that 
teaching practice as part of an educational programme 
and mentoring are crucial to a qualitative teacher prepa-
ration. 
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1.  Introduction

Being a mentor teacher at school level and a teacher 
educator supervisor at university level denote extre-
mely important roles and responsibilities during the 
complex task of placing students in schools as part of 
their initial teacher education (Richter et al., 2013; Hud-
son et al., 2013, 2005). The primary goal of the student 
teaching experience is to provide the student teacher 
with the opportunity to apply effective teaching prac-
tices and develop understanding and behaviours under 
the guidance of an experienced and qualified mentor 
teacher and university teacher educator as a supervisor 
(Hudson et al., 2013). More concretely, mentors exercise 
a key role in helping student teachers develop teaching 
practices and providing the necessary skillset for their 
transition to independent teaching (Feiman-Nemser, 
2003; Normana and Feiman-Nemser, 2005). 

Mentors are understood to be experienced teachers 
who are ready to understand their role not only as a tea-
cher for his/her pupils and a supporter for the teacher 
students, but also to stay a learner himself/herself for all 
his/her (professional) life. In the University or Faculty, 
teacher students receive additional content knowledge 
or basic information regarding new developments in di-
dactics, methodology and the development of learning 
and teaching materials. In the classroom (supported by 
mentors), teacher students observe the current tea-
ching and learning reality but are also given the chance 
to teach, to apply and to practise themselves what they 
have learned and observed (Gollob, 2020).

This study aims to examine mentors’ perceptions regar-
ding their roles as mentors, as well as to describe the 
mentoring system for pre-service teachers in Kosovo, 
Albania, and Switzerland. Since different terminology is 
used by different authors in the different countries, we 
need to clarify that the term mentor teacher in this paper 
refers to teachers working at schools who also mentor 
students coming in from teacher education faculties to 
experience the profession from a teaching practice pers-
pective as part of their pre-service study programme. 
Hudson, Skamp and Brooks (2005) constructed an ins-
trument (questionnaire) based on literature review 
consisting of the five factors that characterise effective 
mentoring practices in primary science teaching. These 
factors, namely personal attributes, system require-
ments, pedagogical knowledge, modelling and feedback 
represent what a mentor teacher should confront stu-
dents with during their teaching practice. While this mo-
del was mainly used to examine students’ perceptions of 
their mentor teachers and the mentoring process, in our 
research study we used it to examine mentors’ percep-
tions regarding their own roles as mentors. The original 
questionnaire was modified and turned into an interview 

protocol using the questions regarding the five factors. 
Using the Hudson et al. (2005) model, our study aims to 
describe how the mentoring system is organised in Ko-
sovo, Albania and Switzerland and how mentor teachers 
perceive their roles in these three countries.

The two following research questions derive from this 
aim for the study:

 ■ How is the mentoring system for pre-service 
teachers organised in Kosovo, Albania and Switzer-
land?

 ■ How do mentor teachers perceive their role as 
mentors in these three countries?

2.  Literature Review and the Study  
Context in Kosovo, Albania and  
Switzerland

2.1  Mentoring Student Teachers

Experienced teachers are considered important 
stakeholders in the process of preparing novice teachers 
(Spooner-Lane, 2016; Aspfors and Fransson, 2015; Hob-
son et al., 2009, Zachary, 2000). As described by Gjelaj, 
Kacaniku & Saqipi (2020), mentors support novice tea-
chers by guiding them through their reflection process 
mainly by providing different questions and prompts. 
Such reflection practices steered by mentors encourage 
novice teachers’ self-reflection and action. In this lear-
ning process, mentors conduct certain stimulation acti-
vities to enhance the novice teachers’ reflective practice, 
including thought-provoking discussions about the tea-
chers’ teaching and learning experience, analysing the 
responses they provide and praising their efforts and 
achievements (Veenman et al., 1998). All these elements 
are crucial for a successful mentoring process, especially 
because mentees should feel content throughout the 
mentoring process. For the mentoring process to be ef-
fective, mentors should ask for specific outcomes to be 
met by the mentees, so that they can provide focused 
feedback afterwards (Hudson, 2007; Hudson et al., 2013; 
Kemmis et al., 2014).

