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*There is nothing wore difficult to corry out,
nor more doubtful of success, nor more dangerous

to handle, thon to initiote o new order of things.

For the reformer has enemies in all who profit by
the old order, and only lukewarm defenders in all
those who would profit by the new order. This
lukewormness arises partly from feor of their
adversaries who have law in their favour, ond
partly from the incredulity of mankind who do not
truly believe in anything new until they have had
actual experience of it.' -

Machiavelli
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ABSTRACT

The study is a partial response to the need expressed by
educational administratoers and curriculum plenners for content
that will enrich student training experiences witheut unsettling
the formolly prescribed teaching practice which takes place under
the supervision of traditionally educated clussroom teochers.

The text is a detailed account of the research exercise
set up to expose o group of first yeor students at the Rand
College of Education to @ 'new’ experience i.e. to shift from
being teacher only, to being teacher plus confidunt, friend end
guide: adding up to being & MENTOR.

The study pursuved two main aims:-

1. To create in student-teachers an awareness of their
potentiol to view ond relate to a pupil in terms of o
totolity of his* needs.

2, To develop a course for studeni-teachers incorporating
knowledge from both the teoching ond social work professions
to equip them os mentors and thereby increasing:

a)  their understanding of pupils as individuols;

b)  their capacity to relate to pupils on a one-to-one

busis;

c)  their motivetion to continue with & careexr in teaching;

d)  their skills in 'empathising’, 'respecting the

individual', 'ecting concretely', 'reflecting
genuineness', 'confronting' and ‘self-explorotion®.

Three groups of respondents porticipated in this study, an
Experimental Group and two Control Groups, The Experimental
Group attended a course designed to impart mentoring skills.

Apart from attendunce ot the course, they were required to

participate in supervised practice in the role of mentor.

* Throughout the study pupils ore reforred to in the male gendex.
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Two tests, the Minnesota Teachers' Attitude Inventory and the
Carkhuff Scale of Measurement, were used to test effectiveness in
acquiring the role of mentor. The Experimental Group completed
the Minnesota Teochers' Attitude Inventory ond the Corkhuff Scale
of Measurement before and after the training programwe. Both
Control Groups cempleted the megsurement exercises but did not
participate in the training progromme.

The ovtcomes highlight the value of supportive services for
the beginning teacher to increase his motivation to 'stay the pace'
and to reinforce positive expectations he nurtures for himself.

Major findings emerging in accordance with the study’s oims
showed that students who participated in the complete training
pregramme for mentors:

1. showed greater improved skill in forming interpersonal
relationships when relating to their pupils as individvals

on o one-to-one basis, than students who only mentored o

pupil without being exposed to the theoretical component

of the course or those who did not mentor a pupil at oll;
2. were well motivated to continue with their career in

teaching, whereas o high drop-out rote was evident amongst

students in the two Control Groups.
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CHAPTER ONE - THTRODUCTION TO THE STUDY

L1 HOTIVATION

'A society develops its human resources by educuting and
troining its members' (26, p.1). Negative behaviour of
children is frowned upon by society aus this reflects on their
potentisl to become the odults of tomorrow, who should make o
positive contribution to society. Such behaviour ranges frow
mildiy maledaptive to seriously molaoduptive.,  The school is the
cotchment system for all childwen and the adults they become depends
to a large extent on the experiences they have during their school
days.  The school-teacher is therefore of primary importance in
detecting maladoptive behaviour that needs modificetion and which
if treated timeously, would prevent its coniinuation and reinfercement.

This study is concerned with developing skills in, and
educating student teachers to become sensitive to the needs of
children ond the communities they represenmt. 'Teachers have a
responsibility to society represented in part by the school system,
in port by pressure groups, but more occurately and subtly by
expectations of society' (69, p.45).

The teacher cam no longer see his task as only teaching
pupils during school hours ond within the four walls of the
classroom.  The school is the link between childhood ond
adulthood, between a protected home-life and an ever-increasing
technological, industrialized world. It is during his schoal
years that o child is equipped to meet the growing demands of the
odult world.

The noture 5f on educational system distinctly contributes

to the quality of community life,’ |




By seeing the school and the educetion cuthority as
academic things-in-themselves, teachers and
educotionael administrotors have been out-manceuvred.
A system has resulted, which by a mixture of
default and cccident, does reflect some of the
needs and some of the troits of our society. It
could hordly do otherwise: the character of an
institution must inextricably be flavoured by its
host society. But if the education system could
be consciously steered, with open eye, towords
meoningful and aware integration with all secial
provision, indeed with all social and communal
develepment, then hopes for a more productive pay-
off might be roised (73, p,17).

If the school environment sees its tosk os being sensitive
ond promotive to the child in his totality the emphasis would be
on bringing about healthy children by modifying and upgrading
their behaviour ond maintoining this state by cdequately equipping
each child to cope with his life in the community.

The major facilitator in working towards this objective
can be the school-teacher who is in the position of being in
daily contact with the child, thereby having o tremendous
influence on the life of that child,  Social responsibility
ossumed for pupils adds an extra dimension to the role of the
teacher for which he may not be sufficiently equipped during his
traditionol training es o teacher.

An obvious gap in the training curriculum* supporting the
obove premise relates to the arca of the reletionship beiween the
teacher and the pupil, more specifically, the actual troining to
ocquire skills in relaetionships.

This then was the focus of this study and the means
selected by which to meet this challenge was to train student
teachers to mentor pupils, assuming that by doing so their
professional capucities to relate to pupils would be extended, at
the same time moking them awore of the wide variety of needs of

children and their respensibility in meeting such needs.

*  See p.70.
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1.2 RELATIONSHIP SKILLS AS AN AREA COMMON TO THE HELPING
PROFESSIONS OF TEACHING AND SOCIAL WORK

The main focus in teacher training is to equip teachers to

impert knowledge meaningfully to scholars,

The bridge across which this occurs is the teacher-pupil
relationship.  However; the primary aim of this relotionship is
to impart knowledge and the functioning of the child-in-his-
community is not the main area of emphasis.

The narrow definition of education could be described
as focusing on the cognitive and develapmental needs
of children, while the broader definition excludes, or
over emphasises, the sociclisation aspects (88, pp.9
and 10).

Student teachexrs thus are trained to meet the schools'
primory goal - io prepare individuols to meet the
knowledge and skill requiremeni for cdult occupationel

voles (42, p,431).

In teacher troining students ore required to practice
teoching for six weeks ot a school during each yeor of theix
training. A tutor sysiem exists whereby one tutor is responsible
for fourteen to sixteen students,  Students receive group
supervision and olthough the teocher-pupil relationship is stressed
the eim of practice Leaching is to evaluate the students® skill
in imperting knowledge.™

Troining for socio} work exposee students to octive
participation in working with individuals, groups and communities.
Students ore required to spend up to o total of 1 150 hours
during their three- or four~yes period of training™* ot service

orgenisations as port of o course: Field Instruction in Social Work

*  The Johennesburg College of Educotion, Community Service as an
additional course will be compulsory as from 1981 (43).
Students in their fourth year of training are required to
spend thirty hours at @ human sorvice organisation, exposing
them to community life.

**  The training of social workers extends over u period of either
three or four yours depending on the poliey and reguirements
of the University.




Practice, Foch student receives individusl supervision from o
field practice teacher. Emphesis in supervision is on helping the
student to interpret theory and practice, develop values and
attitudes appropriate to the profession and to acquire practice
skill, with emphasis on relationship skills.

From the above it may be assumed that teocher training
covld incorporate not only learning to enable students to take
cognisance of ond understand the child-in-hi.-community, but alse
to equip them to relate to the child on that basis. Furthermore
social work Is another helping profession, where the primary
focus is on man-in-his-environment, as well as helping the
individual through use of the professional relotionship to
=oximise his interaction with his environment. This could make o
contribution from its educational programme to the educational
programme of the teacher.

Lembo (66, p.1) reinforces this observation:

The feeling is that much of the content that teachers
| emphusize is trivicl ond 'whot they considex importont
is not in keeping with the reality the learner knows'.
What is needed are schools thot help 'our young

i people to become more open and more sensitive to

7 their environment; to communicate with a minimum of
damoging distortion, to develop o view of themselves
as competent and productive people, to cope with
changing knowledge, to deal effectively with problems
of racial conflict, war, pollution, drug oddiction,
aliengtion, crime and mental illness, to cope with a
dontinually changing code of social ethics ond values;
to understand their culture and to recognize and
perpetuate in ¢ deliberate fashion that which is of
value in it,

1.3 TRAINING STUDENT TEACHERS IN RELATIONSHIP SKILLS
h THROUGH A MENTORING PROGRAMME

1 . The manual for The Primary Teaching Diploma (3, p.l2) issued




by the Administration of Coloured Affeirs* during 1978 stipulated
the requirement that training colleges should in future provide a
well-planned course, truoining students in extra-murol activities.
The course should be presented after the wsual college hours**

in one of the following activities: sport, cultural octivities
or youth leadership. Participation in such o course should aim
ot preporing prospective teochers in contributing to the
communities where they are appointed os teachers. It is further
stated that communities expect their teochers to participate
octively in community life.  Within this framework of ‘extra mural
activities' the programme was developed for this study, whereby
student-teachers in their first year of study, were troined to
mentor primary school pupils on a one-to-one bosis.

The introduction of the "Extro-mural Activity' course was
perceived as an opportunity for the cross-fertilizetion between
teaching ond social work. The mentoring-progromme provided the
support system within which the student teacher befriended the
pupil, developed ond reinforced the skills that promote good
teocher-pupil relationships, ond eliminated on the other hand,
behaviours that could harm relotionships. Participation in the
mentoring progromme would bring obout in students o change in
values and attitudes on which oppropriastely developing relations
ships could be built. The mentoring programme equipped teochers
for a role far more extensive than that of the imparter of

knowledge within the framework of the School Sylilabus.

Known as: the Administrotion of Coloured Affairs until 31
April 1980; the Department of Coloured Relations for the
period 1 May 1980 to 30 June 1980; the Department of Coloured
Affairs for the period L July 1980 to 81 October 1980; the
Department of Interior Matters (Coloured Affairs) os from
November 1980 to date (10, verbul communication).

*#* Daily formal college hours are from 08h00 to 13h30 and

*College' hereafter refers to the Rand College of Fducation in
Johannesburg which is one of sight truining colleges for
Coloured Primory School Teachers in South Africa




1.4 AIMS

The study waes designed to develop o training programme for
student teachers as mentors to pupils. The troining progremme
comprised three components, nomely a theoreticol, proctical, and
supervisory component. The theoretical component concentrated
on improving the pupil-teacher relationship ond drew on social
work end educational theory. The practicel component required
each student-teacher in the programme to mentor a pupil on a
regulor basis, thereby implementing and consolideting the knowledge
acquired in the component previously memiioned. The supervisory
function reinforced these learning experiences.

In line with the study premise the following nims were
fornulated for the study:

a) To treate in student-teachers an awareness of their
poteatiol to view and relate to a pupil in terms of o totolity of
needs, i.e. educationcl, emotional and socicl through the process
of the teacher mentoring @ pupil.

b)  To develop a course for student-teachers, incorporating
knowledge from both the teaching and social work professions to
equip them os mentors, thereby:

{i)  increasing their understanding of pupils as
individuols;
{ii)  increasing their capacity to relate to pupils
on o one-to-cne basis {as individuels);
(ui) increosing their motivation to continue with o
coreer in teaching;
(iv)  increasing their skills in
empathising
respecting the individval
acting concretely
reflecting genuineness
confronting

self-exploration




1.5 METHODOLOGY

The study extended over the College academic year of 1979
for a period of eight months from February 1979 to October 1979.
ALl students, 122 in number, who enrolled for the first yeor of
study in the Primory Teochers Diploma ot the Rand College of
Education ond the Perseverance College, during February 1979 were
included in the study. These students were divided into three
groups: an Experimental Group ond two Control Groums, Control
Group I ond Control Group II.*¥  The Experimental Group consisted
of twenty-six students residing in the Rand College hostel.
These students participoted inthe theoretical training course for
mentors, mentored a Stondard V pupil once a week for cne hour
each ond submitted weekly recerds of their interaction with their
pupils.  The lotter were used as a basis for supervicion which
was received weekly and individvally for periods of tenminutes.
These students travelled to o neighbouring school to mentor their
pupils.  Control Group I consisted of thirty-four -'day’ students
attending the Rand College. These students' participation wos
limited to mentoring o Standerd V pupil once per week for an hour
and submitting records on interaction with their pupils.  They
received no supervision. Pupils mentored were selected from any
schools occessible to the students. The Experimentel Group and
Control Group I completed pre-training and post-training tests.
Control Group II comprised sixty-two students ottending the
Perseveronce College. These students did not participote in the
mentoring-progromme but completed one of the tests** the other
twe groups completed ai the beginnihg of the experimental study

ond ot the end,

*  See Chapter Seven, p.96.
**  Sge Chapter Seven, pp.96 and 97.




L6 HYPOTHESES

In line with the aims of the study the following hypotheses
were formulated:

a)  That the Experimental Group would show an aworeness
end ability to view and relote to pupils in terms of the totality
of their needs, i.e. educational, emotionel ond socigl.
Furthermore, they would have acquired knowledge from both the socicl
work and teaching professions equipping them to increase their
understending of pupils as individuals; copacity to relate to
pupils on a one-~to-one bkasis; motivotion %o continve with a
career in teaching; ond skills in empothising, respecting the
individuel, acting concretely, reflecting genuineness, confronting
ond self-exploration.

b} That the two Control Groups, Groups Iond II, would not
show increased knowledge, awareness and potential to velate in the
oreas stipuloted above in o).

In accordance with the methodology of the study both
hypotheses were tested by means of the Minnesoto Teachers'
Attitude Inventory ond the Corkhuff Scole of Measurement.

The Minnesota Teachers' Attitude Inventory measured

capacities to form interpersonal relotionships ond satisfoction

within the teaching career.
The Carkhuff Scale of Measurement indicated the extent to
which helping skills had developed.

1.7 POTENTIAL USEFULNESS

The significant role of the school is to occept
children, to understand their circumstances, ond
upon this acceptance and understanding to crecte
en environment which compliments the rest of
their living (64, p.4).




The programme whereby student teachers act as mentors to pupils
was an attempt to extract from social work ond teaching theories
the knowledge that would equip teachers with the necessary skill
to fulfil thot brooder, more significant role facilitated by

a positive pupil-teacher relationship.’

This study enabled the writer to devise and test a
programme designed to incrense: the understanding prospective
teachers have of pupils and their ability to interact positively
with them.

A curriculum was compounded® which could be used by
Colleges of Education in the compulsory course®* ?Extra-Murgl

Activity®,

1.8 LIMITATIONS

1.8.1 Students in the sample were both English ond Afrikaans
specking. Provision for this wos mode by using both longuoges
in lectures ond tests, except for the Minnesoto Teachers!
Attitude Inventory which was aveileble ond administered in
English only.  Among Afrikcans-specking students there might
have been uncertainty os to the exact meaning of phrases in the
Inventory during the pre- und post-testing,

1.8.2 Whilst porticipoting in the mentoring-programme, students
from the Experimental Group were trained in ‘The Art of Helping®
as designed by Dr. R, Carkhuff. This training could only extend
over @ bare minimum of five hours whereos Carkhuff demands a for
lengthier and more in-depth training us o prerequisite for
affectiveness.

1.8.3 The Carkhuff Scale of Measurement devised by Dr. Robert
Corkhuff incorporates exercises requiring both a response to a

problen, os well os intexchangedble responses between the Helper

*  See Chapter Ten,, p.152.
% See Chopter One, p.5.




and Helpee.* The problem and situation posed to the students,
whereby their helping skills were tested both before and ofter
participetion in the mentoring-programme, did not allow for
interchongecble responses other thon the problem statement and
the helpers' responses. Extended communication and observetion
would have provided better insight into the students’ ability in
opplying helping skills.

1.8.4 The higher drop-out rate amongst students in Control Group
I detracted from comparative value in analysis of the post-tests.
1.8.5 The parents of the pupils mentored were contacted by most
mentors on one occasion only. More reguler contact mey have
afforded students deeper insight into the lives of the pupils
they mentored.

1,8.6 Students resident in the hostel constituted the Experimentol
Group, for practical reasons of transport. It moy therefore be

said thot sompling was not strictly rendom.

1,9  DEFINITION OF TERMS

L Hentor

A student-teacher assuming a 'big brother' or 'big sister'
role to o primasy school pupil with the purpase of assisting the
pupil with homework ond any other personal problems the pupil may
be experiencing (34, p.346).

2. Pupil

A young person attending a primary schoel. The term isg
used interchangesbly with *'child'. The term ‘helpee’ will be
used interchangecble with Tpupil' in the text.

3.  Skills Troining

A method of developing those charscteristics necessory to
establish o relationship thot will focilitate effective teoching
and helping (12, p.43),

* Helpee: the person whose problem is being attended to.

Helper: the person attending to the person with a problem.




4 Student

A young adolescent enrolled for the Primory Teachers'
Diploma in their first year of study. The term 'helper’ will be
used interchangecbly with *student’ in the fext.

5. Curriculum

Components of a training covrse.

6. Self-concept

The attitude a person has towards himself, usually moulded
by or developed in response to persons with whom he interscts in
early childhood (25, p.98).

7.  Training

'Ta instruct and discipline for o profession or occupation®
(93, p.2227).

8. Teacher

A trained adult person equipped to educate pupils on
subject matter, i.e. 'teoching elementory school pupils academic,
social, and manipulative skills in a public or privote educational
system' (93, p.68).

9.  Empathy

*The ability to recognise, sense and to understond the
feelings thot another person has associated with his behavioural
and verbal expressions, ond te occurately communicate this
understanding to him' (19, p.266).

10.  Concreteness

'... involves the first person helping the second person to
explore and develop fully in definite ond specific terms, the
areas of life which ore important to him' (19, p.266).

1i.  Genuineness

"... the first person expresses whot he truly feels in o
non~destructive mahnexr without insincere professional rols

playing (19, p.266).

11
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4, Student

A young adolescent enrolled for the Prinery Teachers'
Diploma in their first year of study. The term 'helper' will be
used interchangeably with 'student' in the text.

5. Curriculum

Components of a training course,

6.  Self-concept

The attitude o persen hos towards himself, usually moulded
by or developed in response to persons with whom he interacts in
early childhood (25, p.98).

'To instruct and discipline for a profession or occupation'
(93, p.2227).

8. Teocher

A troined adult person equipped to edvcate pupils on
subject matter, i.e. 'teaching elementory school pupils academic,
sociel, and manipulative skills in a public or privete educational
system' (93, p.68).

9.  Empathy

'The obility %o recognise, sense ond to understond the
feelings thet another person hos ossociated with his behavioural
and verbal expressions, and to accurately communicate this
understonding to him' {19, p.266),

10.  Conecreteness

'... involves the first person helping the second persor te
explore and develop fully in definite and specific terms, the
areas of Llife which are importent to him' (19, p.266).

11.  Genuinensss

Yu.. the first person expresses vhat he truly feels in o
non-destructive manner without insincere professional role

playing (1%, p.266).
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12, Respect
*... expressing to a second person an honest concern that

what he does is of real importonce to the first person' (19, p.266).

13. Confrontation

Challenging discrepancies and 'employing unused resocurces'
(33, p.98).

14, Self-exploration: exploxing feelings and hehaviours

associated with incidents experienced at o specific time {(19,p.266)

1.10  OVERVIEW OF DISSERTATION

The dissertation is divided into eleven chapters. Chapter
One provides a general introduction, whilst Chapter Two describes
the research design ond methodology. Chapter Three introduces
the reader to theory content from both teaching and social work
which was incorporated into the mentoring-programme. Chapter
Four ourlines the setting of the study whilst Chapter Five describes
the respondents. Chapter Six leads on to discuss the model
selected for developing the curriculum for a mentoring-programme
with o Diary reflecting duy-to-day implementation of the mentoring-
programme in Chapter Seven.

Chapters Eight and Nine present further findings of the
investigation. A curriculum for o training programme is
presented in Chapter Ten and Choptier Eleven concludes the

dissertotion with o summary, conclusions ond recommendotions.

1.1l USE OF REFERENCES AND FOOTNOTES

Figures given in porentheses throughout the text are keyed
to the bibliogrephy ond acknowledgements are made to authors
providing the theoreticel background te the study.
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CHAPTER TWO - RESEARCH DESIGN AND METHODOLOGY OF THE STUDY

2.1 TYPE OF RESEARCH

Evaluating the mentoring-programme wos of major importance
if it were to be considered worthy of inclusion in a teaching
curriculum. It was therefore necessary to select the 'logical
strategy of the experimental resegrch design® (56, p.48).