Mentoring is a nurturing process in which a more skilled 
person – serving as a role model – teaches, sponsors, 
encourages, counsels, and befriends a less skilled or less 
experienced person for the purpose of promoting the 
latter’s professional development. Mentoring functions 
are carried out within the context of an ongoing, caring 
relationship between the mentor and teacher student 
(Gollob, 2020).
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Mentoring at pre-service level can give teacher educa-
tion candidates the opportunity to work closely with ex-
perienced teachers, hoping that the experienced tea-
cher will model good teaching skills (Coats & Woullard, 
2010b). It is this kind of mentoring that will help teacher 
education candidates experience new pedagogies, 
classroom management, professional competency, and 
the realities of the classroom (Huling, 2001). There are 
numerous promising international approaches that 
mentoring programmes can learn from and embrace 
(Darling-Hammond, 2017) at a local level, however, nu-
merous studies have documented large variations in the 
purposes, length, structure, and intensity of these pro-
grammes and in the selection, terms, training, and ex-
pectations of mentor teachers (Huling-Austin, 1990; Fi-
deler & Haselkorn, 1999; Ingersoll & Smith, 2003). It is 
worthwhile noting that the success of the mentoring 
process depends considerably on preparation carried 
out by the mentor teacher and awareness regarding un-
dertaking such a task (Darling-Hammond, 2017). In 
theoretical terms, a five-factor mentoring model has 
been identified – personal attributes, system require-
ments, pedagogical knowledge, modelling, and reflec-
tion (Hudson, 2007) – and items associated with each 
factor have also been justified empirically (Gjelaj et al., 
2020b).  

2.2  Mentoring System for Pre-Service 
Teachers in Kosovo, Albania and 
Switzerland

Mentoring Student Teachers in Kosovo

The quality of teacher education has been at the fore-
front of education reform debate in Kosovo and pointed 
to the need for ongoing teacher education reform. 
However, the entire teacher education system has been 
part of education reform debate in light of poor perfor-
mance by the school system, the latest evidence of this 
being the PISA participation in 2015 and 2018 in which 
Kosovo ranked among the bottom three countries in 
reading, maths and science (OECD, 2015, 2018).

Teacher education has been projected as a core element 
of teacher education in Kosovo for some years now. 
However, there have been dilemmas over the quality of 
its implementation and the links between theory and 
practice in the delivery of teacher education. 

In light of this pressure for change, in 2012 the govern-
ment decided to make Master level qualifications a man-
datory requirement for all teachers and the teaching 
practice – or ‘practicum’ – component was introduced (or 

mandated) in all programmes for preparing teachers in 
all of Kosovo’s public universities. In addition, the stan-
dards for the teaching profession were continuously 
upgraded to show that new teachers are required to res-
pond to the complexities of the new roles for teachers in 
post-modern professionalism (Hargreaves, 2000). Tea-
cher education policies in Kosovo foresee prospective 
teachers acting as agents for change in schools and res-
ponding to the complexities of teaching in a society that 
is still developing as a democracy. In an effort to respond 
to this complex teacher policy context, the Faculty of 
Education at the University of Pristina developed a Mas-
ter level programme for all subject teacher education 
programmes which incorporates the school placement 
component as an innovative element. The teacher edu-
cation programmes for primary and pre-primary level 
have had previous involvement in reorganising the 
school practice experience for several years. 

To ensure quality in the student teaching experience, 
mentoring has been recognised as an important reform 
focus, nevertheless, reflections from teacher educators 
in the latest studies have indicated a lack of quality 
mentoring practices in schools. The concept of mento-
ring student teachers has been the focus of teacher edu-
cation reform in Kosovo since 2002/2003 when teacher 
education was upgraded from a two-year higher educa-
tion qualification to a university qualification. Additio-
nally, the concept of teacher mentoring as professional 
development practice has also been recently introduced 
in Kosovo school system (Vula et al., 2015). As part of the 
efforts to bring initial teacher education in line with the 
recently introduced standards for teacher practice and 
teacher education, the Faculties of Education developed 
courses for student teaching and outlined the expecta-
tions for students during their school experience. The 
Faculty of Education in Pristina developed a training 
programme for 300 teachers from pre-university level 
who were selected in cooperation with municipal autho-
rities and schools to serve as mentors for new students 
in the reformed programmes. These mentor teachers 
were offered a three-day training session which was 
meant to help them develop an understanding of the 
roles and expectations for student school placement, 
which shows the importance that university placed on 
the mentoring role. An agreement between the univer-
sity and the Municipality of Pristina Education Directo-
rate regulates the relationship, procedures, tasks and 
the whole placement/practicum programme between 
faculty and the schools. During the studies, students are 
assigned 100 days in a school while taking lectures on 
teaching practice in the faculty. The faculty has appro-
ved a guide on teaching practice which regulates the 
roles and the duties of the three-pair partnership 
between the student, the teacher at the school and a 
professor from the faculty.
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Mentoring Student Teachers in Albania

In Albania, there is already a tradition regarding the pro-
fessional preparation of students with mentoring pro-
grammes. From 1998 to 2004, an English model of men-
toring system was established on behalf of the AEDP 
Foundation (Albanian Education Development Program). 
According to this model, an agreement was established 
between the schools (previously selected according to 
quality standards) and universities with a faculty of edu-
cation – a model that was approved and supported by 
the Ministry of Education and Science. The university, 
based on the standards required, selected the primary 
school teachers who would act as a mentor for students 
and carry out pedagogical practice at school. This made 
it possible for the teaching experience taught at the uni-
versity to be reflected in the school and, at the same 
time, the school would provide feedback on the effec-
tiveness of the university’s teaching methods and ways 
of applying mentoring experience. Then standardised 
packages considered the design, implementation and 
evaluation of the mentorship. The Foundation supported 
mentor teachers with extra payment for their work.

Over the following decade (2004 – 2014) and up to now, 
the Albanian Parliament and the Government have adop-
ted a series of laws and regulations which have affected 
the development of education and the teaching profes-
sion as a whole, supporting changes in the education 
system and improving opportunities for students and 
increasing the recognition of the role of the teacher. One 
important step towards improving the professional trai-
ning of teachers is the inclusion of the teaching profes-
sion among the regulated professions through which in-
tegration is expected to guarantee better teaching 
quality.

At present, there is a legal framework in Albania regula-
ting the activity of mentors in schools. The Order of the 
Ministry of Education No. 336, dated 14.07.2011, “on the 
organisation and development of professional practices 
for the regulated profession of teacher” defines the 
goals of practice, the role and responsibilities of institu-
tions involved in the internship process, professional 
practice procedures, internship documentation, intern 
evaluation and grievance procedures. This order by the 
Ministry of Education defines the criteria to be a mentor 
with special regulations, emphasising that there must 
be a second category of qualification for teachers, to be 
well acquainted with the educational legislation that is 
directly related to the activity of teachers and to be dis-
tinguished from other teachers for innovative ideas and 
an interactive teaching.

This guideline clearly defines the role and tasks of the 
mentor in the school. It concretely establishes aspects 
such as:

 ■ the mentor helps the students to successfully  
complete the professional internship through the 
development of skills and habits of the students 
through observations, counselling, recommenda-
tions, comments, and various activities to facilitate 
their certification and by creating opportunities for 
the students in the application of current active 
teaching and learning methods. 

 ■ the use of different development tools for the  
students such as: assignments, participation in 
small groups projects, short-term trainings, per-
sonal career counselling.

 ■ the development of challenging tasks by the stu-
dents to expand their knowledge. 

 ■ the continuous supervision of the student's perfor-
mance according to the instruments defined in this 
Regulation. 

 ■ providing the students with the necessary infor-
mation for the Albanian education system,  
recommending contemporary literature to them. 

 ■ motivating the students to aim for high levels of 
performance.

The mentor evaluates the trainee teachers at the end of 
the internship based on observations from interviews s/
he conducts with the trainee and in the trainee’s portfo-
lio, as well as for the possession of each of the 8 required 
competencies. The mentor should also follow and mon-
itor mastery of the competencies for the practicing 
teacher, such as: 

1. Scientific preparation;

2. Recognition of official documentation and com-
pletion in accordance with official rules;

3. Aim to form a student with cross-curricular skills;

4. Development of teaching according to successful 
contemporary practice;

5. Taking care of the success of each student;

6. Systematic student assessment with a variety of 
assessment methods;
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This one-year professional practice is also an important 
component of the state exam and the finalisation of 
teacher education. The practice of the teaching profes-
sion by the intern under the guidance and responsibility 
of the mentor is required to obtain the right to take the 
state exam and later to enter the teacher portal as a pre-
requisite to be selected to start working as a teacher af-
ter 6 years. 

Despite these changes in the legislation on teacher 
training, it must be acknowledged that the mentoring 
system in Albania has only shown moderate achieve-
ments. Before starting the process, each university 
signs an agreement with the respective Directorate of 
Education that covers pre-university schools in the re-
spective region for carrying out this process of profes-
sional practise. This complete documentation puts on 
track the relevant activity with the aim of an optimal 
result. Harmonisation of the requirements for each par-
ty in the respective annual agreements and the division 
of roles and tasks is key to the success of the mentoring 
process.

Mentoring Student Teachers in Switzerland

To act as a mentor, practice teachers must have a tea-
ching diploma at primary level and should have worked 
more than 50% of their contract as a teacher for three 
years (it should be mentioned that a large part of manda-
tory school-level teachers in Switzerland work part-
time). In addition to that, they must go through an appli-
cation procedure for practice teachers and must have 
been assessed as suitable for this activity. Participation 
in an introductory course for practice teachers is compul-
sory. Practicum/mentor teachers must be willing to work 
together with the university and must be able to profes-
sionally plan, conduct and reflect on their own teaching, 
as well as observe, analyse and evaluate the teaching of 
students in a differentiated manner. The practice tea-
chers take a double perspective: as teachers in their eve-
ryday work and as employees in the training of teachers. 
In accordance with the university’s mission, the practice 
teachers must provide students with an insight into their 
work, offer the opportunity to gain diverse practical pro-
fessional experience, show students how to teach, give 
professional feedback on their professional aptitude, and 
act as examiners to evaluate practical diploma examina-
tions.