The

‘distinguishing features of the experimental research

design include the experimental monipulation of one

or more independent variubles, the use of control

groups and the employment of randomization procedures

to assure that the experimental and control groups

can be regarded os equivalent' (102, p,183),

In this study the mentoring-progromme constifutes the independent
variable and although not strictly randomly selected oll students
in their first year of study* ot the Rend College of Education

and Perseverance College were included in the somple participaoting
in either the Experimental Group, Control Group I or Control
Group II.

In oddition to these requirements Tripodi, Fellin and Meyer
add the following when classifying o study as experimental ...

There must be an explicit or implicit hypothesis
that is being investigated, the variable in the
hypethesis of the study must be operationally
defined so that measurement is possible. The
independent voriable must be manipulated by the
experimenier. Randomizetion procedures must be
employed in the ussignment of subjects to
experimental and control groups {102, pp.29-30).

These requirements were met in that the summarized hypotheses
tested in this study refsrs to students' increased ability to
form a relotionship with ¢ child os o resvit of participating in

the mentors' training-programme,** Corefully selected tests

*  See Chapter One, p.7.
** Sce Chopter One, p.6.
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ollowed students in the Experimental Group as well as Control
Groups I and II to be evaluated before and after the mentoring-
programme, ond quantitative descriptions amongst voriables were
ascertaoined providing evidence for the association between
independent and dependent variables. The researcher (experimenter)
trained ond supervised the students in the Experimental Group ond
Finelly the randomizotion procedures employed in dividing all
Firstuyear students inte. an Experimental Group or Control Group I
wus based on whether or not they were residing in the College
hostel or were attending the College as ‘day' students, for mere
reasons of practicality,

In arder to further refine ond determine growth in the
Experimental Group the researcher resorted to longitudinal (Cohort)
studies (56,p.60). The students in this group were given
additional tests ot vorious points in their training.

In addition to the experimental noture of the study a diary
was kept and o subsequent curriculum* was designed for ¢ Mentor's

Training programme.

2.2 METHODOLOGICAL STAGES

Desinning the fieldwork of the sfudy involved five main
stages., ¥*

Firstly, negotictions had to be undertaken with authorities

1o securo the setting of the study. The four quthorities
concerned were: the Chief Inspector of Education in Coloured
Schools; the Rector of the Rond College of Education, Johannesburg;
‘the Headmaster of the Wilhelmina Hoskins Primary School,
Johannesburg; ond the Rector of Perseverance College, Kimberley.

Secandly, o sample had ta be selected. This total sample
of 112 was drawn from two training institutions, namely the Rand

College of Education end the Perseverance College. The sample

*  See Diary, Chapter Seven, p.95 and Curriculum| Chapter Ten, p.l152.

**  3ee Diary, Chapter Seven, bp.96-98.




was rubdivided inte three groups comprising an Experimental Group
and two Control Groups, Groups I ond II.  The total number of
sixty First—ye.qr students enrolling for the Primary Teachers'
Diploma Course at the Rand College of Education in 1979, were
included in the sample.  All the students residing in the hostel,
twenty-six in total, were selected for the Experimental Group.
The balance of thirty-four doy students formed Control Group I.
All first-yeur students, totalling 62, enrolling for the Primary
Teachers' Diploma at the Perseverunce College in Kimberley during
1979 constituted Control Group IX.

The design selected was experimentol in noture in thot all
persons in the sample were tested prior to the introduction of
the mentoring~programme ond on completion oll persons in the
sample had on equal chance of being included in any of the three
groups, The theory content and supurvision component of the
mentoring-programme wos applied as the experimental variable to
the Experimento’ Group only, whilst both the Experimental Group
and Control Group I mentored pupils. Control Group II did not
participate in any ospect of the mentoring-programme. Therefore,
conditions, other thon the mentoring-programme, were identical to
all three groups included in the sample {109, pp.67-68),

The diagrom overleaf illustrates the degree of

participation of the three groups in the mentoring-programme.
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Thirdly, the research design, tools and techniques had to be
selected in cccordance with the aims.*

The research tools selected were two-fold:

- @ curriculum
- o set of measuring instruments

The former was constructed by drawing from sociel work and
teaching theories for didactic teaching content and by providing
supervision on o group os well os on individual basis to the
mentors in the Experimental Group. Built into this research
tool, namely the curriculum, were further resesrch ossignments
for both mentors and pupils.

The students in the Experimentol Group hod to complete o
questionnaire** edministered to gain information on their 'profiles’;
an Interim Assessment Quastionnaire;*** two written assignments, *¥¥%
evaluate @ film¥***¥ and evaluote the mentoring programme***¥*¥
together with the pupil they had mentored.

The pupils mentored by students in the Experimental Group
had to complete:

- o schedvle odministered to goin information on their profiles;

- on Interim Assessment Quastionnoire; ond finally

- porticipate in evaluoting the mentoring progromme together
with their mentors,®#¥x#

The set of measuring instrusents consisted of the Minnesote
Teachers® Attitude Inventory and the Carkhuff Scale of Meaosurement

The Minnesota Teochers' Attitude Inventoxy aimed ot
measuring "those ottitudes of o teacher which predict how well he
will get along with pupils in interpersonal relationships’ (24,p.3).
This wos administered to the entire sample on a pre~ and post-
test basis.

The Carkhuff Scale of Measurement measured growth in
relationship skills, and wos administered to the Experimental
Group and Control Greup I, elso on @ pre- and post-test basis.

The fourth main stage of the fieldwork of the study

required a time phose to be assigned to its execution. It

* See Chapter One, p.6. *¥*¥%  See Appendix E, p.220.
% See Appendix A, p.213 %4445 See Chapter Eight, p.127.
® See Appendix G(i), p.225. WY Seg Appendix H, p.233.
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extended over the academic year of the College, beginning in
March 1979 and ending in October 1979.
Fifthly, responsibilities for administering the programme
had to be ellocated and clearly delinected:
The Researcher:
- +.. Provided the Experimental Group with theoretical
training and group supervision at the College once per
week for the period March 1979 to October 1979.
~ ... Supervised the mentoring of the pupils by ihe students
in the Experimental Group which wos undertoken at the
Wilhelmina Hoskins Schosl.  Supervision was given once
per week for an hour for the period March 1979 to October
1979 during which time the researcher met individually
vith students to discuss records they hod written of their
encounter with their pupils,
- ... Administered tests to both the Experimental Group and
Control Group I.
A staff member ot the College:

- ... Arranged for students in Cuntroel Group I to mentor

pupils at primary schools convenient to them, meeting
pupils ot o venue accessible té buth mentor and pupil,

- ... Held group discussions with Control Group I, during
which the records they hod submitted of their encounters
with their pupils wexe discussed.

A staff member at Perseverance College, Kimberley:

- ... Administered a pre~ ond post-test to Control Group II

ot that College.

2.3 RESEARCH TECHNIQUES

In line with the aims of the study, the research technigues
selected had a dudl focus. Firstly, o training programme had to
be devised and administered and then secondly, the effectiveness

of this progromme had to be tested. The lotter required o multi-
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facetted testing procedure incorporating the pre- ond post-testing
of the three sets of respondents ot successive stages of the
fieldwork of the study. Thus three tests were administered all
in all.  These were*:

1)  The Minhesota Tegchers' Attitude .Inventory;

2)  The Carkhuff Scale of Measurement and

3) Evoluation of the teacher-role

In addition to this type of research procedure, two further
types of tools were used, namely

1. Questionngires and schedules:

a) 4 questionnoire odministered to the students
wos designed to enoble the writer to compile o social profile of
the students participating in the mentoring programme;

b) o schedule odministered to the pupils was
designed to encble the writer to compile a profile of attitudes
and feelings of the pupils participating in the mentoring-
programme;

c) a further questionnaire was designed to evaluote
mentors' experiences with their pupils after having porticipated
in the programme for six months.  Attached to this questionneire
wos a schedule administered to the pupil of each mentor,
contrelling acecurscy of the infoxmation; and

d) a further guestionnaire wos administered jointly
to each mentor ond pupil during their final meeting to evaluote
the mentoring-programme.

2. Content anglysis

a) Students were required to hand in two written
assignments.  Contents were analysed to evaluate students'
uvnderstonding of ond ability to opply theoreticol knowledge to
practical teaching sitwations;

b) Content analysis was used in ordering the
content of case records written by mentors of their sncounters

with their pupils.

*  See following page, 2.3.1,




3. The troining programme
A training programme wos designed to have three component;:
a) A theoretical component - constituting didactic
teaching, and including the following course sequences

‘entering the world of the child';

20

"the life cycle: human development and bshaviour';

'gaining the trust of pupils';

'enhoncing self-concept in pupils®;

‘drawing on o school principal's experiences; and

'behaviour modification'.

b) A mentoring component - whereby each student
mentored a pupil, helping thot pupil with homework once o week for
an hour and in the process cltempting to acquire skills in
establishing o relationship with o child.

<) A supervisory componsnt whereby students in the
Experimental Group were individually guided, supported and
evoluoted in the prosess of interacting with their pupils.

2.3.]1 The tests
2,3.1,1  The Minnesota Teacher Abtitude Inventory

The Minnesota Teacher Attitude inventory is 'on instrument
designed to ossess how well o teacher will get clong with pupils
in interpersonul relations, ond indirectly how well-satisfied he
will be with teaching as a vocation' {15p.512). The Minnesota
Teacher Attitude Inventory consists of 150 attitude statements
validated after a preliminary try-out of 164 items from an
original reservoir of items. In order to obtain an adequate
sampling of ottitudes, five areus were selected:

-~ Moral status of children in the opinion of adults,
especiolly as concerns their adherence to odult-imposed
stendards, moral or otherwise. Example: Children should
be seen and not heard.

~  Discipline ond prublems of conduct in the clcssroom and

elsewhere and methods employed in dealing with such
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problems.  Exawple: Pupils found writing notes should be
severely punished,

~  Principles of child development and behaviour related to
ability, achievement, learning, motivation and personality
development.  Exomple: The boastful child is usually
overconfident of his ability.

Principles of educotion related to philosophy, curriculum

ond edministrotion, Exgmple: Pupils should be required

to do more studying at home.
- Personcl reactiins of the teecher, likes and dislikes,
sources of irritation. Example: Without children life

would be dull. (24,p.10)

The Inventory is administered and suhjects are required to
read and thereafter rate each of the 150 statements on a scale
ranging from Strongly Agree, Agree, Undecided, Disayree to Strongly
Disagree.,

In the actual scoring (by mark) the ronge moy vary from
plus 150 to minus 150%,

2.3.1.2  Carkhuff Scale of Measurement

Dr Robert R Carkhuff developed a programme for developing
skill in helping ond human relotions, namely ... The Art of
Helping (20,p.7). He is the only researcher to date who has
measured the dimensions of helping skills. He divides the helping
skills, that will enable a helper to respond and ect upon a
helpee's problen effectively, into:

1. Facilitative conditions described s
1.1 Empathy or undgrstanding
1.2 Respect, or coring for someone
1.3 Concreteness or being specific
2. Action conditions described as
2.1 Genuineness, or being real
2.2 Confrontation, or telling like it is
2.3 Self exploration, or what he discovers
about his-problems (19, p.4).

¥ Sece Appendix B{ii), p.217.
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When responding to o helpee the helper's obility to

communicate helpfully in each of the cbove conditions is roted

on g scale of

Level )1 response ~ Very Ineffective
Level 2 response - Ineffective

Level 3 response - Minimally Effective
Level 4 response - Very Effective
Level 5 response - Extremely Effective

In addition to communicating helpfully, helpers are troined

to discriminate helpful responses, applying the scale above,

The helping conditions are measured on the following scole:*

Empathy

Level 1 'The helper does everything but express that he
is listening, undexstanding, or being sensitive
to even the most obvious feelings of the helpee
in such a woy as to detroct significantly from
the communicotion of the helpee'.

Level 2 'The helper tends to respond to other than what
the helpee is expressing or indicating.'

Level 3 'The helper is responding so as to neither
subtract from or add to the expressions of the
helpee. He does not respond aceurately to how
that person really feels beneath the surface
faelings, but he indicates o willingness and
openness to do so.

This level constitutes the minimal level of
facilitative interpersonal functioning.'

Level 4 "The helpers' responses add deeper feeling and

meaning to the expressions of the helpee.®

*

Extrocted in summarized version (17, pp.174-198).
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Level 5 'The helper is responding with o full awareness
of who the other person is end with a comprehensive
and accurate empothic understonding of that
individual's deepest feelings.'

Respect

Level 1 *The helper communicates o total lack of respect
for the feelings, experiences and potentials of
the helpee. '

Level 2 “In many ways the helper disploys a lack of
respect or concern for the helpee's feelings,
experisnces ond potentials.'

Level 3 'In mony ways the helper communicates the possibility
that who the helpee is and whot he does may motter
to the helper, ot least minimally.®

Level 4 *The helper communicates a very deep coring for
the feelings, experiences, and potentials of the
helpee.'

Level 5 'The helper does everything he can to enable the
helpee to act most constructively and emerge most
fully.!

Concreteness

Level 1 *The helper makes no attempt to lead the discussion
into the realm of personally relevant specific
situotions and feelings.'

Level 2 'The helper does not elicit discussion of most
personally relevant feelings and experiences in
specific ond concrete terms.’

Level 3 *The helper is open to consideration of personally
relevant specific and concrete imstances, but
these are not alwoys fully developed.'

Level 4 *The helper is very helpful in enabling the

discussion to centre around specific and concrete
instences of most important and personally

relevont feslings ahd experiences.'
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'The helper focilitaies o direct expression of
all personally relevant feelings and experiences

in concrete ond specific terms.’

Geauineness

Level 1

Level 2

Level 3

Level 4

Level §

'There is evidence of a considerable discrepancy
between the helper's inner experiencing and his
current verbalizotions, or where there is no
discreponcy the helper's reactions ore employed
solely in o destructive fashion. (1)

'The helper is usually responding according to
his prescribed role rather thon expressing what
he personally feels or meuns. When he is genuinme
his responses are negotive and he is unchle to
employ them as ¢ basis for further enquiry,'

'The helper appears to make eppropriate responses
that do not <eem insincere but thet do not reflect
ony real involvement either.'

'The helper responds with many of his own feelings
and there is no doubt as te whether he really
moans what he says. He is able to employ his
responses, whotever the emotionol content, os o
bosis for further enquiry into the relationship.'
"The helper is ctleorly being himself ond employing

his own genuine responses constructively.'

Confrontation

Level 1

Level 2

Level 3

"The helper simply disregords all of those
discrepancies in the helpee's behoviour thot

might be fruatful oreas for consideration.'

'The helper disregurds the discreponcies in the
helpee’s behaviour ond, thus, potentiolly important
areas of enquiry.'

'While the helper does not disregurd discrepancies
in the helpee's behaviour, he does not point up

the directions of the discrepancies.'
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Level 4 'The helper specifically addresses himself to
discrepancies in the helpee's behaviour.'

tevel 5 *The helper does not neglect ony potentially
freitful inquiry inte the discrepancies in the
helpee's behaviour,*'

Carkhuff's Scale of Measurement for Self-exploration in

Interpersoncl processes are applied on the following levels (111,;:.115).

Level 1 The helpee does not discuss personally relevant
moterial, either because he has no opportunity
to do so or because he is actively evading the
discussion even when it is introduced by the
helper.

Level 2 The helpee responds with discussion to the
introduction of personolly relevant material by
the helper but does so in o mechanical monner
and without demonstrating feelings.

Level 3 The helpee voluntarily introduces discussions
of personally relevant moterisl but does so in
a mechanicol manner and without demonstrating
emotional feeling.

Level 4 The helpee veiun'..zily introduces discussions
of personcel material with both spontaneity and
emotional proximity.

Level 5 The helpee actively and spontoneously engages in
an inword probing to newly discovered feelings
or oxperiences about himself, and his world.

In the present study the Carkhuff Scale of Meosurement was
divided into these severcl dimensions ond adapted to meusure the
skills of the sample described.

A pre~ and post-test were odministered to students in the
Experimental Group and Contrel Group I,* to test their ubility to
communicate helpfully by presenting a problem typical of the

*  See Chepter Five, p.83.
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pupils (socio-economic and culturslly) with whom they were
interucting during their mentoring-programme,¥

Students had to formulote their written responses to o
child presenting such'n érublem. These responses were analysed
using the above scales of measurement

2.3.1.3  Evolugtidn of the teacher's role

Students in the Experimentul Group were exposed to a film
ontitled 'Conrack' and were thereafter requested to evoluate the
rale of the school teacher, both prior to itheir porticipation in
the mentoring-programme and thereufter,

'Conrack' was on ideclistic white teacher appointed to a
tegching post in o twowman school on an East Indian island.  The
Black children he was to teach hod all been expesed to primitive
living conditions,and the teaching appromch of his predecessor, whowas an
authorit.rian teoe. . -#o believed corporcl punishment to be the
only effective manner in dealing with children's misbehoviour
She furthermore felt in control only when children vere suppressed
and beliitled by her. Conrack appeared ws o warm, accepting
person who loved teaching as well as his pupils and he indulged
in wnorthodox ways to develop his pupils' interests beyond the
mere subjects he taught. He set oui to enhance the self-concept
of his pupils, improving their individual functioning ond their
quality of 1ife in general.

In the administrotion of the above testing procedure,
evaluations of each student written in the pre-~test and post-test
ware compyred to ossess if students® perceptions had been influsnced
by their viewing the film ond ot the sume time participating in the
wentoring progremme {120).

2.3.2 The guestionnoires ond cdministered schedules

A short questionnaire consisting of eleven open-ended
questions was administered to the students at the outset of their
participation in the mentoring~progromme,  These questions were

directed mainly ot identifying details of the students. The dota

*  Soe Chopter Eight, p.121.
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directed moinly at identifying details of the students. The data

*  See Chapter Eight, p.l12l.
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cbtained from students' respenses provided moteriol necessory to
construct a social profile.*

A schedule consisting of twenty-two closed and open-ended
questions was administered to pupils at the outset of their
porticipation in the mentoring-programme. The data obteined from
the schedules were discussed under three hecdings, i.e. Pupils’
attitedes in genercl; Pupils cttitudes towords their parents ond
the school; ond Pupils' attitudes towards their mentors in the
early stoge of the mentoring-programme.**  The data provided
insight into the attitudes and feelings of the pupils mentored.
Pupils indicated preference for Afrikaons as their preferred

medivm of communication and the schedule was compiled accordingly.

During August 1979, after hoving participeted in the mento, .ng-
progromme for six months, i.e. since March 1979, twe teols were
compiled, ane for memtors ond one for pupils to evaluate memtors’
and pupils' experiences and gttitudes.

The questionnaire for mentors*** contained in the following

categories:
o} Informotion about the pupil mentored
b) Relationship in mentoring

c) The student teacher

d) Attributes in teaching

The totol of tweniy closed ond open-ended questions were
compiled to extract information sought from the respondents.

A pilot study undertoken on three students {who enrolled

for training as teochers after the mentoring progromme commenced**¥*)

* See Chapter Five, p.78.
¥ See Appendix C, p.218,
L See Appendix G(i), p.225,

*#¥%%  These three students were independently mentoring pupils
and were not included in the somple.
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helped to refing the questionncire.

The final question provided students with the opportunity
to express their needs for theoreticol content that could be built
into the remoinder of the training course.

In order to confirm the reliability of the mentors' responses
the second tool wos constructed. The schedule for pupils*
comprised twelve cpen-ended and closed-ended questions end was
divided into twe sections. Questions one to nine closely compared
with the first nine questions on the questionnaire far the wmentors
with the purpose of controlling how well mentors and pupils had
become acquainted. Questions ten to twelve were constructed to
obtain dota on pupils' ottitudes towords their mentors ot this
stoge of the progromme

A pilot study undertaken on three pupils (mentored by the
students enrolling for the Primory Teachers' Diplomo as lote~
comers ond not part of the sample) helped to refine the schedule.
The schedule was compiled in Afrikeans as pupils indicated this
language os their preferred medium of communication.

Finally o Mentors' and Pupils' questionnaire was compiled to
evaluate jointly the outcome of the mentoring~progromme,**¥  The
purpose of this questionnaire was for mentor and pupil to engage
in evaluctive discussion whilst responding to one open-ended and
two closed-ended questions.

2.3.3 Content onalysis .

The coalent cf the written material received from students:
in the course of the mentoring-programme wos onalysed.  This was
done in two instances, namely an assignment set for students
during August 1979, and an essay on Meating the Emotionol Needs
of the Primury School Child.

*  See Appendix 6(ii), p.232.
**  See Appendix H, p.233,




2.3.3.1 Analysis of assignment set for students
dyring August 1979
Students were ussighed o two-fold task: (a) to select one

pupil who would benefit from o personcl relationship with them
during their practice teaching, to apply these skills acquired
through participation in the mentoring-programme and to establish
a purposeful relotionship with that pupil.  Students furthermore
were expected to submit a repori on their progress with that
specific pupil;* (b) students had to write an essay on 'The
Emotional Needs of the Primary School Child and How they would
attempt to meet those Needs os a School Teacher'.

Analysis of the first assignment described above was based
an the following ciiterie:

i}  the reason for selecting o specific pupil;

ii)  extent of observation in order to evaluate
students® skills in detecting o pupil thot would benefit from a
closer personal relationship and their ability to observe and
describe the pupil selected.

iii)  details of the selected pupil’s personal
circumstances in order to ascertain students' skills in obiaining
significant information relevant in getiing to know the pupil.

iv)  the quality of the personal relationship
estoblished with the pupil in oxder to oscertain whether
the relationship helped the pupil in any way.

v]  the nature of any problem-solving activity and
assistance given in order to determine whether students were able
to give constructive help where nceded.

These ussignments were carefully analysed and discussed
individually with students during supervision.*#
Analysis of the second ossighment deseribed above, was

based on the following criteria:

% Ses Chapter Nine, p.149.Chapter
*¥*  See Chopter Seven, p.98, Column 4.

29




i) whether students were oble %o define the needs
of ihe primery school child;

ii)  whether students were cble to understand the
teacher's role in meeting these needs.
The purpose of this ossignment was not only for students to rely
on knowledge acquired through the training-course and their
interaction with the students but to encourage additionol
exploration of reading matter on these topics.

2.3.3.2  Analysis of mentoring xécords.

Mentors in both Experimental and Control Group I were
required to record their interoction during mentoring sessions
with their pupils for purposes of supervision. The recoxds were
written in process style* with the purpose of aiding the student
to evaluvate and to plan for the next mentoring session.  The
records were analysed by the writer. This analysis served two
purposes.  Firstly, to provide the content from which to extract
appropricte teaching points on which to bose supexvision; and
secondly, to monitor the interaction between mentor and pupil
thereby facilitoting the establishing of o constructive
relationship between mentor and pupil.

The content of all the records submitted by the twenty-six
students in the Experimental Group were divided into three phases,
i.e. beginning, middle and end phoses. For the purpose of
quantification one record was drawn ot runéom “rom each of the
three phases in respect of eaoch student and analysed according
to the following criteria:

- Facilitating good pupil/mentor relationship, i.e. presence
of warmth, empathy, acceptonce, respect, closeness

~ Help received with schoolwork i.e. practizal help in
completing homework, explanations in oreas where difficulties
with schoolwork were encountered and attempts to make work

interesting for the pupil.

Hamilton describes process style os a good medium directing
attention to attitudes, behaviour and motivetion, It is used
to describe the protess or interaciion within the interview

(47,0.37).
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- Help received with o personal problem - i.e. evidence
of constructive ection in helping.
~ Understanding pupils'personal needs i.e. upholding the
right of and respect for individuolity of the pupil.
Additionally three extrocts from each student's records were made
to illustrate the nature of comments made in the recordings.*

The naiure of the study encbled the writer to observe
closely the development of the mentor/pupil relationship facilitated
by close interaction with the pupils and mentors throughout the
mentoring-programme. These observations in addition to the
techniques described above measured the outcome of the study.
Analyses of the dota involved both descriptive and inferential
statistics. Descriptive data wos summarized and reduced to a few
meaningful stotistics, pertaining both to the noture of relevant
characteristics of each institution and to the nature of the
relations between the independent ond dependent variables in the
hypotheses (62, p.128).

*  See Chapters Seven, Eight and Nine, pp.95-142,
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CHAPTER THREE ~ TEACHING AND SOCIAL WORK

3.1 INTRODUCTION

The first evidence of teaching and learning vos written
pictographically on clay tablets excavoted in as for back as
2 500 B.C. in Shurupak, the home of Nooh {61, p.10).
Philosophies underlie the teaching profossion, such as naturolism
realism, modern psychology, liheralism, pragmatism and existentialism
which indicate the set of values ond principles applicd.
Existentialism in short, emphosizes the humon as ¢ spiritual ond
social being who hos potential to be educoted io accept responsibility
to be free ond independent.  The humon-being is regorded os a total
person communicating with the outside world.  Other phil-ssophies
supplement beliefs obout the humon-being such as naturalism
emphasizing educotion by means of naturcl end free learning,
pragmatism, emphasizing problem-solving and sociel irteraction ond
modern psychology, emphasizing human relationships (U3, p.84),

Present Western and South Africon educctionalists and
policy-makers base their educational aims on this widu veriety of
philosophies but the moin theme emerging from this conglomeroie of
objectives seems to be thot: 'Education in its true sense is not
the mere instruction of Latin, English ond French. It is the
unfolding of the whole of human nature. It is growing up in oll
things to our highest possibility ' (22). The Massey
Commission endorses this definition by stoting thot ‘Educat’on is
the progressive development of the individual ia all his faculties,
physical ond intellectual, cesthetic ond moral ... as a re:ult of
which o balanced development of oll his powers will lead to full
realization of his human possibilities (98, p.6).

Amongst educotiontlists from the earliost history there is
consensus that teoching is never only confined to classroom motter
but with the leawvner as o totul social human heing Walker

stotes




33

The aims of education as distinct from instruction
ore achieved through the efforts of individual
teachers interacting with individuol children. Each
child reacts to idess in his own way. The moster
teacher sets out to interact with eoch child in such
o manner os to orouse his interest and enthusiasm
while contributing to his knowledge and understanding.
This education relationship, aimed ot relessing the
full potenticl of the individual pupil, is based not
on a mere physicol proximity but on personal
interaction {107, p.43).

The aims of teaching heavily emphasise
a) understonding the child in his totality, the-child-
in-his-community and the importance of
b) the teacher-pupil relationship. These foctors
become ¢ prerequisite if effective leorming ond clossroom teaching
is to toke place.
In order to equip students for their role ond contribution in
fulfilling the oims of teaching, students are trained
for o minimum of three yeurs to become professional teachers.
Troining is defined os 'to treat so os to bring to the proper or
desired form' (93, p.2227). The desired form referred to is that
of effective professional teacher.  O'Dowd referred to a
professionally qualified person being cheracterized by:
- An ability to act at their own discretion with «
responsibility based on their own acquired knowledge;
- possessing skills .to be exercisel devotedly in the interest
of and benefit to saciety;
-~ being purt of o closed society of people who monopolize
that cpecific exercise ond who exercise disciplinary powers
over each other. (75)
Goldstein as quoted in Robinson ottempis to define social
work as

a form of social intervention which enhances consensus
and augments the mesns by which mankind personally,
individuolly or collectively, can resolve disruptions
in their social existence:. The nature of the
profession is governed by the combined recognition of
the individual as o unique ond active organism, the
sociel environment os o dynamic force und the efferts
of their interaction (87,p.4).
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The Social Worker deals with man in his environment, the
moin focus being on relatienships and ability to interact with

every other human being in thot environment.

3.2 COMMON_AREAS OF FOCUS IN TEACHING AND SOCIAL WORK

The philosophy of sociul work and teaching coincide and
mytually augment one onother in many aspects. Both professions
are concerned with the individuol in-his-community and establishing
a workable relationship with an individual.

Both teachers and social workers are ogents of society
with tosks delegated to them through the systems within which
they work at both national and local level. Rebinsen states
that schools are concerned with the social functioning of all
school children whilst social work agencies concern themselves
with the socicl functioning of some children, their families and
pre~school children and odulis, The area of shared concern is
for some school children and their fumilics - be it concurrently
or consecutively (87,p.36). Robinson centinuves that teachers
ond social workers use their knowledge differently but apply
tachnigues appropriote to their individuel professions to enhance
the psycho-sociel functioning of the child.

Figure 2, below, illustrates the similarity thot Robinsen

sees between the tocial worker's and the teachur's intervention (87,p.52).

Community

School
Family

Individual
(Social) Work Place

Figure 2 ~ Similarity between interventions of teaching and
social work
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Teachers ore primarily concerned with the educeticnal
needs of school~children, whereas sociol workers concern
themselves primorily with sociol molfunctioning of individuals,
groups and communities and its prevention. Yet both professions
are concerned with enabling individuals who ars part of larpe
social systems such as fomilies and communities.  Therefore
knowledge and skills common to both professions could supplement
each other thereby enhancing the knowledge and service of each.

Robinson sees the primary tosk of the school as reinforcing
and extending sociolization processes begun within the family
system, whersos the primary task of the social work system is to
engage in compensatory or resocialization processes not only of
individuels ond fomilies, but olso of other sociclizing institutions
(87,p.24), Goldstein as quoted in Robinson argues that

the profession's commitment to the social wellbeing
of persons demands continuous exomination of existing
policies, programmes and services of institutions ond
their impacts on special populations in functional
ethicel ond value terms (58, p.18).

This implies moving beyond the gool of teoching the child per se
but developing community minded teochers with wider and broader
aims in teaching children. In social work practice the emphosis
of dealing with individuals hos shifted to recognition of the
valye of deoling with total communities.

The mutuol abjective of wmoving towards greater community
involvement implies a concentration on the part of both professions
in prevention. Polatinsky sess prevention us the most important
preraquisite in assuring public health for communitics.(82, p.20).

Prevention falls into three main cotegories:

1) fxinory prevention, that is effecting changes in the
immedicte envirenment ot on ecrly stoge in the life of an
individual before heo has committed himself to o specific set of
attitudes, behaviour or values and theyeby preventing deviance

(innoculate child against influences).
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2) Secondary prevention, which is attempting to
prevent sitvations from worsening.

3) Tertigry prevention, which is treatment rehmbilitation
services and schaol re-integration.

The inaccessibility of the child in school to the social
work profession, by virtue of policy in state schools in this
country limits its contribution mainly to secondary and tertiary
prevention. The teacher is in close daily contact with the
school-going child and if sensitive ond responsive to his needs
will observe the corly signs of dysfunctioning in the child,
caused by external ox internal forces in his life. The teacher
who forms o helping pesitive relotion with a child is able to
sexrve the community through primary prevention,

If the teacher is troined to develop the ebility to decl
effectively ond competently within specific helping strategies,
with issues orising from teacher-child day-to-doy contact, this
contribution could be emhanced.  Thus, emotional ond intellectual
needs of the child could be met, thereby comboting social
pathology.

Apart from understanding a child from o specific community
the relotionship with thet child, which will facilitate or block
growth, is of utmost importance. During 1932 Waller saw the
teacher-pupil relationship os o form of institutionalized
dominance and subordination (79,p.15). Teachers are troined during
the present exo thot a teacher-pupil relotionship is based on
mutval trust, insight end understonding sind synpathetic guidonce
where pupils are encouraged to interact on ¢ mutual basis with
their teacher (43, p.44).

Both professions agree on the importance of relating to
the child-in-his-community. The manner in which students are
equipped to perform these functions differs vustly und it is in
this area that social work can make its contribution to the
training of teachexs under swporvision with particular reference

to developing skills in relationships.
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3.8 SELECTING AND ORGANISING CONTENT FROM SOCIAL WORK TO
AUGMENT THE TRAINING OF THE TEACHER

3.3.1 Yolues ond gttitudes basic to teaching

When ottempiing to delineate true values and attitudes
basic to teoching, it is imperctive to reflect on the pedagogics®
of education, which is recoghised as an independent science with
its own study field, own methods, history, literature. concepts
and proctitioners.™  The word pedagogics has been incorporated
to denote the science of oducation, Pienaar (106, pp.92-126)
thus describes pedagogic cotegories revealed in comcreie
educational sitvations as:

- Openness, whereby both the child and the educator enter
the teaching situation in their own individuol way and
opportunity must be provided for both porties to 'stand
opposite each other in solitarity us well as together in
solidarity'.

-  Exploration, which occurs when the eaucator reaches out to
the child with o view to assisting him to toke the risk of
exploring within the security of the teaching situation.
The educator in turn explores the particular child he is
educating.

-  Encounter based on the principle of acceptance.

*In his encounter with the educator the educand trusts
whatever hoppens, is meont to promote his well-being.
From being the objoct he becomes a fullow subject in
the education situation’

Theraby he is accepied by the sducator as o person i.

co-existence.

*  Derived from Greek words which mean 'child’ and to 'lead'.
The words are related to the slaves toking Greek children by
the hand to schools in Ancient Greece (106, p.17).

*%

People continue tu learn from childhood to old age; therefore
the tern’ edueation is very broad, but in this context, it
refers to the process of formal schooling (95, p.23).
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- Authority, resting on three pedagogic postulotes:

i.e. the child is someone who desires to be somebody

himself, in fulfilling this desire he needs adult support,

and the adult responds to this appeal. The educator is
subject to authority of human values such as culturol
heritage ond troditions os ewbodied in the totol fromework
of society which the child must strive to attauin as an
individucl being who creates culture.

- Expectation. The child initiotes education by appealing
for and expecting response to his appeal. On the other
hand the educator summons the child to accept responsibility
in order to gttain independence and in tuxrn expects o
response from the child.

~  Freedom thraugh education as it oims ot lewvding the child
to independence and ocquisition of freedom.

- Futurity denoting the anticipated imoge-of-whot-vill-be,
in the pedagogic situotion.

~  Support in education, whereby it does not mean 'cramming
knowledge into the child, but discloses reality us being
support in exploring, controlling and mastering the world
os reality to become d world-for-himself.’

- Security which ultimotely lies in the fact that the child
is understood ond receives oid.

-~ Normotivity implying respect for humen dignity. Education
is not only o motter of applying norms but also a motter
of interpreting culture as the content of values to the
child in terms of norms.

These cetegeries simultaneously form the point of
departyre as well as the ultimete aim in the teaching situation
and are all essentiol to facilitate deeper understending of the
values and attitudes in teaching. Pedagogic criteria is next

reviewed:
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'Criterion’ implies the meaning of judgement taking place
on the grounds of cotegories. The cotegories above set the
claim for outh -nticity for the educotion situation but must be
resat in question form ond this is whet criterid ore meant to be.

Criteris derived from

~  Openness, i.e. avthentic dialogue based on meaningful end
understondoble interchanged speech or non-verbel lunguage.

Addressing through the initial diologue and each open

answer directed at an open partner.  Audience by both

partners intently end intentionally listening.
- Exploration and answering, where the child does whot he
presumes the educator claims from him ond the educotor

is responsible to the answers-in-exploration in the

pedagogic situotion, toking liobility for the child and

questioning which cliternates between questioning of his
eduegtor ond himself in the process of becoming what he
ought to be.

Criterio derived from

- Encounter, ond self-knowledge and moking room for the
other by occepting him for whot he is with a view to whal
he can be within o mutual situation and eventual

‘engagement'.,

Criteria derived from

- Authority, refex to obedience by the child obeying the adult in
the educotion situation as well as the educotor showing
obedience to the existential appeal of what he ought to be,
ond ochievement rewlised through such obedience.

Criteria derived fyom

~  Expectotion, refer ko moking a choice in the degree of
resoluteness.

Criteria derived from

~  Freedom, refer to self-forsaking where the child places himself

ot stake within the education situation and self-setting




where he should first occupy the room one is accustomed to
oceupy before being in ¢ position to moke room for onother.
Criteria devived from

«  Futurity, as it is monifested in future planning whereby
the educotor and the child anticipates a definite future
for the child ond the prospect uf re-cngaogement whereby
the 'partners-in-education’ look forward to meeting again.
Criteria derived from

- Support, i.e. in rendering help, making it "mutually
possible' and creoting an inclination to protect each
other.
Criteria derived from

- Security, i.e. being-somebody~oneself by giving the child
the opportunity not only to be himself but also to become
himself in o secure atmosphere; equelly in the education
situation; the educator must elso find scope to be someone
himself. The educator and the child should experience
riskirg with and for esach other.
Criterin derived from

~  Normativity, found in providing choices with the view
of promoting a child’'s progress towards independent self-
decision. In the education situation life-fulfilment is
in the first place observed through the measure in which
the example set by the educator coincides with the
interpretation thereof which he gives to the child in the
actual cloims he sets the lotter.
In conclusion there is consensus onongst pedogogics that

an authentic scientific perspective or educotion in itself is of
no use but thot these scientific findings should be made

'serviceable’
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3.3.2 VYolues ond attitudes basic to social work

Social work seeks to assist individuals, groups and
communities to reach the highest possible degree of social, mental
and physical well-being (103, p.10).  As opposed to other
professions, such as medicine, law, the ministry and teaching,
socicl work operates in consideration of all socicl,economic and
psychological factors that influence the life of the individual,
the family, the social group and the community' {40, p.7).

The social workex has a professional respensibility towerds
his client* bosed on social work values and menifested in attitudes.
Such values ore spelled out in principles that underlie professionol
practice, seven in number. These os defined by Biestek are:

Individuolization, purpossful expressions of feelings,
controlled emotionol involvement, acceptance, a non-judgemental
attitude, client self-determination and confidenticlity.

~  Individvalization refers to the right of human beings to

be treoted as o particular human-being with his personal

differences taken into account.

~  Purposeful expression of feelings recognises the individual's
need to express his feelings freely including negative ones.

- Controlled emotional involvement refers to the social worker's
ability to understond the feelings associated with ond the
meaning of the client's experiences ond to respond
appropriaotely to these.

- Acceptance is an action whercin the client is perceived

and dealt with aos he really is; thé emphasis being

on the *real' and not the 'good'.

- A non-judgemental attitude is based on the premise that the
social worker's attitude excludes assigning guilt or
innocence or degree of client responsibility for causotion

of the problems or needs, but does include moking

*  Client is the service recipient in Social Work.

Child is the service recipient in Teaching.

@
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evaluative judgements ebout the attitudes, stondards or
actions of the client. The attitude which invelves both
thought and feeling elements is tromsmitted to the client,
i.e. judging the action but not the client,

- Client self-determingtion recognises the right ond nced for
freedom in making choices ond decisions.

- Confidentiality rests on the belief that information
divulged by the client will never be disclosed, in order
to create o secure relationship of trust between the socicl
worker ond the client {9, pp.33-137).

Acquisition of professivnal ottitudes requires incorporation
of velues along these guidelines, As optly stoted by Meyer

It is not an wcademic pursuit where knowledge is all, it

is on activity supported by speciolized necessory knowledge.
It is not merely on expression of human values, it must
pass the test of effectiveness {72,p.2).

3.3.3 Commonality in velues and attitudes basic to teoching

ond _social work

In genercl the velues and ottitudes common to both teeching
ond sociel work ore respect for ond acting in the interest of
menkind.,  Although there seems to be this common base the specifics
of knowledge imparted during the training of these two sets of
proctitioners differs in content ond in instonces where content
is similor, in emphasis.

Both professions velue an open, non-judgemental attitude
towards the individuel with whom they enter into @ relationship.
In establishing this relationship the individucl has to feel
secure in order to explore areas of knowledge or the problem he
faces which is facilitated by encountexing an accepting ottitude.
The social worker facilitotes this by ollowing for purposeful
expression of feelings ond controlled emotional invelvement; the
teacher, by acting as an authority in o specific ares or as model.

Acceptance of the individuslity of each person is strongly

emphasized in social work and to a certoin degree in teaching.
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The value of expectotion linked with purposeful expression
of feelings,mutually cugment each other in ollowing far an
individvel's need to express what he feols.

Freedom of choice and self-determination develops in, and
is focilitated by, o supportive, secure relationship, defined by
confidentiolity.

Ultimotely both professions seek to enhance through
normativity, independent, adjusted human beings equipped to function
adequotely within o sound environment.

In studying the sets of values inherent in both teaching
ond social work it can be said that in teoching, they provide
the bosis for effective teaching and set the scene for imparting
knowledge.

In social work they are an integrol port of the helping
process itself.

Both professions stress the importence of theory
implenentation ond it is in this area where social work may cugment
teaching.  The study and understonding of human behaviour and the
environment is a prerequisite for effective social work and it is
from this vast arec of knowledge thot social work may cttempt to
augment the training for teaching where human behoviour is
secondory to the primory eim of imparting knowledge.

Students best incorporate values ond manifest these in
ottitudes through practice.  Social work training provides for
such proctice to o grester degree, thon teacher training.

In troining students for any profession cognisance needs to
be taken of their basic values und attitudes shaped by their
social environment and individual life experience up until the

time of their entry into ¢ training institvtion.

3.3.4 Auvgmenting values ond gttitudes in the student tescher

Students enter the training college with on ideo of the

role of the teacher bused on their own experiences with teachers




during their school-years.  Thus during their first yeor of
training o mentoring programme for students can be introduced
when o set of volues and attitudes clready exists in each student
Rosenberg stutes that attitudes are typically defined os pre-
dispesitions to respond in a particular way towards o specified
class of objects. The types of responses that are commonly used
as indices of attitudes foll into three major cotegories, namely
cognitive, offective und hehovioural (99,p.1).