7. Respecting the norms of ethics and behaviour in 
an educational institution and

8. Being active and productive in cooperation with 
colleagues. 

3.  Research Methodology 

The purpose of the study was to explore how mentor 
teachers perceived their roles as mentors and described 
mentoring through their individual experiences. The stu-
dy approach is qualitative using semi-structured inter-
views with mentor teachers working in primary schools. 
An intentional sample method was used selecting more 
experienced teachers in mentoring and the number of 
the interviewed teachers was 5 in Switzerland, 5 in Alba-
nia and 5 in Kosovo. The interview protocol as a study 
instrument was designed based on Hudson et al. theory 
of Mentoring model (2005) on 5 elements: personal at-
tributes, system requirements, pedagogical knowledge, 
modelling and feedback/reflection. The study will help to 
reflect the features of mentoring system in the three 
participating countries, to highlight commonalities and 
to provide positive experiences that can help improve 
this process in these countries.

The study aims to provide answers to the following re-
search questions:

In line with the second research question, five additional 
questions should be answered:

 ■ What kind of personal attitude towards the 
teaching profession can a mentor develop in the 
students?

 ■ What is the mentor teacher’s role in developing 
system/institutional requirements and skills? 
Should they be exposed to curricula regulations 
(national policy documents)?

 ■ What kind of requirements do they ask from the 
students regarding pedagogical knowledge?

 ■ Do they want to be a model to the students and 
how do they aspire to serve as a model? 

 ■ Do they see it relevant for the students to give 
them constructive feedback? 

Procedure: to answer these questions, semi-structured 
interviews with open-ended questions were conducted 
within 30 – 40 minutes with the mentor teachers. Due to 
Covid-19 circumstances, some of the interviews were 

1. How is the mentoring system for student teachers 
organised in Albania, Kosovo and Switzerland?

2. How do mentor teachers in Kosovo, Albania and 
Switzerland perceive their roles while coaching pre- 
service teachers during their teaching practice? 
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conducted using face-to-face contact with the teachers 
while some of them were online. 

4.  Study Results 

The results of the study have been analysed according 
to each country separately due to differences in the ed-
ucation systems of each country. The idea is not to com-
pare them but to underline their characteristics and 
suggest good examples shown in each country and 
share lessons learned on the process. 

4.1  Analysis of Mentor Teachers’  
Perceptions Regarding their Roles:  
The Case of Kosovo

Five mentor teachers working with students in primary 
schools in Kosovo declared their opinions regarding 
their roles as mentor teachers as shown below:

When asking them about the kind of personal attitude 
towards the teaching profession a mentor/ practicum 
tutor should develop in the student teacher, most of 
them believe that they could transfer to students the 
ethical values of working with students, collaboration 
with colleagues and parents, correctness in performing 
tasks, creativity, readiness in working with children with 
special needs, enthusiasm for teaching, professional de-
velopment, expression, and desire for work. 

“The predominant reason for working and conti-
nuing my teaching profession is the positive atti-
tude I have towards my profession. I just like the 
work I do and students during the pedagogical in-
ternship may notice this” (Teacher 2).

Mentor teachers were also asked about what is the men-
tor teacher’s role on developing system/institutional re-
quirements and skills? and whether the students should 
be exposed to curricula regulations (national policy doc-
uments). All of them expressed that the students should 
be exposed to national policy documents in all fields. 
They believe that the students should work together 
with the mentor teacher in preparing learning plans of all 
types such as global planning, monthly and weekly plan-
ning up to daily lesson planning. Even though these 
planning activities are perceived as bureaucratic tasks, 
they think that the students should know them and get 
used to the administrative procedures. However, they 
think that this should be done step by step as the stu-
dents mature their skills up to the fourth year: “With a 
fourth-year student, I discuss the curriculum, the plan 

and the separation of the plan according to the curricu-
lum. We do the lesson planning, set the learning out-
comes and plan assessment criteria and other elements 
of lesson preparation based on new curricula” (Teacher 
5). “Fourth-year students should be ready to develop 
lessons under my supervision” (Teacher 1). “Students in 
their pedagogical practice stay very close to us and have 
the opportunity to see all the administrative work, com-
pleting the teacher’s diary, etc” (Teacher 3).

When describing what they expect from the students in 
terms of pedagogical knowledge, most of them would 
say that the students should be prepared to treat all chil-
dren equally and they need to know the personality of 
each child and find appropriate methods for acquiring 
knowledge. Students should learn how to teach, using 
different teaching and learning methodologies, and in 
this case learning by doing and through play, acting, art 
and collaboration. They should also know how to manage 
the classroom and create a welcoming environment.

Do they want to be a model to the students and how do 
they act as a model? Mentor teachers are aware that they 
are role models to the student teachers. They think that 
whatever they do in front of them is a modelled attitude. 
Because of this, mentors believe that they should be 
careful how they act in front of student teachers and with 
the pupils’ colleagues and the parents! 