~  Cognitive being those responses perceiving ond integrating

impressions resulting in owareness - the ‘think process’
(39,p.147) which creates an attitude.
~  Affective being those responses whereby the emotional
feeling aspect is stimulated to create on attitude. The

Oxford Dictionary defines the affective as 'to produce

effect on, to touch the feelings' (39,p.14).

-~ Behaviourel being thase responses ultimately expressed in
terms of whot has been perceived, integrated and felt in

terms of a manner of conduet (39,p.64).

What students have perceived during their schooling as
teochers' ottitudes, enforces their beliefs of whot the acceptoble
ottitudes fuv o teacher should be. This implies that teachers
oct os role wodels to thelr pupils.  Should a negative model*
have been presented ond modelled, certain types of teacher
behoviours become perpetuated. In developing communities the
school teocher is generolly offorded o high social stotus. His
presence and knowledge is respected by the community.  Howaver
if this stotus offorded her** is misusod then it may result in her
being o very outhoritoriun ieacher

Children are often ridiculed in the presence of others.

Teachers may openly display their dislike of children and cause

*  Negatively reflecting o wodel thot prevents constructive pupil-

teacher relationshipe developing.
*¥ In this text the school teacher is referred to in the female
gender
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development of poor concepts within their pupils. Teachers
displaying inoccessible attitudes towards children in general
prevent and are not interested in establishing o good pupil-
teacher relationship.  Such teachers teuch for the sake of
importing knowledge irrespective of feadback from their audience
or atmosphere in the classroom situetion.

A pupil exposed to these negotive experiences of scheoling
emerges with a very confused impression of the school teacher's
rale. It is of the utmost importance to break down misconceptions
at the onset of training by involving student teachers in
experiences that will convince them of the negative and destructive
consequances of ony preconceived negative ideas os well os their
being unsuccessful in estoblishing o positive teaching relationship
with a child. Kanfer and Goldstein (58,p.54) proposc two models of
procedure in helping people change sititudes.  The first model
is based on psychologicel heclth which indicates whot ottitudes
will be when chonges hove token place successfully.

'Psychologically heolthy teachers' in this study refers to
teachers who believe in the necessity ond potenticl of a positive
pupil-teacher relationship. This ottitude was developed by
exposing studenis to o different concept of the role of the tescher.

The sacond model is based on procedures of helping, such as:

1. establishing the conditions for ottitude changes;

2. solecting and implementing a theory of attitude

change; and

3. stobilizing new attitudes by building supporis

which will mantain them.

In the mentoring programmo studentls' experiences with their
pupils promoted ottitude chonge. The theoretical knowledge in the
programme contributed to increased owareness ond ottitude change
ond supervision provided to students stebilized new attitudes and

provided supports to mointain these newly sequired attitudes.
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Once changes in attitudes hod been achieved, the aim was to
facilitate stobilization by:

1. repeated discussion so that new attitudes became
integrated into the ottitude system of the students;

2. firmly embedding these in chains of cousotion with
their consequences; for example, if you treot a child with
contempt he will disrespect you;

3. challenging the new ottitude with mild erguments
against them and in so doing stimvlating development of strong
arguments supporting new attitudes ond defending them against
future chonge attempts;

4. enhancing the studenis' feelings of being personally
responsible for change.

If student teachers develop an ettitude towards children,
vhereby they respect the potenticl of eoch individual pupil to
h develop the moximum of his abilities ond set chout to create «
relationship and clossroom otmosphere to fovilitate this, treining
could expand and enhance existing concepts with the advantoge that

teachers will be concerned with the emotional and intellectual

development of children.

In the programme of mentoring a child, values and attitudes
were imparted through 'essentiel knowledge to develop feelings
and attitudes in the student that made it possible to think and
. act appropriately’ (101, p.8) in their associotion with their
pupils. Vilves are chorecterized by mwotivotionol components
such as ‘cognitive, affective and behavioural' (88, p.3).
change needs to occur on all three levels in order to assure

g modified attitudes.

Components selected for the theoretical content of the
course, together with mentoring, provided cognitive stimulation
but certoinly needed to be supplemented by affective and behavioural
components which came into ploy Whan students mentored pupils ond .

subsequently received supervision., This process enabled students to
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learn on a cognitive level the profession's values, discover or
reaffirm personal values and note concurrence or differences
between personal ond professional values. In addition Pfeiffer
and Jones pluce stress on experientiol learning as 'one must
experience one's own values to davelop the affective component
of valuing' (81, pp.23-25).

Aport from the learning and 'doing' components the teacher
acted as 'role model' for the students. According to Simon
volues are leorned and changed by teaching (moralising), laissez-
faire (letting students formulate their own velues) and through
modelling of desired behaviour (94, p.14).  The component of
supervision of mentors' interoction ith pupils cdded a varicble
of reinforcement to the trainex's task, Thus the treiner can be
said to have applied two techniques, one described hy Verplanck
as 'toking o piece of behaviour already in « person's repertoire
and increosing the likelihood of its occurrence (105, p.668) and
the second of 'shoping behavieur' as deseribed by Harris ot al
(50, pp.35-41). These theories underlay the approach in
training mentors.

Theoretical content needed to be 'child'-focused and
therefore o useful knowledge base sclected to facilitate hoth
understanding of end identification with pupils mentored evolved
around 'entering the world of the child'. This centred on the
child's developmental cbilities and needs, physically, morclly
and socially. Centuries ogo children were looked at simply as
small-scale adults. Today we know that childhood is a distinct
stoge of life, that children become adults through a gradual
process of physicel, social, emotional, moral and mental growth,
The most dramotic growth, the most noticeable change tokes place
in childhood. During this growth they understand, reget and
perceive in accordance with their years. To teoch children
successfully it is essentinl to have a sound knowledge of how the

child thinks and responds.




3.4 COMTENTS OF THE MENTORING PROGRAMME

In line with the oims of the stydy™ the programme was
divided into theoretical content and practical content,"

3.4.1  Theoretical content

Hurlock (52, p.vii) stressed the necessity of knowing what
went before end what is likely to happen in future os essentiol
in understanding ¢ pevson.

When one takes a look at life from ihe beginning to
the end, it becomes readily appavent that what the
pexson does al one age becomes an impression on his
ottitudes and future octivities which may never be
completely erndicated,

The teacher needs to understand the life cysle of the child with
its accompanying needs and in addition should be reminded of her
own childhood experiences with teachers and the significance of
these experiences in developing her concept of a teccher—pupil
relationship,  Virginia Axline (6, p.Bl) emphosizes this by
guestioning 'who can love, respect and understand another person,
if they have not had such experiences thomselves'.

Theoreticol content included The Life Cycle of the Child;
Human Growth Behaviour and the Social Environment; Reaching out
to the Child  'The Art of Helping'; and Enhancing the Self-
Concept of the Child.

3.4.1.1  The life eyele of the child

This sequence ineluded o gencral overview of human growth
smphasizing the development of the child, It was anticipated
that its inclusion would help a student-tercher to {a) reolise
the importance of knowing the nature of the human material
entrusted to their care; (b) to make an in~dapth study of
the stage of development the pupil-semple of children were at;
and (c) to have realistic expectotions and ideals as to the stage
a child had reached when he or she faced them in the classroom,
as this ployed o significont role in the child's readiness to
learn (116,p.5).

X See Chapter One, p.6.
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The principles of development as described by Yelon and

Weinstein (116, pp.5-22) were included as o sequence, namely that

1. Each child is an individual developing ot its
own pace. It is necessary to understand 'avercges' and 'norms'
but never to forget the individuality of a person. A child
should be seen as a unique packuge of emotional, mental and
physical traits.

2. All growth is related. Thus, every aspect
of human growth influences every other aspect.

3. Development has direction: each human being
goes through the same stages. Normal development is associated
with o given peried of life resulting in certain developmentol
troits found ot porticular stoges - called age-level characteristics.
Stages overlop ond are continvous.

’ 4. Development is influenced by heredity ond
environment. Most psychologists ogree that both elements pley an
important role in development, interscting in complex ways.

The environment modifies the basic genetic endowment. Social
class, educotional level of parents, quality of care, perental
love ond acceptance all influsnce the course of development.

5.  Enrichment and Deprivation.  Studies of
children roised in understaffed institutions have shown that
children brovght up in stimulus~poor environments with inadequate
interaciion with adults, do not develop as rapidly as children
in enriched home environments. Such children have consistent
difficulty in grasping concepts, relating to others and behaving
according to occepted norms.

3.4.1.2  Humon growth, bohaviour ond the social environment

In order to achieve the gool of undorstanding the total
child and providing him with a positive experience, the components
in the course in Human Behaviour and Development may subsequently

be considered. Human development is the change in the structure,




thought or behaviour of o person as o function of both biological
and environmental influences (25, p.22).

Thus, in eddition te the theoreticel content
of this sequence stipuleted below, it wos suggested to the
student teochers that they take @ walk through the neignbourhood
in which the school is located, in order to gain knowledge about
the sociol environment of their pupils (21, p-13)

An overview of baosic human development and
behaviour stressed the Orol, Anal, Genitel, Latency, Puberty ond
Adolessent stages (115,pp.22-29). Clafification of selected
concepts included the concept of human development, moturation,
lecrning, hereditary und environment. These foyr were defined

as follows:

Human Development is the change in the structure,
thought or behoviour of o person as o function of both biological
ond environmental influences,

Moturction is a blological process of the unfolding of
of hereditary potentials.

Learning is the process of behavioural change
within the individual brought ebout by the influences of the
environment gnd

Heredity ond Environment are the interocting influences in
shoping the behaviour and development of the individual (25,
£.22),

An overview of ego-dovelopmeni described the
ewerging ego identity which bridges the early childhood stoges
when the body ego and the parent images ore given their specific
weonings ond the later stoges, when o variety of socisl roles
become increasingly coexcive. A lusting ego identity connot
begin to exist without the trust of the first orol stege; it
cannot be completed without o promise of fulfilment which from the
dominant image of adult-hood reaches down into the baby's

beginnings ond which, by the tangible evidencs of social health
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creates at every step an accruing sense of ego strength. The
eight stages of man os the criteria by which the individual
demonstrates that his ego, ot o given stage, is strong enough to
integrate the timetable of the organism with the structure of

social institutions provided useful learning moterial.

Dinkmeyer and McKay (31, p.203) sicts that ropid social
change hes left many teachers unprepored to meet the challenges
presented by children today. They may have limited training in
understanding child behaviour or be unaware of practicol approoches
to mishehoviour and lecrning problems. As o result, teachers
become discouraged when foced with expectations they cannot fulfil.

Mead and MacGregor '71, p.3) stress that this is an age
of owareness and that it hos become « morol imperotive
to know the complexity of the life a child will live, to understond
it ond te act upon an understonding of it.  In addition it is
fortunate that 'many colleges ore becoming oware of the need to
provide teachers with practical methods opplicable to their
classroom experience’ (31, p.203).

3.4.1,3 Reathing out to the child - ‘the art of halping'

Communication is an essential factor in interaction with a
child ond thercfore on essential sequence in the training
progromme. In order to facilitate this it was necessary

1. To creote self-awareness within the student-teacher
of how she is perceived by the child;

2. to increare communication skills in student-teachers
as well as their ability to handle problems presented by children
and 3. to enhonce the self-concept of pupils.

The student-teacher needs to relote from his or her own
frame of reference to the world of the child and establish o
positive relationship instilling confidence in the child as 'the

quality of our lives is distilled from the aspirations, anxicties
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achievements, violance, warmth, delights and fears of those
with whom we live (64, p.8).  The teacher is in the

unique position of being o role medel ih daily contoct

with children who are at on impressionable age.  The tescher's
ability to form positive helping relotionships will contribute
not only to heolthier functioning of their pupils in childhood
but will also contribute to the community in thot he in tuxn will
relate well to other human beings. During their troining it is

essential thot teachers realize that

it is impossible to teach by coercion ond that the
the good-will of the pupil is always essential.

The pupil’s desire to express and thus to relieve
himself of desire, is the means which the teacher
must - -.-how shape into an oppropricte of oction.

The & ...-rion of appropricteness is always found

in the pupil, ond ona con do nothing better with him
than his own desire ond sotisfaction will permit.

For this reason teaching is a work of art, and the
teocher an artist who engages the aesthetic impulses
of his pupils. These impulses ore to goin something
of value, both as on end ond os the proper means
whereby the end is achieved (77, p.19).

The teocher requires training to essist him to be effective

as o helper to children.

Dr Robert Carkhuff (20, p.4) who was intensely and intimstely
involved in helping people, classified the helping process into
its effoctive ingredients. 'The Art of Helping' is o distillation
of these efforts. It aimed to enuble man to resolve his own
problems and those of people in his community., The first and
foremost purpose of The Art of Helping wos o instruct persons
from all wolks of 1ifo to acquire the necassary skills to help
those with whom they ceme into daily contact. Thus it could
apply to teachers who wanted to help their pupils function more
effectively,

The 'Art of Helping' seguence was adopted appropriately for




the student/teachers porticipating in this study end was geared
to produce counsellors who could effectively relate to persons
in need of help and facilitete their positive movement.  This
programme focused on twe areas:

1} sensitivity training in acquiring interpersonal
skill ond

2)  inducing chonge in the personality and the
attitude of the troinee himself. The programme is built around
such prerequisites as 'understanding', ‘regard' and ‘genuineness'
(17, ».9).

Corkhuff (15, p.9) states that 'the first ond mest basic
principle of helping and human relations is the ability to see
the world through the eyes of the other person’ ond te communicate
accurotely to him what we see. 'We must listen and more important,
hear. Related to these propositions is the principle of

competency in definable helping skills.'

The general goal of 'The Art of Helping' is to teach
effective communication in the respensive and initiative dimensions
of helping.

Students in the roles of helpers were troined to respond
to a pupil with o problem by role-playing und practising in groups
of two the theory taught, in order to understand the model sequence
in The Art of Helping. The model sequence comprises the helper
cttending to the helpee's problem by observing and listening and
communicating interest in the problem. Thereafter the helper
leads the helpee con to self-exploration ond in the process
understonds exactly how the helpee feels about his problem.  The
holper interprets to the helpee whot the solution to the problem
would be and what steps need to be taken in reaching the solution.

Respensive ond initioiive skills* had to be acquired in
mastering the ort of helping,  Delward ond Moore (28, p.431)

write that responsive skills consist of communicating to the helpee

* Moy also be referred 1o as the core dimensions of helping.
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or in this cose the pupil, accurate empathy, respect, genuineness
and concreteness,  Initiative skills taught consisted of 'self-
exploration' ond 'confrontation'.

Effectiveness of communication on each of the core dimensions
of helping is behaviourally defined by Carkhuff on o 5-level scale.
Helpers who perform at levels one and two ore ineffective in
facilitoting the helpees' personal growth in working towards a
solution of his problem. Level 3 is *minimolly facilitative’ and
levels 4 ond 5 odd to the helpees' obility tov focilitate such
growth,*

3.4.1.4 Enhancing the self-concept of the child

The child's ottitude towards himself is affected by the
attitudes of significant people in his envirenment, namely his
parents, teochers, siblings and peers, towards him. His self-
concept is made up of 'reflected appraisals'. If these
appraisals are fovoureble the child will have o favourcble self-
concept, otherwise he will tend to devalue himself. In many
cases, the child's belief of how people appraise him are not in
hormony with their real oppruisuls, but he boses his self-concept
on vhot he believes their opproiscls o be (52, p.210).

Ringness (86, p.33) stotes thet self-concept is the total
attitude o person has of himself and furthermore that it is
formed cegnitively, largely from the feedbock one gets from others.
It is effective, however, in thot one is hoppy or unhappy with his
feedback,  One tends to intexnalize it, and in turn evaluates
oneself os odequate or inadequate, acceptable or unacceptaeble.
Schools need to promote healthy self-concepts by providing success
experiences; equslly, they must refrodn from domoging children's
self-concepts by allowing them to infor that they are inferior,
vowanted or disliked,

The mojority of children have some fantasy about school-life
and of the teachers' role before attending school (57,p.147). The

teacher becomes the person that the child desires to please. IF

*  See Chopter Two, p.22.
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the teacher succeeds in helping the child believe in his own
ability te achieve he will not be paralyzed by o fear of his own
inadequacy. A poor self-concept is part of the personality
make-up of so many children, especially those from malfunctioning*
parentol homes or from underprivileged societies.  The mentoring
programme afforded the mentor in his contect with a pupil, on
opportunity to practise ond develop his own abilily to enhance
the self-concept of o child.

Horrocks (53, p.141) summexizes that

of all man's attributes, the self-concept is least
tangible, but it is a necessary possession for it

is the mediator with which the individual makes

sense of his interior ond exterior world. The

period over which the self-concept develops extends
aver the childhood years and must be uchieved before
psychological maturity may be reached.  Thus the
teacher makes o very definite contribution to the
development or destxuction of the child's self-concept.

Reynolds found in o study of fifty-four school~children that

self-esteem reloted to ocademic achievement as well s classroom
behaviour (84, pp.273-277).

Principles in modifying self-concept

Ringnass (86, pp.135-136) found a 'healthy solf-concept
to be related to both the attainmeni of self-cctuslization ond
the prometion of excellent human relationships'.  Furthermore,
he status thot the dimensions of a healthy concept have been
spelled out to be:

1. Clarity of who one is, whot his attributes are, what he
believes.
2. Seif-Acceptance whoraby one accepts himself as o good and

adequate person.
3. Stobility whereby a person is stoble in his belief of
himself no matter what other people say.

4. Reolism which is self-knowledge. Misconceplion may be

based on misinterpretation of feedback, lack of feedback




inappropriote feedback from others. We may be using
defenses; to be selfwactuolized we need to recognize our
true choracteristics.

Canfield and Wells (16, p.4) stress the following

principles when modifying self-concept:

It is possible for teachers to chenge self-concept.  This
change may be effected either positively ox negatively.

A teacher who humiliates children with sorcesm ond ridicule,
makes learning @ negative experience whilst teachers who
communicate o sense of caring and personal worth ensures
a significant impact on the child.

Changing a poor self-concept is o slow process. 'Self
concept builds the same way muscies do, slowly ond often,
at first, imperceptibly.

Central beliefs ore more difficult to chonge but make a
bigger impact on the pupil. A significaont difference
will have been mode in the life of the pupil who doubts
his intellectval ability to succeed. It helps him see
himself os intelligent ond able to cope.

Peripheral experiences ore importent. Complimenting a
pupil or calling him by his own name helps 'to create a
sense of self-worth'.

Strengths ond successes should be related to one anothur.
A pupil who learns o poem in a short space of time should
be appraised with: 'You really are oble to grasp and
learn quickly.' This comment relates the pupil's ability
to learn quickly to a more centrol belief about himself -
thet he is intelligent.

In addition to these principles an ehvironmental dimension

of trust, coring ond openness is on cssentiol climate in which

a pupil's self-concept cen be enhanced.

Woolner (46, p.129) writes that  positive self-concept

produces achievement in school, whilslt o negative self-concept
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produces underachievement and maladjustment. It is o primary
taosk of both menter ond teacher to work at improving the self-
concept of eoch pupil encountered

3.4.1.5 Behaviour modification

The finol sequences included in the mentoring-programme
related to the monogement of behaviour in children: developing
an understanding of the behaviour of the child per se was not
thought sufficient in reloting to the child., A skilled ability
to respond to the child is also ruquired. Therefore, o number
of techniques called 'Behaviour Modificetion Technigues' were
included in the teoching programme.  This method of response
was oimed at clleviating the difficulties children suffer in
their day-to-dey adjustment. Yen and McIntire (117, p.238)
stated thet the value of teacching behaviour medification techniques
in a university or coellege setting could not be over-emphasized,
especially if th2 goal of the institution is to bring gbout secial
change in the community. The course presented to mentors
focused on modifying the pupil's behaviour.

Ringness (86, pp.72-73) defines behaviour modification as
o number of techniques ocimed ot eliminating undesired behaviours
and reinforcing desired ones. It goes beyond operant conditioning
per_se, in that it moy utilize imitotion or modelling, behaviour
rehearsal, or other technigues; nevertheless reinforcement
principles are prominent in most behaviour modificotion ottempts.
He proceeds tv summarize general bosic principles ns follows:

1. To reduce inappropriste behaviour and institute
desirable behaviour,

2. For inoppropristie behaviour to be reduced it
needs to be caorefully observed for frequency and the conditions
under which it oceurs. Thus if g child frequently bothers other
children, one wants %o know how often he does it, when, what he
does, and so on, A chart of such behaviour is kept, thus

providing buseline data against which progress can be assessed.
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3. What is reinforcing the undesirable behaviour
needs to be accertained. Is the child being laughed ot?
Surreptitiously encouraged?

4. Determine mare apprepriote behovioursl objectives.
Those objectives are discussed with the child, ond he is encouraged
to accept them as alternatives.

5. The contingencies are stated. The student
teocher tells the pupil thot when he seeks ottention inapprepriately,
she would ignore him gnd when he does certain things she approves
of, she would reinforce him in certain ways.

6. Consistently reinforcing the child in his
appropriate behaviour.

7. Post-treatment dota is gathered ot intervals to
see how the treatment is working. If it is not working, perhops
other reinforcers or modification technique should be tried.

The various techniques applied to either strengthen,
wecken or maintoin torget behaviour are listed belew as sec out
by Bryen (14, p.143).

Brief overview of behoviour modification techniques

1. Positive Reinforcement - Rewarding o desired act
has the effect of strengthening that response. The reword may
be o primary reinforcer, such as food, or it may be a secondory
reinforcer, such as a secial proise, a gumned stmr or o hug.

This technigue is especially effective in developing und
maintaining desirable behaviour.

2. Extinction - This technique is used to decrease or
eliminate disturbing behavicur and is facilitated by the constant
withdrawal of reinforcers. Clarizio and Yelon (116) noted that
this procedure is effective with such behoviours as excessive
talking, tentrum behoviour and academic errors.

3. Reinforcing Incompatible Responses - Tho technique
involves rewording action that is incompetible with bothersome

behaviour, for exomple, talking aloud. The teacher decides to
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reward a child for completing ten arithmetic problems. In order
to accomplish this tosk and to obtoin the reward, the child is
too busy to telk. The desirved ection is incompotible with
talking loudly. Not only does this opproach reduce disturhing
behaviour, but it also increases desirohle academic parformance.

4. Punishment - When punishment is the consequence of
o certoin oction it has the effect of orresting or suppressing
that behaviour, without eliminating or extinguishing it. It is
beneficial only when opplied to specific acts (running out into
the street) rather than generalized situations (Leing o noughty
child). Momentarily stopping an undesirable behaviour has
positive effects when it is accompanied by the demonstrotion ond
reinforcement of alternative responses.

5. Diserimination Learning - Children sometimes exhibit
deviant bshaviour because they have failed to learm in which
situations certain responses ore, or are not appropriate. This
results in over-generalizotion of behaviour. Yelling leudly to
yoin attention may be appropriate at home or on ithe playground,
but it is bothersome and inappropriate in the classroom.

6. Ocsensitization - This technique is used primarily
with the extremely faarful or phobic c¢hild.  The aim of the
process is to have the child develop a relaxed vesponse in a
situation which previously produced anxiety or fear. By
developing & hierarchy of acts involved in completing the behaviour
the teccher storts with the least threctening one, and exposes
the child to o series of situalions which successively approximate
the feared event, Frequently euch approximulion is accompanied
by a reward, thus making tho behaviour ware talerable for the child.

Problems encountered in school settings take many forms
Fischer ond Gochros (37, p.370) identify the problems as being

either behavioural excesses i.c. those behaviours occurring too

aften (getting out of seat without permission) or behavioural

deficits, i.e. those bchoviours that de not oceur frequenily enough
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(not responding to teachers' questions)., A wide variety of
interpretive techniques may be used with either of these sub-
categories.  Some of the school-related problems considered
suitoble for behaviour modification techniques are: 1) social
withdrawal; 2) inadequate learning patterns; 3) talking too
much or too little; 4) disruptive behaviour; and 5) chronic
absenteeism,

Fischer and Gochros (37, p.368) quote Klein, et.al
stating that :

Teachers often say, and rightly so, that they have
for the most part been poorly prepared to cope with
many of the student difficulties that are in the
classroom.  There has been little effort mode to
provide teochers with useful clossroom technigues
which would enable them to carry out these professional
responsibilities in as effective a manner as possible.

3.4.2 The proctical component

Theory extracted from the educationol and social work fields
are valucble tecaching material in traoining student teachers as mentors
but needs to be supplemented ond reinforved by personal experience
and opplication of knowledge. In edditica to acquiring
theoretical knowledge student teachers should be involved in a
regular experimental programme under supervisien of a professionol
soclal worker ox teacher skilled in interpersoncl relutionship
fechniques.

34.2.1  Training to estoblish ¢ xelationshin with o
pupil on 5 ong~to-one basis: meptoring
Students training fo- teache: ure required to do practice

teaching,  This practice exparience focuses in the main on:
demonstration lessons by o lecturer or senior student to the
students or to o smoll group of children in the presence of the
students; criticism lessons by the student to an audience of
pupils; trial lessons by the student to a group of pupils in o
formal classroom situation; and practice teaching by the student

1o o classroom of pupils in the presence of the class-teacher
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who evaluates the student. The emphasis is moinly on the
students' ability to impart knowledge to groups of pupils.

Robinson (87, p.211) in critically discussing the
components of the teacher's education course stotes that it is
a common criticism made by teachers that the course as o whole
‘gives too much emphasis to theory and insufficient omphasis to
proctice....' Hannam (87, p.213) reported in Robinson, at
Bristol University developed a scheme whereby students undertoking
teathing troining were ollocoted one or two secondary pupils with
learning difficulties.  They hod to spend one afternoon per week
with them on unstructured activities out of school. This
activity enabled students to improve their communication with
adolescents.  An experimental programme like o mentoring-
programme, cah be designed to offord o student the experience of
estoblishing o positive relationship with o primary school child
on a one-to-cne basis ot frequent regular intervols.  The objective
being to gein insight into the feelings, thoughts and
functioning of o child ¢t his porticular stage of development
would enable the student to assist the pupil with difficulties
experienced in his homework but would create an atmosphers of
confidentiality ond security whereby the pupil would come to
trust the student te the extent of sharing the concerns of 'his
world' with her.*¥  The student could also mect the child's
parents and school teocher o gein insight into the fucets that
make up the total warld of the child and in turn epply the
acquired skills in helping the child,

According to Knox such siructured experience could provide
the child with o role-model who would demonstrate alternativae
modes of role performance and who could help pecple (children)
alter their own structure of porticipotion in similer directions.
Furthermore Knox sees this 'mantor' aus sbout ten years older than
the pupil and in o role such as teacher, supervisor ...

establishing o ‘big brother' or 'big sister' relationship (60, p.346).

¥ See Chapter One, p.10.
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The troining progromme for mentors could provide o voricble,
proctical and realistic orientation for student teachers who in
their day-to-doy life are involved with the problems of children,
and children being mentored experience oll the support and
advantages that such a relationship may offer both scholastically
and socially.

Such on experientiol programme would go beyond instructional
methods. It could be scen os responsive teaching. Yen and McIntire
{117,p.193) describe responsive teaching as well beyond the goals
of most teaching programmes. In most progremmes the goal is to
train individuals te implement techniques. Responsive teaching
emphosizes the implementation and evaluation of the techniques and
careful assessment of behaviour.

Feedback on this experience is essential and can be
submitted in the form of a writlen process record for the purposes
of supervision which is dealt with in the next section. Yen
and McIntire (117,p.192) write of feedback that

once teachers have developed preliminary skills,
feedback may be useful in refining these skills and
sustoining performence. Perhaps, more than any
other single conclusion, teachers in troining nead
to incorporate a reinforcement system where actual
behoviour in the situotion is consequated.

Reinforcement of behaviour can be gained through individual
supervisory sessions as well os supervision in groups where
mytuol experiences are shared.

3.4.2.2  Supervision in iraining

In training socivl workers supervision uf training practice
is of primory importance.  Supervision serves to concretize and
rainforce learning experiences.

A common faocter in social work and teaching is the need
for o personality to develop during the training years to equip
ond prepare students for their professional tosks. It is in
*doing’ this one leorns best: in the nursing coreer, the nurse

experiences her traoining and theory supplements her 'doing;’
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the engineer designs a bridge ond then builds it; the medical
practitioner freaots a patient who recovers as o result of the
knowledge he opplied and in architecture o building is built from
a plan and after o model is built on which the actval work is
based.

In teaching there is concrete subject-content but the
actuol relotionship so essenticl in tronsferring knowledge from
teacher to pupil, is overlocked to ¢ large extent and students
do not receive adequate training in developing skills on how to
relote to children.

Social work has developed u body af knowledge related to
relationships with accomponying instructional skills on how to
train students in the use of relotionships.

Training is thus dona by meons of supervision of the
learner by an experienced professional on both a one-to-one and
small group basis.

To supervise meons to oversee, to direct, to superintend
(108,p.852).  Hare quotes Robinson {48, p.217) who states that
in practice supervision hos taken on itself the odditional
responsibility of tecching the learner the skill required.
Supervision is furthermore referred to (35, p.9) os ‘e teaching
sitvation of a very special kind', and is o 'combination of
odministrative, teaching and helping functions (80, p.15).

During social work iraining, supervision consists of a
succession of individual conferences between supervisor and
student, which are of a tutorial nature. The supervisor bases
preparotion for the individual conference on the written record
of the student's experience in the practice of social work., In
adapting social work supervision techniques to that of teacher
training, the superviser would fulfil the r-le of Educator,
Helper and Administrator.

The supervisor as educabor is responsible for planning o
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programme; creating o climate for leoxning, teaching directly
and dealing with personal feelings thut may arise. In the
actual teaching situation, the following educetionnl principles
need to be adhered to {155, pp.130-149, 1683):

(a) If the student is motivoted to increase knowledge,
he learns best if (i) usefulness of the content should be taught

(i3) learning is made Useful in terms of

the students' individvel motives and needs.
Motivation needs stimulation.
(iii) Low areas of motivation ave tied up
with high arcas of motivatien, 'We learn
only when we want to learn, when we feel o
need to learn’
{b) The best Learning takes place by incorporating
the following into the tenching/learning situation:

(i) clorifying the rules of supervision with
regard to time, place, expectations, limits and objectives with
the student;

(ii) ollowing the student to find her or her own
solutions;

{iii) creating on atmospherc of wcceptonce and
security far the student;

(iv) vtilizing and acknowledging what the
student olready knows and can do;

(v) woving from the fomiliar to the unfamiliar;

{vi} enobling the student to experience that
the suporviser has confidence in his ehility to learn.

(vii) being reody and willing o impart knowledge.
(c) The best learning tokes place when it is
attended by positive satisfactions such aos success and reward.
Therefore, (i) conditions of learning must be set thet
will ensure success;

{ii) proise ond ucknowledge success)
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(iii) evaluate results through pesitive feedback
especially while the learning situation to which it opplies is
still fresh ond vivid;

(iv) portialize learning, offering manageshle
experiences ot o time;
{v) present learning moterial in graded
sequence moving from the simpler to the more complex;
(vi) the student should be prepared for
experiencing some failure.
{d) The best learning takes plece through active
involvement, Thus,
(i) the student must participete in planning
the contents of the supervisory session;
{ii) encournge the student to guestion, discuss,
express doubt ond think;
: (iii) opportunities o apply knowledge acquired
in real-life situctions must be provided.
(e) The best learning tokes place if the content is
presented in a meaningful manner. Therefore
(i) organize content into o theoretical fromework;
(ii) teach selectively;
(1ii) provide repetition of experiences that
teach the same idea in different ways;
L (iv) plan teaching in texms of 'continuity,
sequence and integration’.
The best learning takes place when the supcrvisor sees the

student's uniquencss as a ledrnex. A diagnosis should be mads

as to what the student knows, what he needs to know and what he
wants to know in oddition to his intellectual obility to leazn.

Feldnan quoting Davey {36, p.156) states thot
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Teaching carries with it the responsibility for
understonding the needs and ihe copacities of the
individuals who are learning at o given time. Tt
is not enough thot certain materials ond methods have
proved effective with other individuals ot other
times. It is importunt to pay ottention to whot is
educative with particular individuols ot perticular
times.,

In supervision of a socicl work student Young (35, pp.13-29)
sees a three-fold responsibility: Educalox, Helper and Administrator.
Adapted to the role of the supervisor of the mentor, these are the
following:

1. The supervisor as educator

In the role of educator, the supervisor plons a programme
whereby:

1} ‘the student is introduced to the organisation
where mentoring is to occur;

2} o climate for learning is created by estoblishing
o woxm relationship within which the student may participate and
reciprocete in the learning process;

3) the student is directly taught any relevent
theory which he can then apply in {mentoring) practice;

4) feelings blocking effective delivery of service
are acknowledged and discussed.

2. Ihe supervisor as helper

In being o helper the supervisor focuses on the following
target areas:

1} assisting the student in finding a balance
betwean dependency and competence;

2) encourdging the student %o draw fram his/her
post life experiences:

3) guiding the student to refrain from becoming
over-irivolved on the one hand and dotached on the other, in her
interaction with her pupils; and

4) halping the student overcome his or her fear of
the unknown on entering into the mentoring relationships with

the necessory preparation to reach out to the child.
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3. The supervisor s administrotor

The edministrative function of the supervisor in the
mentoring programme can be soid to be

~  helping tha mentor identify with the teaching profession
and the stoff and school where the mentoring tokes place;
and in

-~ ensuring that mentors are regular in meeting their pupils,
carrying aut the objectives of the training programme and
submitiing o record for supervisory purposes ofter eoch
encounter with their pupil,

4. Methods used in supervision

The two methods used in supervision are:

(i) the individual conference. Kodushin (55, p.163)
sees the individual conference us the principel focus of supervision
and defines it os 'essenticlly a dyndic interview to fulfil the
administrotive, educational ond supportive functions of supexvision'.

(ii) the group conference. Botha (11, 1972) sees
an equally useful function in the group conference.

For the purpose of the mentors' training programme, it was
thought thot students would benefit from both methods of
supervision if used interchangeably.

The supervisory relaotionship

Student teachers require individual assistence in not only
developing their ability to impart knowledge, understonding the
needs of thelr pupils, but alse in becoming well-integrated
personalities as *personal odjustment depends in large measure
upon the extent to which thay can free themselves from a nuisher
of persistent infaptile reactions and emotional compulsions' (14,
p.699).

According to Hester the relationship between the supervisor
and the supervised is the medium through which learning tokes

place and through which the supervisory purpose is achieved (51),




i it should he o friendly and worm relotionship, giving
security to the worker {mentor) and convincing him
that the supervisor wants him to svcceed ... it
should enable him to ask for help and to ocknowledge
what he does not know, to differ with the supervisor,
to try out his own thinking and test that of the
supervisor.  This relotionship should support him
during discouragement, meet a vulid dependency need;
permit expression of feelings withovt feor; and
stimulote him to learn through the superviser's
interest ond the recognition of what he does well.
The quality of the supervisory relationship will in turn
determine the extent to which the mentor is motivated to give his

best to the pupil he mentors.

s An experimental training programme as outlined can bLe

i regarded os a storting point to motivate teachers to acquire

2 further knowledge and skill in estoblishing relotionships with
pupils.  Mager stutes: 'the sole intent is to aid in sending
students oway from your institution anxious to use what you have

9 taught them - and cager to learn moxe' (69, p.3).
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CHAPTER FOUR - THE SETTING FOR THE MENTORING PROGRAMME

4.1 INTRODUCTION

Education authorities ore in agrecment that tecching is no
longexr an end in itself. The school teachers is the most potent,
single influencing foctor, in the life of the child and should
therefore be utilized more fully thon only for the sake of
instilling knowledge.

Reaffirmation of this philosophy is contoined in the
Primary Teachers' Training Monual which prescribes that students
are recuired to perticipate in at least two courses of extra-mural
community activity dyring the course of their training (3,
(p.12). Such participation is aimed ot increasing in student
teachers an owareness not only of the value inherent in goining o
workable knowledge of the fomilies and communities from which
their pupils stem, but olso of their responsibility to be more
octive in the school-community where they teach.

In line with the gbove requirement, it was suggested to
the appropriate educationol suthorities in 1979 to incorporate a
mentoring programme® for students registered for the first year
of study for the Primary Teochers' Diploma ot the Rand College of
Education.

4.2 THE _RAND COLLEGE OF EDUCATION
The Rand College of Education under the cegis of the

Aduinistration of Coloured Affairs®*hasbeen in existence since
1952 ond wos estoblished with the purpose of training Coloured
Teochers.  The institution is sitveted in South Western Johannesburg
and is accommodated in what used to be o mining comp.  Adequate
administrotive troining ond hostel facilitics are provided.

According to wn informotion booklet the following four

courses ave offered at the college:

*  The mentoring programme referred to was the progromme on which

this study focused.

#* Presently known os the Department of Interior Matters (Coloured
Affairs),




~  Lover Primory Teachers' Certificate - training extending
over two years for women with a Junior Certificate to
teach from Sub A to Standord II.

«  Lower Primary Teachers' Certificate Special Course -~ o
continugtion of the aforementioned course; troining extends
over a year, in Music, Needlework, Physicol Education or
Junicr Primary Classes.

- Primory Teochers® Diploma - troining extends over three
years and a Senior Certificate is a requirement for
enrolment for the course. This course is subdivided into
three streams, as follows:

a) Acodemic: to teach subjects at senior primary
level (i.e. Standards IL to V) and three subjects
in junior secondary classes.

b) Junior Primery: to teoch subjects up to Stondard
11 but mainly at Sub A ond B level.

e} Practical: to teach up to serior sccondory classes
(i.e. Standard V} Music, Physical Educaiion
Needlework or Domestic Science.

- Primary Teachers' Certificate - The requirement to register
for this course is o Senior Certificate. An examination
is written ot the end of the second yeor of study for the
abavementioned Primary Teachers' Diploma Course and
success in such examinations allows the student to commence
teaching.  This course moy olso bo taken part-time
extending over a two-year period (99, p.5).

Students enrolled ot the Rond College totul 325 whereas training
staff totol 33, on approximote ratio of ten students per staff member.

4.3 THE TRAINING SYSTEM FOR TEACHERS REGISTERED FOR
THE _PRIMARY TEACHERS' DIPLOMA

4.3.1 Training system
The Department of Interior Matters (Coloured Affairs)

under whose auspices teacher training falls, operates three
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separate systems for the training of teochers in South Africe.
Venter describes these systems as being: Training in the
Zonneblom mould; Troining ot the University of the Western Cape;¥
and Training at various Colleges of Education (104, p.335).

1. The Zonneblom training originally provided ¢ bosic
teaching troining whilst equipping students at the same time with
skills in shoe~moking, printing, book-binding end teilering.

Helf the students spend the moxnings attending lectures whilst
the other half learn o trade. In the afterncons the routine

is reversed. At present this training programme qualifies
students in possession of & Stondard 8 certificete with o diploma
to teach at Lower Primary School level i.e. Sub A to Standard II.
Aport from acodemic subjects, the training equips teachers to
teach sewing, ort, music end physicel treining,  The troining
extends over three years.

2. The University of the Western Cope offers o Degree
in Edvcotion.  The University of the Witwatersrand, Johannesburg
olso offers o Bachelox of Arts Degree in Education.

3. Colleges of Educotion train prospective teachers
with o motriculotion certificote for o peried of up to two yeors
leading to the Primary Teachers’ Diploma.

The participants in the mentoring-programme fell into the
third category.

4.3.2 Training centres

Training is presented at the following colleges:

- The Rand College of Education, Johannesburg, where students
participating as mentors in both the Experimental and
Contrel Groups I were being troined;

- The Perseverance College of Education, Kiuberley, where
students acting as Control Group Il in the mentoring
progromma, were being trained, ond the Training Colleges

of Edvcation:

*  This institution situoted ot Bellville is the only South
Africon University exclusive to the Coloured Populotion.
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- Hewat, in Cope Town;

~  Becket, in Durban;

- Dower, in Port Elizabeth;

~  Bellville, in Bellville;

-~ Seuythern Caope in Ouditsheorn.
4,3.3 Course dontent®

The Training Menual for Primory Teochers' Diploma describes
the curricuium for the First year of study as consisting of three
sections: professional subjecis; academic subjects; and
practical subjects,

Professional subjects include Clussroom Teaching,
Pedagogics, Handwriting ond Blackboard Technigues ond Official
Languages,  Academic subjects include: Mathematics, Hygiene,
Biology, Nature Study and Chemistry, Geogrophy and History.

Practical subjects include Music, Art, Handwork, Needlewoxlk,

Domestlc Science, Physicol Truining and Bible Studies, of which
twa may be selected.

During their second and third years of training the choice
oF academic subjests in which to qualify varies.  Such
variotion is sontolned in three courses, namely Courses A, B and
o,

Couwse A trains teachoers for up to Stondard V;

Course B for up to Standord II, and

Course C concentrates on more praclical subjects for

primory school tesching (3, pp.S-ll).

Students are required to engoge in practice-teaching ot o primary
school for a period of three weeks during their first year of
training und for o period of five weeks during their second ond

third years of treining (2, p.1).