“I believe that all mentor teachers are role models to 
students. Behaviour, correctness in teaching, use of 
vocabulary, application of methodology, education, 
relationship with colleagues, communication or our 
approach with parents and students, etc.: every-
thing we do is modelling”. (Teacher 1).

What kind of feedback do they give to the students? All 
the interviewed teachers believe that effective feedback 
has an important role to play in developing the proper 
attitudes and skills for future teachers. They see this 
process as not easy to accomplish as they think that they 
are overloaded with duties and assignments, and giving 
feedbacks is seen as a burden. However, they often pro-
vide oral feedback rather than written, because they 
think that this way saves time: “I usually give feedback 
on their interactions with children. I do observe them 
and after the children go home, we have a friendly con-
versation and I try to tell them how I see them interact-
ing!” (Teacher 5). Another opinion is noted: 

“Yes, I do give constructive feedback. But rarely do I 
provide written feedback! We don’t have much time 
for this! However, giving feedback is very important 
to student teachers!” (Teacher 2).



93  
Part II Mentoring Student Teachers and Mentors’ Perceptions Regarding their Roles: The Case of Kosovo, Albania and Switzerland

4.2  Analysis of Mentor Teachers’  
Perceptions Regarding their Roles:  
The Case of Albania

Based on the study research questions, the qualitative 
data are presented as follows:

What kind of personal attitude towards the teaching 
profession can a mentor/practicum tutor develop in the 
students?

Almost all are of the opinion that the teacher behaviour 
and attitudes are the basis and starting point for stu-
dents who will become teachers. This behaviour and at-
titude are related to teaching process, communication, 
assessment etc. Important for mentors regarding the 
learning process is the way knowledge is transmitted, 
the passion for the subject matter, and the ability to act 
in new learning situations. In relation to communication, 
mentor teachers have in mind personal attitudes to be 
cultivated among students such as: aesthetic appear-
ance, patience, comprehensible expressions, etc. Re-
garding evaluation, mentor teachers emphasise that the 
qualities they need to cultivate in students are accuracy, 
honesty and offering a diverse range of assessment for-
mats.

One teacher says that an attitude of “recognising and 
helping the student in the difficulties and uncertainties 
encountered in the educational teaching process. Even a 
support to feel equal to express thoughts without shy-
ness” (Teacher 4) is important. Another mentor says 
“When a student goes to practice at school, their first 
role model is the mentor. Their personal behaviour and 
attitude are a starting point for a student on the long 
path to the teaching profession” (Teacher 5). Related to 
the second question on the mentor’s role in developing 
system/institutional requirements and skills, they think 
that the role of mentors in developing the competences 
and abilities of students to become teachers is crucial. 
The mentor must necessarily be familiar with education-
al policies and relevant school-related documents be-
cause the process of developing these competencies 
cannot be accomplished unless the teacher knows basic 
school documentation. Mentors must be positive influ-
encers for students to be up to date with the instruc-
tions and orders of the Ministry and educational direc-
torates in the districts. One teacher says: “Of course 
mentors need to be coherent with national education 
policies, because a student cannot adopt an outdated 
teaching model” (Teacher 3).

Related to question 3 about the kind of requirements 
they ask students regarding pedagogical knowledge, 
mentor teachers emphasised several aspects during the 
interviews with them. Most mentors point out that the 

requirements they demand of students are as follows: 
high level of knowledge acquired at university, a sense 
of responsibility for their tasks, good communication 
skills, to be committed and motivated and to adapt the 
lesson to the psychological development of children. 
But there are others that make other requirements as 
well: to know how to manage the teaching process or to 
know contemporary teaching methods or communicate 
in standard language. Very interesting are the require-
ments of some mentors for students as well, such as to 
have professional confidence and security and to 
demonstrate respect, love, trust, and objectivity. One of 
the teachers expressed herself thus: “The teacher should 
talk less and listen more to students” (Teacher 2).

Regarding the fourth question, about being a model to 
the students and how would they do it, mentors gener-
ally hold the same opinion that they certainly want to be 
a role model for the student and that they feel that they 
are already a role model when they have experience in 
work and ongoing training. Some mentors associate be-
ing a model with having a Master’s diploma certificate. 
Interesting is the opinion of a mentor who states that “a 
mentor becomes a role model for students when they 
see students ask about everything and be interested in 
everything that happens in the classroom and in the 
teaching process” (Teacher 2), linking the process of 
modelling for the students to the way they communi-
cate.

From the interviews with the mentors in the school re-
garding the feedback with students, all the interviewed 
teachers think that this is an important aspect of their 
work, and concretely, there are three aspects that help 
to achieve effective feedback: the types of feedback, the 
quality and the assessment criteria are very important. 
Regarding types of feedback, one teacher answered: 
“oral communication, email, phone calls, and person to 
person discussion. I might review a lesson plan and 
make comments on a lesson plan” (Teacher 5). With re-
gard to the quality of feedback given to the students, it 
appears to be more highly valued than the type of feed-
back, but teachers feel that they are able to provide 
feedback as a result of evaluating their students’ perfor-
mance.
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4.3  Analysis of Mentor Teachers’  
Perceptions Regarding their Roles:  
The Case of Switzerland

Based on the research questions, mentor teachers from 
Switzerland responded to the questions and described 
their roles as mentors of the student teachers as follows:

1. What kind of personal attitude towards the 
teaching profession can a mentor/practicum  
tutor develop in the students?