*  As the somple of the study comprised students who were
registersd for the Primury Teochers' Diploma, the course
content of only thot course will be giver in doteil,
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The three caurses whereby teachers ore troined over o
period of three years, consist of four training components.*
Training extends over forty weeks per year for o period of three
years, totelling 120 weeks of training.  This equals 1 800 periods per
year, totalling 5 400 periods over three years. Every week of
training is divided into forty-five periods lusting thirty-five
minutes each.

In seporoting Closs tesching, Practice teoaching end the

Didactics of Teaching os the 'doing' component and Lectures in

Theoretical subjents as the *theory' component, Figure 3 on p.73,
illustrotes the extent to which the 'theory' component dominates

teacher troining in the first year of study.

! Toble T Allocation of time in thirty-Ffive minute perieds
of course components in P.T.0.** course

h Courses A and C over Course B over the
three yeors threa years
1 Treining Component
A Poriods # Periods %
] Didoctics of
Teaching 120 2,00 120 2,00
Class Teaching 10 .02 21 .98
Prectice Teaching 605 11,00 605 11,00
W Lectures in
& Theoretical Subjects| 4 665 86,98 4 654 86,62
¢
Total 5 400 100,00 5 400 \ 100,90

Toble I, above, reflects that when adding the practice component
of teaching training in courses A and C over three years, 735

periods of the 5 400 total of periods representing 13 per cent

*  Coursas A ond C are similor in training component but content

varies.
** P.T.D. = Primary Teachers’ Diploma
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are allocuted to student-pupil contoct. Course B, likewise
exposes students to pupils in practice for 746 periods (13,8
per cent) as opposed to 4 654 periods of theoretical training.

The 'doing' or practice component is thus by for
overshadowed by the theoratical component of the course.

Behr stotes that pupils ere expected to gain much more
then factual information from their teachers as 'educotional
objectives are broader than mere acquisition of knowledge'.
He furthermore srgues that o teacher con influence a child's
whole attitude to life (8, p.2).

Gozda, gt.ul. conclude that for o teacher to be effective

in facilitoting the total growth ond development of pupils,
three primary conditions should be met:

=~ troining should provide odequaote preparation in the
subjects to be taught;

- knowledge of learning theory and technical vkills to
present material in ¢ learnoble fashion should be
ocquired ond

- the teacher must have a well-developed repertoire of
inter-personal skills through which to establish,
maintain ond promete effective inter-personal relationships
(4, p.7).

The third condition, mentioned above, forms ilhe focus of
the study, bosed on the rationale that within the limited time
wllocoted to 'proctice’ teaching, the accquisition of skill in
relationships, based on a wider understanding of the child,
namely an understanding of the child in his community context
moy be sacrificed in the interests of the former iwe conditions.
For, the emphasis has shifted from meeting the cognitive needs
of the child ond teaching for the soke of instilling knowledge
only, to that of meeting the needs of the child in totality.

Gazdu et ol stresses the importance of the relationship between

pupil and teacher in that schools should ‘develop fully functioning

persons, who together might constitute a healthier society (41, p.6).




76

4.3.4 Proctical training®
As set out in o circular on class teaching, (2)
practical training of the student tokes place through

1. Demonstration Lessons

a) by the lecturer to the students (as pupils) as
part of the instruction in subject didoctics; and
b} by o senior student or a model teacher to the
students as pupils, or to o class or small group
of pupils in o neighbouring school or the college,
in the pressnce of students.
These lessons must be prepared in collaboration
with the Lecturer.

2. Criticism Lessons to on audience as in the

demonstration lessons whereefter the lecturer
discusses the students' efforts giving guidonce and
. suggestions for improvement.
9 3. Trial Lessons by a student in the formol elass-room
d situation in a neighbouring school to o full class
of students in the presence of the Lecturer who

evaluotes the effort.

4. Practice Teaching Lessons by the student in o formal
classroom situotion to a full class of pupils in the
presence of the cluss teacher who submits « report
to the college on the students' general functioning.

The lecturer who awards a mark to the student for his

performonce bases his evaluation on o standordized form and
concentrates on seven aress:
- Skill in geining attention

= Skill in explaining and giving directions
-~ Skill in formulating questions direccted at pupils
-~ Skill in recognizing pupils' difficulties in understonding

- Skill in encouraging appropriate pupil responses

¥ Sea p.72.




- Use of non-verbal cues and faciel expressions
~  Lesson-planning and structure (1).

The focus in present training is primarily on the ability
of the teccher to impart knowledge. Skill in releting to
children is not a specific area of focus.

In the college, the very lecturers who should be the role
models to students ore so bound te troining students to impart
knowledge only, that the area of teacher-child relotionships is
not emphasized in practice teaching and net reinforced through
the process of educotion.

In addition to skill in relationship not featuring as o
specific ares in practice teaching, students also do not receive
supervision, tutoring or congsultation on either an individual or
group basis.  Such supervision would incorporote discussion
between the lecturer ond students of the latters' teaching
performance during practice teaching. Lecturers consult
students prior to class-teaching to assist with lesson preporation
ond thereafier to briefly discuss ithe eveluotion of the lesson.
No ottention is given to ottitudes and relutionship skills
betwveen teacher and child,

Boyce rightly states thot ossessment of personol qualities
is generclly cvoided and congequently the importance of attitudes
and velues tend to be neglected in courses at colleges of
education (12, p.9).
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CHAPTER FIVE - PARTICIPANTS IN THE MENTORING PROGRAMME

5.1 INTRODUCTION

The Chief Inspector of Coloured Schools, the Rector and
staff ot the Rand College of Education, o staff-member ot
Pexseverance College, ond the Headmoster and stoff ot Wilhelmina
Hoskins School, were of significant importance in setting up the
mentoring-programme, but the two groups of primary importance in
the actual mentoring programme were: the student and pupil
participonts,

5.2 STUDENT-PARTICIPANTS IN THE MENTORING-PROGRAMME

The mentoring-programme was introduced as an extra-murol
octivity* for students in the first year of study ot the Rand
College of Education. The programme extended from March 1979
to October 1979. The sixty students porticipating in the
programme were divided inte:

- on Experimental Group** of twenty-six students all resident
in the Hostel. These students were subjected to «
theoretical training progromme for mentors as well as
sractical exercises in mentoring under supervision.

- a Control Group, Group I,*** consisting of thirty-four
students, the balonce of the first-yeor group, who were
day students and residing in the magistericl area of

Johannesburg

* See Chapter One, p.5.
** See Chopter One, p.7.
¥*& See Chapter One, p.7.
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- A Control Group, Group II* comprising sixty-two students,
the totel number of first yeor students registered for the
Primary Teaching Diploma at the Perseverance College for
Coloured Teachers in Kimberley.

A questionnaire** was administered to the 122 students
comprising the somple of the study,*** and the following identifying
data emerged from the analysis of the questionnaixe.

Students came from homes situated in both urban and rural
areas bordering on urban Jehannesburg i.e. thirty-three urbon
ond twventy-seven rural, and Kimberley, i.e. thirty-four urban and
twenty-eight rural, in totol resulting in o distribution of sixty-
seven (55 per cent urban) ond fifty-five (45 per cent rurel)
family backgrounds.  The mejority of the students were males,
the distribution being seventy males to fifty-two females. The
students had oll cttended Coloured Schools, passing the matriculation
examinetion.  Their ages ranged from nineteen to thirty years,
the model age being nineteen years.

The average fomilies from which students came were large,
consisting of an average of six siblings. The lorgest fomily
had twelve children and in only three (2 per cent) instances
were the studentstonly children.  In thirty-six (29 per cent)
instances, students come from one-parent fumilies.  Extro-mural
activities extended over o wide ronge of interests: tennis,
netball, softbull, gymnestics, hockey, motor-cyeling, athletics,
rugby, camping, karate, table-tennis, swimming, cycling, fishing,
hunting, chess, soccer, torget-shooting, volley-ball, ericket,

badminton, golf, yoga, church youth groups, debating societies

*  See Chapter One, p.7.
**  Sge Appendix A, p.213.

*¥* Experimental Group - iwenty-six students, Control Group I -
thizrty-four students and Control Group II - sixty-two students,
totalling 122 in oll.
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music, drama, photography, needlework, letter-writing, Sunday
school teaching, church-choir and sexvices, and missionary work.
Student motivotions for choosing tenching as o career is
illustroted in graphic form below.*
Number of N
responses
60
5o}
43 (85 per cent)
AL
40 F
29 {24 per cent)
30 | per cent)
3 20F
12 (10 per cent)
1 10 ¢ 6 (5 per ceat)
3 per cent)
0
A 8 [+ D E F
Motivation
N = 122 Respondents
Legend: A To serve the Coloured Community
B Preference for working with children
f C  Security and parmanency
D To make o meaningful contribution in
5 children's lives
- E  To fulfil the studant's nced

¢ F  To relieve the shortuge of teachers

Figure 4 Motivations for choice of teaching as o corser;
Pre-troining

% See Appendix A, p.213.




From the histogram on p.80 it is evident that foriy-three
students (35 per cent) saw their teaching role as contributing
to the well-being of the Coloured population. Finding occupotional
permanency ond finenciol security was the motive in twenty-eight
instances (23 per cent). Teaching for the sake of contributing
meaningfully to the lives of children evoked twelve responses
{10 per cent).

Responses to the question ‘'why the students attended a
college and not a university for their teacher-training' fell
mainly into three cotegories, i.e.

due to lack of finance' in fifty-six instances (46 per cent);

'did not obtein Matriculation Exemption' in forty-three

instances (35 per cent); and

"felt they would not be able te cope with the standerd of

education at university level' in twenty-three instances

{19 per cent).

The majority of students, i.e. ninety-cight {80 per ceat)
of the sample of students were freshmen from school; and
students’ responses in recalling the positive experiences¥ with
their own school teachers were:

‘good guidance' in thirty-three instances (27 per cent);

‘understanding” in twenty-two instances {18 per cent);

*occeptance’ in fifteen instances (12 per cent);

"moral support' in twelve instences (10 per cent);

Telarity and logical explanation of facts' in eleven

instances (9 per cent);

*patience’ in nine instences (7 per cent);

'being treated as individuals® in eight instances (7 per cent);

"approval and encouragement as teachers cttempted

to build their self-confidence in seven instances (€ per cent).

* A section was included in the questionnaire providing opportunity
for respondents to recall both the outstanding 'positive' ond
*negative® experiences with their school teachers, enabling the
researcher to galn insight into those choracteristics that made
most impression on the students as pupils. In both instances
only one experiehce was recalled.




i ‘belief in their ability to succeed' in five instances
(4 per cent).
These attitudes are contradicted by earlier studies in England ond
the United States of America: Kotz (1896), Hollis (1930s)
Michael in the 1950s and Allen in the 1960s concluded that personal
qualities of kindness, sympathy and patience were of secondary
impertance and that pupils valued most the cbilities in teachers
to teach {49, p.351}.
In recolling negative experiences with teachers during
their own school-days, students most clearly remembered:
‘eynical and sarcestic remarks' in twenty-nine instances
(24 per cent);
*misinterpretation of their motives in twenty-six instances
{21 per cent); )
*ridiculing in the presence of others' in twenty instonces

{16 per cent);

‘impatience' in fifteon instances (12 per cent);

*feeling disliked® in fourtsen instances (12 per cent);

and
*teacher's belief that ell children are bad’ in twelve
instances {10 per cent); ond
‘o belief in their ability to succeed’ in six instances
{5 per cent).
These experiences cre characteristic of u poor teacher/pupil
relotionship rother thah poor teaching ability.
During group supervision* when students discussed views

and attitudes observed it emerged thut these students being a

A somple representative of the average matriculant, brought with
them o conception of what teaching was, based on their own

experiences as pupils.  They either wanted to be exactly like
a specific teacher, not ot oll like u specific teacher or were

ambivalent obout the charecteristics of o 'good’ teacher as

*  See Chapter Seven, p.98, Column 2.
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they remembered working hard for the very strict, unliked teacher
whereas advantage was taken of the much-liked teacher with whom
there was a good relationship.

Kratochvil investigated the cumulative effects of porent-
and teachers-offered influences upon indices of the student-
teachers' physical, emotional and cognitive functioning. He
established thot while some of the high-level teachers had hed
immedicte positive effects upon the pupils' functioning, these
effects tended to 'wash oul' ofter o series of neutral or
debilitating experiences with other teachers (59, pp.161-164).

During group supervision it emerged thot whilst students
at the beginning of their troining were idealistic they also
seemed confused and in search of a volid role model on which to
shape their own development as o teacher. Tests administered
to stondardize the instruments revealed that the conception of
‘characteristics of desirable teacher/pupil relations' (24, p.3)
roted negatively on the Minnesoto Teachers' Attitude Inventory.
The Inventory has value in determining whether o high school
pupil has the attitudes towords children necessary for working
effectively with them and indirectl: *ci well sotisfied he will
be with teaching as a vocution {24, p.4). The Corkhuff Scale
of Meosurement Test, roted the level of functioning on core
interpersonel conditions, i.e. empathy, respect, concreieness,
genuineness, confrontation ond self-exploration. These core
conditions significantly influence pupils' emotional and
cognitive growth (17, p.7) and the students' performance was

rated (low) very ineffectively on this scale, in the pre-test.

5.3 PUPIL-PARTICIPANTS IN THE MENTORING-PROGRAMME

5.3.1 Background informetion

The pupils participeting in the mentoring-programme were

attending the Wilhelmina Hoskins Primary School which is situated




in Riverlen extension, a suburb of South Western Johannesburg.
Riverlea has been firmly estoblished since 1965 und is divided
into three moin oxeas: o Northern area of freehold, upper-closs
homes, « central area comprising sub-economic, yet middle-class
homes ond o Southern ovew of sub-economic dwellings {70, p.4).
It is in this last-mentioned orea that the pupils resided.

Tha twenty-six pupils in the progromme® came from lorge
families where both parents were forced to work in order to moke
ends meet. A typical day in the lives of the pupils can be
illustrated by the followimg extract from o test:*¥

I get up in the moxning fyem os eurly os O3W30 to
06h00 in order to assist with household chores such
as tidying the home.  After o breokfast of porridge
I go off %o schacl, which storts ot OBhOO.  After
school ond a lunch consisting moinly of bread and tea,
I attend to hov: i .id chores once aguin, play gomes
ond cu my homew:.'

(Parents, whether they came from one- or two-parent
families, orrived home betwsen 17h00 ond 19h00.)
After the evening meel, at eround 20h00 I go

to bed,

The pupils stated that they could not recall times when they
actually spent time discussing their intevests with o parent, as
their porents were generally too tired. Help with their
homework was never received.

The pupils were very keen to have a mentor who would have
their personal and individval interests ot heart and assist them
with homework,

The pupils listed their positive experiences with teachers
as: being made to feel worthwhile (self-concept): baing treated
politely ond in a friendly way; with being givan reasonable

assistonce with cotching up with other scholars when

See Chopter Five, p.83.

*%  See Chepter Seven, p.102, Column 2.  The writer met with the
pupils in order to administer o schedule (see Appendix C,
».218) and during on informal discussion obtained the
information
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behind in work; moking scheol o nice place to be at; 'good
sense of humour® setting o good example which pupils felt
motivated to follow; showed offection, wormth and empathy;
interest in pupils reaching beyond the clossroom; love fox
subjects; showing personal interest in pupils and encouragemen
to better themselves; showing confidence in pupils' ability fo
succeed,  Negative experiences were reflected as: being
urreasonable; shouting ond scolding; being hit and kicked;
threats of severe punishment; ignoring the pupil's greeting;
making pupil nervous; betroying pupils' confidence! ridiculing
in presence of other students; discriminating on the basis of
paor morks gained in tests.

In gttempting to goin further understending of the pupils
in the oreas of 'attitudes in general', as well os towards their
porents and the school ond towards their mentors, a schedule®
with closed and open-ended juestions compiled in Afrikaans,**
was odninistered to pupils on Moy 3, after they had spent eight
sessions with their mentors. Doata obtained from the responses
are discussed under the following headings:
5.3.2 Attitudes in_general®*

Pupils indicated o variety in choices of career on leaving
school: ten of the twenty-six pupils (38 per went) chose to
become teachers; three {12 per cent) wanted to be social vorkers;
eight pupils (31 per cent) were two each for « nursing carees;
to be o doctor; ortist or electrician. The remaining five
pupils (19 per cent) eithor chose to be o hankex, or in the amy
o businessman, o university student ox o plumbsr.

The person pupils admired mostwos 'a friend' in ten insbonces

(38 per cent), in nine instances (34 per cent) thair mothars were

* See Appendix G(ii), p.202.
*%  Pypils indicated preference for Afrikoons as the medium of
commynication.

*¥##¥  See Appendix C, p.218, questions 1, 2, 3 and 6.
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behind in work; making school @ nice place to be at; 'good
sense of humour' setting o good example which pupils f2lt
motivated to follow; showed offection, warmth and empathy;
interest in pupils reaching beyond the classroom; love for
subjects; showing personal interest in pupils and encouragement
to better themselves; showing confidence in pupils' ability to
succeed.  Negotive experiences were reflected os: being
unreasoncble; shouting and scolding; being hit ond kicked;
threots of severe punishment; ignoring the pupil's greeting;
moking pupil nervous; betraying pupils' confidence; ridiculing
in presence of other students; discriminoting on the basis of
poor marks gained in tests.

In attempting to goin further understanding of the pupils
in the areas of 'ottitudes in general', as well as towards their
parents and the school and towords their mentors, o schedule¥
with closed ond open-ended guestions compiled in Afrikaons,**
wes administered to pupils on May 3, after they had spent eight
sessions with their mentors. Doto obtained from the responses
are discussed under the following headings:

5.3.2 Attitudes in gemeral®**

Pupils indicoted ¢ variety in choices of career on leaving
school: ten of the twenty-six pupils (38 per cont) chose to
become teochers; three (12 per cent) wanted Lo be social workers;
eight pupils (31 per cent) were two each for o nursing career;
to be o doctor; artist or electricion. The remaining five
pupils (19 per cent) eithor chose to be o banker, or in the army
o businessman, o university student or o plumber.

The person pupils cdmired most was 'a friend' in ten instonces

(38 per cent), in nine instonces (34 per cent) their mothers were

* See Appendix G(ii), p.232.
**  Pupils indicated preference for Afrikaans as the medium of
communication.

*¥*  See Appendix C, p.218, questions 1, 2, 3 and 6.
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favoured, in three instances (12 per cent) their parents, and a
neighbour, sister, brother and uncle were each chosen once
{4 per ‘cent) s the person admired most by a pupil.

Varied ressons were given for the adniration of these
persons, i.e.:

*for receiving affection and feoling loved' inm thirteen

instances (50 per cent)

'for being well looked aftes' (physical care) in six

instances (23 per cent)

‘for never fighting and swearing' in four instances (15

per cent)

'for the menner in which their mothers were helped by

them (friends) in two instances (8 per cent) and

'for being o good sportsman' in one instance (4 per cent).

If difficulties were being experienced pupils felt they
would turn to their mothers in eight instences (31 per cent);
their parents in five instances (19 per cent); their sociel
workers in five instonces (19 per cent); their teachers in four
instances (15 pex cent); and their granny, the 'dominee’,* their
mentor and o fortune teller in ome (4 per cent) instonce each.

5.3.3 Pupils’ attitudes toward their parents ond the schogl**

Only one (4 per cent) pupil felt his parents did not
vnderstand him and twenty-six (100 per cent) pupils were of the
opinion that their teachers understood them. ALl pupils {100
per cent} liked being at school.

5.3.4 Pupils' ottitudes towards their Mentors in the eorly
stuge*** of the Mentoring programme*¥##

It wos observed that pupils enjoyed discussing the topic

of their mentors and according te one of the school-teachers

* Afrikeans term for the religious leader of o chuxch.

** See Appendix C, p.218, Questions 8, 9 and 12.

% After eight sessions of mentoring.

**¥%  See Appendix C, p.218, Questions 4, 5, 7, 10, 11, 13-22,
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pupils felt privileged above other pupils in the school to have
the special attention of a mentor (27).

In judging what they thought their mentors would do if
they ployed truant, pupils responded that nine {34 per cent)
would be cross, seven (27 per cent) would be disoppointed, four
(15 per cent) would reject them, two (8 per cent) would ask for
an explanation of their actions, two (8 per cent) would soy they
were wasting their time and one pupil (4 per cent) thought his
mentor would tell his class teacher whilst another pupil
(4 per cent) thought his mentor would hit him.

Their mentors' reactions if they should tell lies or use

bad language they thought would be:
- ‘'rejection' in eleven instances (42 per cent);
-~ ‘'anger’ in eight {81 per cent) instances; and
- 'to discuss the matter with them' in seven (27 per cent)
ipstances.
If they were crying pupils thought their mentors would
'feel sorry for them' and 'be sad with them' in nine (34 per
cent) instances; another nine (34 per cent pupils) felt their
mentors would console them, seven {27 per cent) would enguire
after the reason for their crying and in one (4 per cent)
instance the mentor would tell the pupil 'not to be so childish'.
In all instances (100 per cent) pupils indicated that they
would like their mentors to meet their porents. The pupils,
except for one {4 per cent) would have liked the mentors to
come to their homes.  They all (100 per cent) found it enjoyable
to remain after school for the homework-class with their mentors
and felt their mentors would muke good teachers. Except for one
pupil (4 per cent) the pupils felt they could trust their mentors,
that they were understood and liked by their mentors.  Again,
except for one pupil (4 per cent) the pupils had all told
someone about their mentor and hod experienced help from their

mentor when sharing o difficulty with him or her.
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However at this stage mentors had not yet conveyed their
actual caring to the pupils as in only sixteen (6,2 per cent)
instances pupils felt mentors cared obout whether they were hoppy.
Not all the mentors hod yet goined the trust of their pupils as
only nineteen pupils (73 per cent) had shored o really personol
problem with their menter. Mentors alsec had a great deql of
work to du in giving recognition to their pupils ot that stage
as they felt in twenty instances (77 per cent) that mentors gave
recognition to their attempis at doing something good.

On viewing the profile of the students in the mentoring
programme* the cultural and home background of the student and
pupil groups were very similar contributing to the students’
understanding of the every day circumstances of the pupils they

mentored.

¥ See p.78
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CHAPTER S1X - THE MODEL ON WHICH THE MENTORING PROGRAMME WAS
BASED

6.1 SELECTING A MODEL

The main purpose of a mentoring-progremme was to design an

exercise whereby student teachers would increase their ability to
relote to pupils. In attempting to illusirate the components of

the mentoring-programme the following schematic figure was

designed.

Social Teaching nt Pupils Tesochers at
Worker Authorities School
Researcher Pupils attended|

MENTORING PROGRAMME

4
Theory
Component

*Doing' - Mentoring and Supervision
Component

Desired Qutcome —p Improved Student-pupil
Relotionship

Figure 5 Components of the mentoring-programme




Whilst plonning the mentoring-progromme there was maximum
input of expertise from all porticipants in the programme, i.e.
teaching authorities, students, pupils end social workers, which
constituted the planning teom. Teaching authorities were
represented by the Chief Inspector of Colowred Schools for the
Transvasl, The Rector of the Rand College, @ lecturer from the
same College, the School Principel ond members of staff from the
Wilhelming Hoskins School.  Students cunsisted of «ll the first
year Primary Teachers' Diploma student-ieachers from tie Rand
College of Education.*®  Pupils being mentored attended the
Wilhelmina Hoskins School.  The Head of the School of Jncial Work,
University of the Witwotersrond ond the writer constituted the
social workers in the plaenning team.

As the healthy development of children is a link in the
chain leading to the heolthy development of the lt ier community,
the community development approach, advocating the necessity of
responding to the needs of the people, wos applied.  According
to Batten (38) it is in the process of people thinking,
discussing and deciding on what they really want ond then plonning,
organising ond acting together to implement the decisions that
they reach at one and the some time, that they both devilep more
fully their potential as people and promote change towards the
betterment of the environment in which they live.

Wheeler advocates that in designing o curriculum there
needs to be scientific planning, selection of material and
orderly arrangement of such materiol (110, p.22°. The modul
opplied in designing the curriculum for the mentering-programme
consisting of three components, i.c. theoretical, procticel and
supervision, was based on the following model daveleped by
Wheeler (110, p.10). The model consists of the following
components: The (1) Aims ond Objectives, (2) Selection ond

*  Students and staff-members from Perseverance Chllege,

Kimberley were not included on the planning taum but
porticipsted os Control Group II only.
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Organisation of Content, (8) Planning Rotterns and Situations
of Learning and Teaching, {4) Organizing of Teaching-lLearning
Situations, (5} Evalvotion. Pouw (110, pp.10-20) rearranged
the above steps as Wheeler placed (3) before (2) and then
commenced to describe them:

6.1.1 Aims_and objectives

... one cannot meaningfully decide on what one wishes
to do and how one wishes to do it, without first
deciding on what one wishes to achieve (110, p.l1l).

General aims then were 'the brood formative effects we wish to
achieve. Specific objectives 'are to be stoted in operational
terms, i.e. they must indicate whot the student is expected to

do by the time he hos completed a unit of work or the whole course'
(110, p.30).

The planning team ogreed that a mentoring-progromme had
been run os on extra-mursl octivity in particl fulfilment of the
requirements for the first yeur study. By these means the aims
that were envisaged would be met, namely that students would grow
in their vnderstanding of, ond obility to, form o meaningful
relationship with o child. The broad ohjective being improved
teacher-pupil relotionships.

6.1.2 Selection and orgonizotion of content

Content would consist of knowledge of the funciioning and
development of children, experiences with pupils resulting in a
change in the attitudes ond improvement in the helping skills of
student teachers. Certain criteria had to be applied to ensure
moximum effectiveness, such as:

- the nature and content of the discipline itself;

- content should be true and authentic es validity is essenticl;
content should be relevant and significant, essential and
universel, learnability (within the grasp of the students);
and manifesting unity and permitiing veriety.

In order to implement the broad outline of the course, the content

was orgonized in the following way:




- students hed to ottend one theory session per week during

: the first year of teocher troining. These sessions would
incorporate social work ond teaching theory pertaining to
different aspects of the child's functioning, thus leading
to a better understanding of the child;

~  students and pupils had to meet on o one-to-cne¢ basis for
one hour per week during the first yeor of teocher iraining.
During these mentoring-sessions the students assisted the
pupils with homework or difficulties associcted with school
subjects;

- students received supervision from the trainer* both in a
group ond individually, based on records written by the
student of each encounter between student and pupil.

The plonning team who all had experience of being pupils
in schools, recalled experiences during their school days which
influenced their lives either positively or negatively. The
content selected for the course waos bosed on educating and
reinforcing the positive and eliminating and negating the negative
behaviours of teachers.*

6.1,3 Plenning patterns gnd sitvations for teaching ond learning

Strategy must be devised comprising diffurent situations
2ech oimed ot the mastery of certein theoretical knowledge, the
development of ottitudes and the mastery of skills. The type
of situations depends on the oims ond content selacted.

The theory sassions cimed ot cragting owarengss, ia
students, in voried ways, of aspects conducive to meoningful
relationships with children. Opportunity to test out this
learning in practice was provided in the actual mentoring of their
pupils.** For example, during theory sessions students were made
avare of the value of positive 'selfsconcept' and during mentoring

had to work ot enhancing the 'self-concept' of their pupils.¥**¥

*  Chapter Threeis devoted to the motivation for course contents
selected for the theoreticel content of the programme.

**  See Diary, Chapter Seven, p.95.
*¥% See Diary, Chapter Seven, p.98, Column 3.
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Thus theory taught in the formal teaching sessions were
implemented ih the mentoring sessions.. Theory in the maih
concentrated on areas thot would promote o batter undorstending
of pupils and increase in student-teachers capacity to
empothise with and respect the child, act concretely, demonstrate
genuineness, confront the pupil, if necessary and self-exploration.
Apart from the theoretical ond proctical component of the
programme it had o third component, namely supervision. This
provided opportunity for students to reinforce their learning
experiences. Supervision of students was adapted from supervision
for social work as described by Young (118, pp.13-29) with o three-
fold function, namely administrative, cmotional support and
direct teaching.
- Administrative: which required students to record
encounters with their pupils for evaluative purposes and
guidence in order to promote their growth and ability in
the interest of their pupils® development.
- Emotionul support: which cimed to give the students
support in the process of forming relationships with «
pupil,
- Direct teaching: which aimed to teach st;)dents
relationships skills as well as theory relating to this
area, on on individual basis.
6.1.4 QOrganising teaching-learning situgtiong

A curriculum should indicate what weight should be given
to different aclivities such as lectures, group work, individual
study or whotever situations bave been planned once the feasible
teaching-learning content hus been decided upon.

Decisions were thus made perteining to

«  the amount of time %o be spent on theoretical teaching;

-~ the content of theoretical teaching with maximum
porticipation of students; oids to be used such as role-
plays, films, slides, discussions; other activities and

assignments;
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-~ amount of time to be spent on mentoring und meeting pupils
and the content of the mentoring sessions,

- nature and frequency of records to be submitted by students
of their encounters with their pupils; and

~  the task of the trainer as mediator in keeping the
"planning team® invelved in the development of the
curriculum, and giving feedback where necessory.

6.1.5 Evaluation

Evalugtion implies determining the effect of a curriculum
on students. This meons ascertaining whether the aims
and objectives set out at the beginning of the designing
process have indeed been achieved by the resulting
product (110, p.18).

Evalugtion was a precess built in from the beginning of
the mentoring-proyrammes to determine whethexr students were
developing towards meeting the objeciives of the course. This
wos done by means of:

- on ottitude test and a scale measuring helping skills¥
both prier te and ofter training;
~  evaluating growth by meens of supervision** i.e. by studying
student interaction with pupils, us reflected in records
submitted for this purpese;
- an administered questionnuire®** to pupils and through
discussion,
The emphasis was on the quolity of learning os well as the amount
learned in the process of working towurds an enhanced studente

pupil relationship.

* See Diory, Chapter Seven, p.96.
**  See Diary, Chepter Seven, p.98, Columns 2 and 4.
*#%  Sea Diary, Chepter Seven, p.102, Column 3.




CHAPTER SEVEN - PRESENTATION OF FINDINGS:
THE TRAINING PROGRAMME

The findings of the study are presented in the following
three chapters.¥ In this chopter the Training Programme is
described in detailed diary form, describing the preliminary
planning, research tasks, the content of troining sessions,
prescription for content of lecturing sessions, as well as

foctors emerging during supervision.

*$ee Choptaers Seves, Eight and Nine.
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DIARY. OF TRATHING PROCRAMME FOR MENTORS, 1979

FEBRUARY
During Fobruosy 1979 the Folloving was plonned and orronged:

7.1 Selection of the Semple of the Study

The nusbor of students salected to porticipote In the study \otalled 122, coaprising first yons atudonts who hod snzolled for the
Thoy vere dlvided inta thrse grovas, the ane sroup censiated of 62

students, the total avaber of flrst year entrents ot Porssverance Colloge, Kimborley. & group wos sefertod %o as Contral Group LE-
The second grovp consisted of 60 studants, Iu. tatol musber of first yeor students enrolled ot Rond College of Edvcation. This

group wos sub-divided into tvo groups, nemely Contrel Group I and the Experimentol Grovp. Control Group I consisted of 34 doy
stodeats, the Exparfaentol Group of 26 hostel students,

Prirary Teachers® Diplamy ot txo Teochers® Troining Colleges.*

7.2 Selecting ond Designing the Research Tools

5} The Hinnesotn Yagchars' Attituds Inventory (MTAI})A* This consisted of o questlonnulre conprising 150 ottitude
statenents ussessing how vell o teachor vouldget cleng vith ppils in Lntarpsesonol rolations, and indirectly, hov
sotisfying he would Find teaching os @ vecation. Studonts wauld be requested to resd uad rote omch statuzent tn o
sccle rangleg fren ‘sizcraly cgres’ to ‘sbrongly dizagren'.

b)  The Cohut Scole of Mogrurenont (CSH).  This i o tost bosed on measuring dicencions of holping skdiis, i.c. facpathy’
ond * odents’ respanses to o problen

Trespect®
statonent vould be cnalyzod in teras of heir helping skidis and zoted oa @ S-point scale, runging Fren ‘exizasely

ineffective’ to ‘extrenaly cFfoctive’

Test:

Evoluotion of the teockerrole (ET), Stodents vould view a File ‘Conrvck! and thercofter cvalucte tho tacches-rale,
zaflacting their parsonct values and gititudes of the rale of the teucker, ot tho time of the testing

Questionnoises ord Adnin stered Schedulrs

@)  Questionnalrs (1) dosigned to ubtols identifying dotalls of rospcndents.  Eleven spea-ended questicns would bo
odninistersd to students, Analysed, Lt veuld prrvide o soclol profila of the suspls of students.

rograsse.  This

ngs cbout their mentars.

b) A schadule (51} dosigned to sbicin identifying detvils of pupils porticipating in the montarir
consizted of 22 closeds und spenended quistinns, providing dava oo thir cttitudes and f

A questionnzire {Q5L) for montars - ond o u‘md le for proils dasiznod to aliclt dotg on oxperiences in 1979,  This
contined rosearch toal woul odni to nentors ond students togathor ofter they hod porticipated in the rontaring
progrannt Tor 3in santher thus providing on opRorLinity tn cvslents sontotsr ond snlie: supeionces and otEituses

at thet stage of the pragracme.

3

+ Seo Ghapter One, p.7.
*% Codes ousignod to rosvazch toole for purpeses of bbraviotion,
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4) A Questionncire (02) dosignad to evalvste the outcons of the montoring progrowss. Mentors and their pupils would
cespond Jointly to threo questions posod,

Assignmants

o) Mritten M:Lgl\ma(s (A1) and {A2) for unlplnklon durlag the Winter Vocation end during practico teaching, — Students
vould be extignments with o biowfold purposn, nanoly to mointoin Interest and aworsnoss i
progsasea during ther ALdoyeor breck A provido meppartunity for students to integrate theory into practices
Theso vavld comprise:

{i} (A1) - recording thoir obsorvation of o pupil tought during pructice teoching und their uttempts to enter
Into o fwlping rolationship with the child;

(45)  (A2) - svbmitting an casay on the topic -m. “-otional Nacu. of the Prisory Schaol Child and how 1 vould
attapt to meet these Heads os o School-touchur®, Anolysfc af these ossigamonts vould provide dote
the noeds of mentors lndivldunlly, and whih souid bm dovelopad thicugh soporviaion,

h)  Rocords (R1}. Hntors would bs reguestod to sebmit o record sfter each oncounter with their supils, seflectlog
thi contant of thelr sesslon togethor, Thess records would b onalysed within the timo pheses of the beginming-,
middle~ and énd of the mentaring prograsse.

7.3 pdninlstration of Resparch Tools

The Reseusch Tools adwinistored ut specific times in the coursa of the mentoring-pragramme to soch of tho three groups were oz
follov

) Experinentol Group:
The (ML}, * (CSH) and (ET) os pre-trafning taste, ond the (Q) during Fobruary 1979,
The (s1) duanq Hoy 197
th {as1), (A1) end az) during Avgqust L
e {HTAZ), (csn) and (E7) es polt—(rulnlng-(eth and(Q2} duzing omm 1979,
m (R1) would ba reguired throughout tho durotion of the progrow

by Control Grovp I
Tho (HTAT) and (CSK) us pro-treining tosts ond tha (01) during Febsuory 1979.
The (HTAI} ond (CSH} os pust-training-tests during Dstobar 1
The (R1) vould be required throughout the duration of the pmgruuc.

) Control Grovs 11
The (BTAL) a3 o pro-treining-tast and (01) during Fobruory 1979,
The (HTAI) as a postutraining~tost during October I97Y.

7.4, Allocation of Responaibilitles

The Exparimantal Group vevid be tho sospaasibility of tho wriler oy the troiner. Studonts would attend ona-hourly Training Sessions
with tho focus on thesty end holf-en-hour group supervision cvory Tussdey ot the Rond Colleye of Education. Students would mentor

* Incorporsting abbroviated forms, sao p, 9.
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pupils on a one-ta-cne basis for ona hour ot the Wilheiming Hoskins' School on Thursdays and receive individuel supervisien.
Students would submit recosds to the writer s o tool in the supeTvisory process.

The writes would edninister all resenrch teols to the Exporimantal Grovp and Control Group I,

Tho Control Geaup I would be the responsibility of e staff mombor from tho Rand College of Education,
loys for group discussions ond would eoch soluct o pupil o weator from o achool

hiw on Tu

thet pupil for on he. overy woek at o venue convandent to both mantor ond puptls

to be handod te the trelner.

Those sludants would neet with
n their neighbourhood ond wouid moet vith
Rocords of thelr ancaunters with their pupils hod

Control Graup 11 would ng

in + fron in the p
Fimmesata Teochors: Avtrvuds Inventory Yould’ be udminhlnnd To than by o sR0FT mesber of The Pavooveronce Lollege, Kinbstiey.

7.5 Porticiponts In Plonming and Arrenaing the Hentoring Prograwns

Porticlpants in 4hia phasc of tha study, upert Frem tha writer, censtituied: The Chiof Inspector of Calovred Education; the Rector
ond Stoff ot the kond College of Educaticn; tha Principol ond Stalf ot Wilhelning Hoskina Primory School; o stoffemesbor ot

Perseverance Collage, Kimberley;

7.6 The Diery

Eob 2

o cowopeTation of the students:
xplained o the pupll the surpose of thair mae-hourly vockly

day~studants ware ossigned the task of eush selectirg o pupil to be m;m.: by thos an o dndividual bosls.
be sentoring pupils ot ane schaol only, ncsely the Wilhsinioo Heskins Sub
AL and the CSH.

information on students und the two tasts lo. Tho

Columnt L . 2

Training Session Grove Suparvision

.
Hot with all First yeor pm- students ot the Wilheleina Hoskins School,
Benonstrotud through rale-ploy on Initlel contact x{th o pupil dusing which session the studant
atact.  Dotails ond content of the programme vere sod,  The

‘cen

ond th students and pupils in the programmo.

Expluined tho puxpose of the Hentoring Pregramms.  Sought

m.m evdants woutd

o goi
Flonwod to commonce the Henlaxh\g -programac on Sotch 8,

3. 4

Extrocts from Individyol

Heptoring session
Supezvision ond Fectors

- and past-trothing tasting. The

[Entoring the Werld of the Child o) puzpose of gravp oupervis!
l6)  In thinking bock un thelr
own childhood, expiored
vhat made Life ploasont/
unpleasent?

B)  The neods of childron

How to relote o a child

b)  students’ input during Fi
mentoring sasslon with th
pupil on Thursday.

€} notore of recards te be
veiteon and handad in of
sncounter with e puplly

!
|
i
l

&

tranaport arrangements to

ton

rst

oach|

ho]

Wilhelaing Hoskins Schoof.

Tussdoys Thursdeys emerging from Case Rocords®®
Horch 6 Harch 8
{thearetical Presuntotion Explaineds f lnkrvd«mud atudents No reslstance encountored.

AlL studonts ond mentors
enthusiortic at this staga,
Stressed confidentiolity of

o
he echool principal sf the
H&lhelml»n Hoskins School with
vhon the mantoting programme hod

wen nogoticted.  Tho 26
solectod pupils vara welting in
tho 5t. V. Clossrosm ond they ver
introdosad to the students, Tho
notuze of tha Progromme wos thon
clortited. “atlosotsd o poptl to
ooch entor.  They went off ta
seirs bo o uiot spot on " the rloy
Jseound or o classroon to bacome
ocquaintad with coch other.

« Prinary Taochers® Diplona
*#+ Sao Chopter Throo, p.dZ.
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CHAPTER EIGHT - PRESENTATION OF FINDINGS: THE TESTS

8.1  INTRODUCTION

The findings presented and discussed in this chopter emanate
from the administration of three tests, namely the Minnesota
Teachers' Attitude Inventory (MTAI)¥* the Corkhuff Scale of
Measurement (CSM) which incorporated responses to o problem
statement, and o structured eveluotion of the Role of o Teacher (ET).
8.2 THE MINNESOTA TEACHERS' ATTITUDE INVENTORY (MTAI)

The Minnesoto Teachers® Attitude Inventory was adninistered

us o pre-training test prior tu the commencement of the training
programme on 26 February 1979 ond as « post-training test on 23
October 1979.%% The table below, Table II, reflects the drop-out
rate of students amongst the three sets of respondents

perticipating in completion of both the pre~ and post-tests.

Table IT - Drop-out rate of respondents to the MTAL odministered
before and after training os mentoxrs

Troining Drop-out rate
Group
Pre- Post- No %
Experimental group 26 [ 26 0 0,0
Control group I 34 20 14 |41,2
Contrel group II 62 | 47 15 24,2

As can be seen from the toble sbove, in the Experimentol Group which
numbered tweniy-six students as opposed to the lwo Control Groups which
numbered thirty<four and sixty-iwe respectively, oll students who

had completed the pre-test also completed the post-test., Control

* See Chapter Seven, p.97.
**  See Chopter Saven, p.96.
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Group I had a drop-out rote of 41,2 per cent and Conirel Group II
| 24,2 per cent.
The test was scored os follows:
1 The answer sheetsof each respondent containing 150 items
were perused to ensure that response merks were clearly reflected.
The range of scores varied from plus 150 to minus 150.  Each
response scored ‘right' was assigned a value of plus one, and each
response scored ‘wromg', a valve of minus one.