It was important for all the five teachers to show the 
students that a respectful attitude towards the children 
is an important basis for a good relationship. The stu-
dents should meet the children in a friendly way and be 
happy about small advances. Bad behaviour should not 
happen. One teacher said it was important for her to 
“give the children a smile” (Teacher 2). The children 
should feel that they are accepted by the teachers. Two 
teachers insisted on the importance of making sure that 
all children can participate and that their own activity is 
strengthened. The development of a certain calmness is 
very important for a teacher. To perceive students as in-
dividual learners/people is essential to them, and they 
also point out appreciative ways of dealing with mis-
takes. Playful activities are intended to intensify the dis-
cussion of the topic, which is fundamental for a teacher 
and to show that lessons can be held outdoors. Two 
teachers emphasise that the students should recognise 
that topics should be presented at an appropriate level.

For most practice teachers, it is important to convey the 
joy of the profession. One teacher points out that if 
there is sympathy for the students, then it is easier to 
influence them, and how it is better if the students can 
participate in real working life, e.g. in parent discussions, 
team meetings, etc. In summary, one teacher concludes 
that to him it is relevant to convey an image of a person 
with an open attitude of welcoming culture, apprecia-
tion, and a mindset towards cooperation. Sensitisation 
to the environment is another very important element 
to arouse interest in it.

2. What is the mentor’s/practicum teacher’s role in 
developing system/institutional requirements 
and skills? Should they be exposed to curricula 
regulations (national policy documents)?

All practicum teachers consider the guidelines of the PH 
Zurich (Zurich University of Teacher Education) to be 
trend-setting and valuable. Three teachers emphasise 

that they are interested in the innovations of the univer-
sity and that they communicate them to others. The 
practicum teachers make sure that the students think 
about the references to the curriculum. During their 
training, students get to know the competencies of the 
curriculum. They draw the students’ attention to the 
fact that they should record and write down their 
thoughts on planning. They see their role above all in fa-
cilitating the practical implementation in everyday 
school life and drawing their attention to a wide variety 
of situations and events in the classroom and, where 
necessary, pointing out further approaches. They make 
sure that the students are not flooded with assign-
ments. Effects in practice should above all be discussed. 
In a mentoring course at the PH, a teacher learned to 
keep a learning diary, which she passed on to the stu-
dents.

3. What kind of requirements do you ask of the 
students regarding pedagogical knowledge?

For all practicum teachers, it is essential that the stu-
dents have methodical and didactic knowledge adapted 
to their level of education. They hope that preventive 
measures and possible interventions in class leadership 
will be present. They should know how they can assess 
the level of development of the pupils and have the 
knowledge to react adaptively to the heterogeneity of 
the class. Pedagogical knowledge is expected, such as 
how to strengthen the self-confidence or how to pro-
mote the motivation of the children.

From a point of view of the teaching methodology of the 
discipline, the practicum teachers assume that the stu-
dents have a good knowledge of the subject, especially 
the topics they teach the pupils themselves. One teacher 
points out that if students notice gaps in their knowl-
edge, they are encouraged to consult the relevant liter-
ature. Students should have knowledge of developmen-
tal psychology and learning psychology. One teacher 
explicitly expects students to have the ability to reflect.

4. Do you want to be a model to the students and 
when and how would you be a model?

The practicum teachers give lessons in various subjects, 
especially at the beginning of a practicum phase. They 
attach importance to demonstrating the observance of 
rules and structures and the use of rituals. In later phas-
es, practicum teachers mainly show model lessons when 
questions and problems arise on certain topics. One 
teacher has given lessons in team teaching with the stu-



95  
Part II Mentoring Student Teachers and Mentors’ Perceptions Regarding their Roles: The Case of Kosovo, Albania and Switzerland

dents so that the student can gain confidence. They also 
demonstrate teaching arrangements with which they 
have had good experience and which the students can 
implement. Teachers often ask students which subjects 
they would like to see. It is very important to them to 
demonstrate a varied, playful, and activating lesson in 
music and sport and how only English should be spoken 
in foreign language lessons.

It seems very important to show to student teachers 
what differentiated teaching looks like. In addition to 
designing lessons, practicum teachers or mentor teach-
ers – as they are referred to in this paper – also show 
students how they can value children, how they lead a 
class or how they can get involved in teamwork. When 
corrections are made, they show that comments are 
beneficial. Students should also recognise that the use 
of non-verbal signals, gestures and facial expressions is 
also very effective. One teacher stresses that it is very 
important to demonstrate “moments of laughter” or 
how to show how she reacts as a teacher when she 
doesn’t know something. All practicum teachers see 
their model function also in leading parent discussions 
and writing testimonies. The practicum teachers also 
draw the students’ attention to joint projects through-
out the entire school, which should serve the purpose to 
strengthen a good school climate.

5. What kind of feedback do you give to the  
students?

All practicum teachers agree that positive feedback is 
very important. The students should leave the meetings 
strengthened so that they are empowered to try out 
their own implementations.

The students should have a say in the topics to be dis-
cussed during a feedback session. Two teachers work 
with theme cards in order to structure the meetings and 
to set priorities for things that should be improved. 
Some teachers also give the students written feedback 
in the form of questions, which the students are then 
expected to answer in a written form. Short hints are 
given to the students by a teacher after a lesson in the 
half class, e.g. “Try this out now...”.

Two teachers pay attention to differentiated feedback 
on teaching methodology and the didactics of the disci-
pline, and in general didactic implementations and on 
relationship behaviour. At the beginning of the training, 
more organisational topics are addressed, later content 
topics such as dealing with heterogeneity become in-
creasingly central. Clear statements about the students’ 
level of achievement are also expressed. It seems impor-

tant to the practicum/mentor teachers that the students 
are encouraged to reflect. The rubric of the PH Zurich is 
used for the overall assessment. Two teachers encourage 
the students to film themselves during the lessons after 
which these films are then jointly discussed.

4.4  Discussion and Conclusions

The study shows that mentoring can be seen as a chang-
ing force that requires support from all (Appleton, 2008; 
Hudson, 2004, 2005, & Fullan, 1993).

As we have pointed out previously, interviews with men-
tor teachers in the three countries were used to explore 
their perceptions regarding mentors’ roles in working 
with student teachers or pre-service teachers. The inter-
view was based on the Hudson et al. theory of mentoring 
model (2005) looking at 5 elements: personal attributes, 
system requirements, pedagogical knowledge, model-
ling and feedback/reflection. The interviews took place in 
three different countries interviewing by 5 mentor 
teachers that had previous experience coaching or tutor-
ing students in schools. 

We can conclude that each country differs in the way 
how they organise the mentoring or tutoring of student 
teachers. There are also differences in the terminology 
used even in the two countries speaking the same lan-
guage (Kosovo and Albania). Despite these differences, 
one can be sure that the aim of mentoring is the same 
while the perceived roles by mentor teachers might dif-
fer. Regarding the conception of the mentors’ work, in 
general there is a clear understanding of the role in the 
three countries. However, each country has different 
challenges in the implementation of the mentoring sys-
tem. In Albania, mentor teachers mention the lack of im-
plementation of the legislation, the lack of financial sup-
port from the Ministry of Education or the lack of 
continuous teacher training as a challenge. 

Based on mentor teachers’ responses, we can see that all 
of them think that they can influence the development of 
personal attributes in the future teachers during their 
teaching practice. Ideas about what can they do to en-
courage positive attitudes towards the teaching profes-
sion are similar for all the three countries, however, 
teachers from Kosovo focus more on ethical issues while 
teachers from Albania and Switzerland also talk about 
teaching aspects. They all believe that they can set a 
good example. Studies show that personal attributes un-
derscored all subsequent factors because it required 
mentors to develop a relationship with a student and this 
relationship should be positive and supportive (Hudson, 
2005). Mentors needs to demonstrate good listening 
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skills, reflective discourse, and a willingness to pursue a 
student’s educational interests within the context of the 
classroom. This attitude from the teacher is an important 
basis for accomplishing a series of teaching tasks. 

In Switzerland, mentor teachers place emphasis on elimi-
nating bad behaviour and dealing appropriately with 
mistakes. Nevertheless, Albanian teachers also consider 
the evaluation of students very important. We can single 
out the responses of mentor teachers in Kosovo who 
highlight the transfer to students of ethical values work-
ing with students, cooperation with colleagues and par-
ents, and willingness to work with children with special 
needs.

Analysing the answers from mentor teachers in the three 
countries regarding system and institutional require-
ments, all of them think that familiarity with national 
policies, relevant documentation and standards of the 
institution are very important. Valuable for them is the 
function of faculties that prepare teachers as a model for 
values, rules, curriculum preparation, and their inclusion 
in the training of these students even when they work as 
teachers in the school. Of particular interest is the opin-
ion of mentor teachers in Kosovo who emphasise the 
need for knowledge and implementation of administra-
tive procedures by students who will become teachers 
and to withstand the bureaucratic attitudes that will be 
present in their work.

Quite interesting are also the answers from mentor 
teachers regarding the kind of requests we ask of stu-
dents regarding pedagogical knowledge. In all three 
countries, the teachers interviewed agreed that peda-
gogical or psychological knowledge is relevant to future 
teachers, and they ask the student teachers be prepared 
and show these skills. This includes aspects of technical 
and educational support such as lesson planning, teach-
ing strategies and pedagogical perspectives, as well as 
emotionally supportive topics (such as resource provi-
sion and problem-solving), and that looking at these as-
pects is part of the scientific and professional training of 
students taken within the respective curriculum at a cer-
tain level. There are also specificities in each country. 
teachers in Kosovo requested that student teachers 
should be able to prepare a welcoming environment 
while those from Albania emphasised the importance of 
using standardised language and teachers from Switzer-
land also expect form them to be able to properly reflect 
on their teaching practice. All the mentor teachers agree 
that they can teach student teachers good pedagogical 
skills by being a role model to them through organising 
different activities with children and by showing them 
good examples on how to manage the classroom and 
work with children individually. According to Richter et 
al. (2013), effective delivery of pedagogical knowledge 

from the mentor to mentee promotes effective learning 
for future teachers.

Regarding pedagogical knowledge, some of the mentors 
in Switzerland emphasise that student teachers should 
have methodological and didactic knowledge adapted to 
their level of education. In Kosovo, the pedagogical 
knowledge that students must possess is related to pre-
paring to treat all children equally and to know the per-
sonality of each child and find appropriate methods for 
acquiring knowledge. Professional confidence and secu-
rity and demonstrating respect, love, trust, and objectiv-
ity are some of the outcomes that teachers from Albania 
expect from student teachers. One of them pointed out: 
“Teachers should talk less and listen more”.

There is no doubt that all mentoring teachers are 
convinced that they should be a model for students in all 
aspects of teaching and in collaboration within the class-
room and in the relationships with parents and col-
leagues. This applies for all three countries, despite their 
specific nuances.

In Switzerland, teachers declared that they do model 
teaching in different subjects especially at the beginning 
of the student internships. Very interesting is the under-
lining of students’ familiarity with the use of non-verbal 
language in the teaching process. As one of mentor 
teachers responded, it is very important to demonstrate 
“moments of laughter”. In Kosovo, the teacher model for 
students relates also to aspects such as behaviour, cor-
rectness in teaching, use of vocabulary, application of 
methodology, relationship with colleagues, communica-
tion or approach with parents and students, etc. Mentor 
teachers in Albania believe that they act as a model when 
the student teachers ask for it and when they show inter-
est in the processes happening in the classroom. 

Depending on the mentor and their views on providing 
feedback, they can use a range of different oral or writ-
ten feedback that is not limited to comments provided to 
mentees lesson plans, their teaching, understanding of 
system requirement, coping with the school culture, and 
student assessment, among others (Sowell, 2017). In 
Switzerland, some teachers declared that they work with 
theme cards to structure the meetings and to set priori-
ties that should be improved, and some teachers also 
give the students written feedback in the form of ques-
tions. In Albania, mentors emphasise three elements that 
are necessary when giving feedback to students (the 
types of feedback, quality and evaluating), but teachers 
feel they can provide feedback only because of evaluat-
ing their students’ performance. In Kosovo, all the teach-
ers interviewed believe that effective feedback has an 
important role to play in developing good values and 
skills to future teachers.
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5.  Final Recommendations 

The positive experiences that emerged from this study 
should be considered by universities, schools, and men-
tor teachers to improve their mentoring practice. Uni-
versities should have clear policy on the system of men-
toring students in schools, providing guidelines for 
students, teachers, and professors. The three parties 
should have clear understanding of their roles and coop-
erate towards the same aim.

Mentor teachers/tutors are recommended to be pre-
pared before they take the role of coaching the future 
teachers. They should be experienced and trained on 
coaching and counselling. Mentor teachers should also 
know all their responsibilities and being a mentor should 
be their choice. It is recommended that mentor teachers 
advise students on system requirements. Mentor teach-
ers should be role models to student teachers, and it is 
necessary for mentor teachers to constantly provide 
constructive feedback to student teachers and help de-
velop them as reflective practitioners.

Finally, cooperation between different universities and 
countries is highly recommended. This can mean organ-
ising trainings or collaborations between teachers from 
the three countries to exchange and share their experi-
ences.
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Teaching Philosophies:

u I have just begun to implement the “Flipped Classroom” method. This methodical ap-
proach corresponds to my philosophy because it requires an individual intensive exami-
nation of specific topics. After an individual study phase, students should be able to an-
swer knowledge questions and formulate their own questions for further discussions. 
By doing this, I would like to encourage students to enrich their knowledge, make indi-
vidual in-depth reflections possible and form their own opinions.

Irene Gehrig

u Reflective teachers are the future of teachers we need. I always ask my students to re-
think the teaching approaches, techniques or methods they use while doing their teach-
ing practice, then we link this with the theory and try to find best way of achieving every 
child’s needs.

Majlinda Gjelaj