The total scoves for *wrongs' and 'rights' were subtracted
to obtoin a score called the 'cttitude score’ (24, p.5).
A significent score for porticipants with this specific socio-
economic background and standard of education* was estublished at
12,8 (24, p.8).

*  See Chapter Eight, p.lll.




In the total somple a wide voriation of scores was
reflected ronging from
In the Experimental Group the pre~test scores ronged from
and in the post-test from
Contxol Group I showed o variance in the pre-test from
and in the post-test from
In Control Group II scores ronged in the pre-test from

and in the post-test from

109

to 80
to 31
to 78;
to 17
to 80
to 7
to 26

In oddition to the wide variotionin scores respondents in each sample

group improved* their scores in the post~test whilst others showed

deterioration, as reflected in Table ITII below.

Teble II1 - The number of respondents whose scores reflected

improvement ond deterioration in the pre- ond post-

training administration of the MTAL

Improvement Deterioration

Group
No % No %
Experimental group 23 88,5 3 11,5
Control group I 18 52,9 16 47,1
Control grovp II 31,54 50,8 30,544 49,2

The individunl scores of each respondent in the Experimental Group,

Control Group I and Contrel Group II attained in the cdministration

of the MTAL, both pre- ond post truining ore reflected in Table IV,

on the following page.

*  Improvement in score indicates movement towaxd 150, ot the ideal
end of the scale ronging between -150 and 150, when coleulating
scores in pre- and post-tests.  Improvement thus implies
improved inter-personal relationship ability with pupils.

o

Where o student showed no movement as in student C24(a) (see

Table IV, p.110), the mark was divided in two, o half avarded

os improvement and the other half as deterioration.
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Toble IV - Respondents' scores in the pre- and post-troining
odministrotion of the MTAT according to eoch somple

rou)

Experimental Grcup((ﬁentrcl Group 1

Control

Grovp LI

TESTS TESTS
Student|Pre~| Post~[Student Pre-| Post—|Student Pre- Post Student Pre-|Post-
el [-a0 -3 ar [ee {-6 | clo [-161-13 | c24a |-d9 | 49
g2 |10 28| c2 [-a1 |-28 | €20 | 2[-15 | c2a |-41 | -22
B3 {-6]| .20 ca l-26 |16 | c3 |-12]-45 | c260 | 7| 8
B¢l o4l e Lz s | che 117 s | cae |47 | 24
g5 2| 7| s |17 |3 | o 1-171i-19 | c28a |-28 | -35
B6 i-24] 13] c6 | 312 | Ca |-28{s12 | C2a |17 | -5
&7 ol w2 o t1slae | c7a {20 10 | c30a |-28 | -2
B8 | 25| 52| c8 |20 [-30 | c8A |25 [-15 | CBle |- 8 -9
e |18] 3| 0 -9 |16 | 9o l-67 (65 | 320 |45 | -27
B0 |-3) 8} Cl0 -0 | 19 | cwo -4 166 | C3a |-67 | -26
Bl (<38 ) 14| cufa0] 8 | Cllaf-4] 7 |34 | 31
12 [46] 7]z L' | clza|-69 a2 |3 -9 ! 17
B3 {14 | 78 | &3 (-9 |20 | Cida |-40 [-33 | Cd6e }-35 i -27
El4 | 22 (-1 | Cl4 J-31 : 1 | Cide |-17 11 | C37a [-25 | -17
€15 |-40 | -43 | c15 |-28 |-16 | €150 |-18 | 3 | casa |-25 |-21
El6 i-19 |- 6 | C16 | 43 | 45 | Cléa {-25 |-37 | C3% |-30 | -53
B17 | 3] 14 | 7 J-a6 [-s0 | c17a |-60 |-21 | cdoa |- 4| 25
E18 -25 10 Cclg |-46 0 Ci8a |- 7 13 Cdle |-47 | -23
g9 118 1.4 | o 145 Jas | c1va {33 |26 | caze j-21 | -23
£20 |-41 |-l0 | c20 {45 {80 | €20 {-82 |11 |c43a |-16 | -11
B2l [-12 | 22 2o |-39 | 0 | cada [-52 | -62
B2z {-16 | 13 220 |-45 cdse | 1] 20
E28 | 20 | 38 €280 |- 8 | 2 |c46n [-80 | -92
£24 J-9 | 13 470 [-27 | -60
g5 |l | a5
£26 )30 |- 5
Legend: El - E26 = Students in Experimentol Group, Total 26.
€, = Cgy = Strlents in Cantrel Growp I,  Total 20.
€ ~Cpq =St s inControl Group T  Total 47,

la 47a
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As reflected in Table III on p.109, o far larger percentage of
students in the Experimental Group, namely 88,5 per cent showed
improvement than in either Control Groups I or IE, who improved
52,9 per cent ond 50,8 per cent respectively., Thus the rate of
improvement in Control Groups I and II was approximately the same
olthough a slightly smaller percentage of students improved in
Control Group I than in Control Group II.
The meon scores reflecting improvement that occurred

batween the pre- and post-test in all respondents that completed

these tests, are reflected below.

Toble V - Meon movement in_scores of respondents reflecting
improvement in gttitvde gtteined in pre~ and post-
{nistration of the MTAL according to each

Tests Movement in

Pre- Post- mean scores
Experimental Group -10,2 13,4 23,6
Control Group I -9,4 8,9 18,3
Control Group IT -28,9 -21,3 7,6

The mean improvement in the scores of the Experimental Group
wos 23,6 os opposed to 18,3 in Control Group I, and 7,6 in Contrel
Group II.

The meon post-test scores for both the Experimentol Group ,
i.e. 13,4 and Contrel Group I, i.e. 8,9 compare well with the
significont score of 12,8 set for o group of 122 High School
Seniors, who participated in compiling the Minnesotu Teachers*
Attitude Inventory, onhe week prior to thoir groduotion (24, p.8).

Control Group II reflected a movement of 7,6 indicating Far

less movement.*  There appeurs o be a discrepancy in the pre-

*  Movement is calculoted by comparing the pre-test score with

the post-test score to determine if coch student had either
improved or deteriordted in their inter-personal relationship
ability with pupils.
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training test scores of Control Group II os compared with the
other two groups it is for lower. An Anclysis of Veriance (90,
p.299) was used to test the null hypothesis i.e. that the mean
movement in scores of respondents in the three groups are equal:
Ho: Al = }42 = ),\3 This was tested against the oltexnate
hypothesis that they are not equal: Has Jh # My £ Mo

To compare movement within eoch of the three groups of
respondents, the differences in the scores aitained by each
respondent in the pre~ and post-troining administrotion of the

MTAIL was col-ulated. These are reflected in Table VI, p.113.
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Igble VI - Bifferences jn scores of respondents ottalsed in thy er‘— £nd _postatraining

odninigtration of the MIAl occording tn coch somple group

Exparimental Group (X)) Contrel Group I ("2) Control Group T (Xy)
17 -0 -3 -9
-18 -3 17 -1
14 42 33 21
-19 38 9 7
-2y 16 2 -12
a7 2 38 -2
42 -3 1 1
-27 2 -10 -18
.15 -25 2 ~a1
-3 29 13 -3
52 -18 1L 26
-53 -38 27 -8
64 32 -7 -8
= -32 -6 -4
3 -1z -21 2
-3 -2 12 -2
=11 ~18 -39 ~24
-35 -44 § 2
14 -1 <17 -5
-3 -8 21 10
35 -3 19
29 46 12
=15 <10 aa
-22 . o
-4
25
Ny =26 Hy e 20 =47
CALCULATIENS ON THE DIFFERENCE IN SCORES:
(o) = ~613 (3] = -364 () = -326
(b) = 24,209 {b} s 13,316 (b) = 17,206
{e} = -23,58 {e} = 18,2 {e) = 6,94
(d) = 19,8 (d} = 18,77 {d) = 1802
(e} = 9 856,35 (o) = 64691,2 {e) = 14 944,80
Logand: (o) ZX) to Iy = sumof tho differonces
) DX 1o Zix3 = tha savoros of the di ffarencos
(e) % to ia = meons of the difforences
() 5 to = standord deviatfon of tha differences

(o) e, )%m

their mean

%)" = the sum of thy squaras of the differances from
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Referring to Table VI on p.113, the total number of observotions
in respect of the respondents (N) in eoch sample group numbered 93.
The totol sum of the difference {T) = -1303. The following

colculations for the Analysis of Variance are thus
a. Total sumzof squares
- %
= 54 831 - Ma_ﬁ
93
= 64 831 - 1 697 809
93
= 54 831 - 18 256,01
= 36 574,99
b. Sum of squores within seomple
= By - 3%+ Zlny - 3% + X g - 79)°
= 9856,35 .+ 6691,2 + 14 944,8)
= 81 492,36
c.' $um of squares between groups
= Total sum of squares - sum of squares within the growps
= 36 574,99 - 31 492,36 = 5 082,63
These results are reflected in Toble VII below:
Table VIT - One way analysis of variance reflecting veriation of

nean movement in scores gccording to _each sample group,
attained in the pre- ond post-training administration

of the FTAT
Source of Degrees of | Sum of Squares | Meun Squares F
Variaetion Freedom
Between
groups 2 5 082,63 2 541,315 7,263
Within
groups 20 31 492,36 349,915 -
Totol 92 36 574,99 - -




115

In Table VII on p.ll4, the mean squores are colculaled os
the quotient of the sum of squares divided by their respective
degrees of freedom, the F stotistic is the quotient of the
respective meon squares.
At the 1 per cent level of significance, F2, 90 = 4,85,
Since the calculated stotistic F exceeds lhis value i.e. 7,263,
it con be concluded thot it is highly imprabuble‘that the observetions
are drawn from populotiens with the some meon movement. .
Hence, hypothusis Ho con be rejected ond hypothesis Hg
occepted viz. that the mean movement in scores of respondents in
the three groups ore not the same. Following on the onalyses of
voriance test, significance of the differences in mean movement
I scores was further tested, by means of the Extended Tukey
Procedure far testing for differences between individual pairs
1 of groups (96 pp.975-978):

Critical velue for the difference between ony two meons

where ny = number of observations for lst meon
n, = number of observations for 2nd mean
52 < within groups' mosn square (= 349,915)

<

within yroups' degrees of frecdom (= 90)

x
w

number of groups in experiment (= 3)

=
N
b

100 per cent critical value of the studentised ranpe
distribution with parometers k ond 12

(= 3,377 for ¢ = ,05
4,24) for o = ,0L).
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Toble VIIT - Significance of difference of mean movement in scores

atteined in the pre- and post-training odministration

of the MTAI between individual pairs of respondents
in each sample group

PAIRS Differences Créticui values [Significance
between means 05 p(; ,0L | of Difference
Coreon Group 1| B4 Tk | TG
foemems o | s [Tuw|tis LG
Controd e 11 | W3 [T Tan A

The above results reflect that the only significant difference
between the means scores lies between thase of the Experimental Group
and Control Group II, i.e. the group that received both theoretical
and practice training under supervision and the group thot received
no troining whotsoever.

In summory, the results reflected in Toble VII, p.ll4, show
that there are differences in the meon scores of the respondents in
cach sample group and thut the significant difference, as reflected in
Table VIII, above , is lorgely due to significant difference
between the Experimental Group and Contrel Group II.

Although not statistically significont, results in Table V,
p.111, indicute thot there was slightly more forward movement
in the Experimentul Group than in Control Group I, which in turn

showed more forward movement than Centrol Group II.

8.3 THE CARKHUFF SCALE OF MEASUREMENT OF
HELPING SKILLS (CSM)

The twenty-six students participeting as mentors in the
Experimeniol Group and thirty-four students participating us mentors
in Contrel Group I completed written responses to o problem
situation set to test their ability to communivate helpfully, as o
pre-test on 26 Fehruory 1979 and o post-test on 23 October 1979.%

*  See Appendix D, p.219.
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These responses were measured by means of Carkhuff's scale
of measurement of helping skills, cdapted for the study. Ratings
of the response to the problem presented were rated on five levels,
in respect of seven 'dimensions' contoined in o response. The
*response as a whole' was rated and then the dimensions of 'empathy',
‘respect', 'genuineness'; ‘concreleness'; ‘'confrontation® and
*self-exploxation'* contoined in the response each received a
rating. Limitations to this technigue wore that these responses
to o hypothetical stotement were written respenses rather than
observed intexoction between mentor and pupil. Hod it been the
latter, the rating of the variables "confrontation® and 'self-
exploration' would have been better facilitated, as these voriables
could then have been observed. These variables are best observed
in live interaction.

8.3.1 The raters

The writer and two independent judges** who themcelves
rated highly on communic.iion skills, analysed ond rated the
responses,  Ratings were then correlated.

Gormally and Hill in considering objectivity in ruters
citing Connon and Corkhuff (1969) concluded thot: 'The most
accurate roters are those who con communicate at the high levels
of facilitative conditions' (45, p.534).

No discernible difficulty seems to have been experienced
by the raters in either awarding on ‘overoll' roting to each
individval response or in roting the variubles of 'empathy',
*respect?, ‘concreteness', 'genuineness', *confrontation' or 'self
exploration® in spite of the limitation mentioned previously on
this page.

8.3.2 Ratings owarded sn the pre- and post-tosts and an
example of o response to the problem stotoment

The continuum along which the rotings occurred in respect

of cach varicble was classified as follows:

*  See Chopter Two, p.22.
**  Two kighly quolified social workers and skills troiners.
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Rating 1 represented o 'very ineffective' response

Rating 2 represented on 'ineffective' response

Rating 3 represented o 'minimally effective® response

Rating 4 represented o 'very effective' response

Rating 5 represented an "extremely effective' response.®

In Table IX, p.119 it can be seen that the written
response from student E26 in the Experimentol Group was assigned
a *level 2' roting in the pre-training test ond a ‘level 5*
rating in the post-troining-test in the overall-rotings by ruter
no.l,

The following illustrates the rating proceduvre: the
problem stotement studenis responded to in the pre- and post-
troining tests was read out:

'I cannot concentrate on my schoolwork. There are loo

many problems at home, My father does not want to work,

he just wants to stoy at home ond drink oll day. My
mother has o go to work and when she comes home with money
for food for us, and does not want to give it to him to

buy drink, he hits her. We cre cll so uvpset.'

Students were then requested to write down verbatim what
their response would be.

The response of student E26 to the problem statement in the
pre~troining test, wos:

‘I will take the pupil home after school and introduce

myself to the parents. T will tolk to the Father about

the whole situation and point out how his behaviour is
offecting the pupil's progress at school. If things still
don't improve I will write o letter to the local social
welfare to investigate ihis matter ond whilst they
investigate I will keep the child with me ot my house.®

*  See Chapter Two, p.22
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Table IX and Table X on pages 119 and 120 respectively
reflect the individual ratings ewarded to the responses of the
respondents in the Experimental Group end Control Group I by the
three independent roters. The 'overall' rating cwarded by rater
1 as well os the ratings owarded in terms of the six dimensions to
the response given by student E26 in the pre-test were:¥
*Overall' roting: level 2 - ineffective: response wus relevant

but did not respond to the feelings of the pupil
in any way.
Rating for lavel 1 - very ineffective: no evidence of
"empathy’ : Listening, understanding or sensitivity to even
the most obvious feelings of the pupil, detracting
significantly from the pupil's communication.
Rating for level 2 - ineffective: showed a lack of respect
‘respect’: or concern for the pupil's feelings, experiences
and potential.
Rating for level 2 - ineffective: did not elicit discussion
'concreteness's of - personally relevant feelings and experiences
in specific and concrete terms.
Rating for level 2: ineffective: the helper responded
'genuineness’ according to his role as teacher rather then
expressing whot he personally felt or intended.
He was unable to employ his ‘genvineness' as o basis
for further enquiry.
Rating for level 1 = very ineffective: disregord for those
‘confrontation®: discrepancies in the pupil's behaviour thot might
hove been fruitful arces for consideration.

Rating for level l: very .ineffective: the student was blocked
fself-

v : i i i 1} material.
exploration' in discussing relevant personal ial

*  See Toble IX, p.1l19, columns 1 -~ 7, first digit in each column
consecutively,




The response student E26 gave to the problem stotement in the

post-test is quoted: 'You feel frusirated and depressed because

your father is not treating the family the way he should and you
cannot concentrate on your scheolwork becouse your father bullies
your mother ond you want him to work so that he can support the
family. I will then encourage the child to tell me what he thinks
we could do to improve matters as he seems to wont to progress yet
he cannot concentrate at school. I will approuch the father
thereafter and point out the negative effect his behaviour is
having on the pupil; that he cannot concentrute when worried and
on an empty stomach, If still no improvement, I will refer problem
to a welfore society.'

The ratings awerded by rater 1 to the response on the

‘overall' rating and the six dimensions were:

'Overoll® rating:¥level 5: extremely effective, accuraotely
responded to where the pupil was, where he wonted
to be ond how to get from where he was to where he
wanted to be. By working out his plen of action
towords achieving the goal, this response showed
understanding ond concrete direction.

TEmpathy’: level 5: oxtremely effective: the helper wes

responding with o full awareness of who the pupil
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was and with a comprehensive and accurate undarstanding

of thot particular pupil's feelings.

‘Respect': level 4: very effective: the helper communicoted
a sincere ‘coring’ for the feelings, expressions
ond potential of the pupil.

*Concrateness':  level 4: very effectives the helper enabled
discussion to centre oround specific and concrete
instonces of most important onu personally relevant

feelings und experiences.

*  See Table IX, p.119, Columns 1 - 7, first digit in each column,
consecutively.




'Genuineness': level 4: very effective: helpsr left no doubt
that he reclly meent whot he soid. He employed
his responses as o bosis for further enquiry into
the relationship.

‘Confrontation': lavel 4: very effective: the helper specifically
addressed himself to discrepancies in the pupil's
behaviour.

'Self- level 3: wminimally effective: the pupil was not

exploration?: ' : .
ploration helped to discuss personally relevant material

spontaneously as the helper "took over' the problem.

As can be seen from the above example, the eveluation of student E26
reflected an oversll improvement in communicating helpfully with his
pupil,
8.3.3 Correlating the watings of the three raters
In analysing the rotings of the three roters there wos a
tendency for Roter 1 to ratc higher than Roter 2 and Roter 3, doing
so in both the pre~ and post-tesis. To validate the rotings,
correlations were coleuloted bused on o Brovaois-Pearson formule (32,
pp.85, 74 and 281).
Correlations were done sccordingly with
Experimental Group - Rater 1 ond Rater 2 pre- and post-tests
~ Rater 1 and Roter 3 pre~ and post-tests
Control Group I - Rater 1 ond Roter 2 pre- and post-tests
~ Roter 1 and Rater 3 pre- ond post-tests.
The raotings in the 'Overall Rating' columns¥* were correlated
to determine if rotios were in agreement, by means of the following
formule;

X = Roter 1 = ¥ = Rater 2, X = Rater 1L = Y = Roter 3

.S 2.
2 2
X y
2 2 2
XY = Jxy - ¢ 'x %" =%t '\?:'x) y2 =):yz = g-.y)Z

*  Sce Tables IX and X, pp.119 and 120,




Thus in correlating the rating between Rater 1 and Roter 2 in the
pre-test of the Experimentol Group*  the formule wos applied as

follows:

o= Sy - E)Ey)
N

= 91 - (50)(45)
26

. 91-22%0
26
= 91 - 86,54
= 4,46
[ A g;xzz
N
- 116 - (502
26
= 116 - 2 500
%6
= 116 - 96,15
- 19,85
2 2 2
yo =Ly - §§ﬁl_
= 85 - (45)°
%
= 85-202%
2%
- 85 -77,88
- 12
IR} A
/o2 o2
Xy
= 446 )

(19,85 x 7,12)
s 4,46

¥V 141,322

= 0,375

¥ See Table IX, p.L19.
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The correlations of oll the rotings ossigned as 'Overall' Ratings
in both the Experimentel Group ond Control Group I are reflected
in the following table.

Table XI - Correlation coefficient between 'overgll' ratings
gssigned by Raters 1 ond 2 and Rgters 1 ond 3 in the
pre- and post-training administration of the CSM in
the Experimentol Group and Control Group I

Experinental Group Cantrol Group I \
Roters TESTS

preo- post- pre~- post-
1 and 2 0,375 6,551 0,4 0,299
1 and 3 0,124 0,382 0,542 0,223

For the Experimental Group with twenty-six values®, any
correlation coefficient greater than 0,381 is significont ot the
5 per cent level of significance (74, p.349).

For the Control Group I with twenty values, any correlatiord
coefficient greuter than 0,433 is significont at the § per cent
level of significance.

The ordinal scale was so small (1 - 5), that results should
be treated with circumspection.  As reflected in Tablas IX and X
on pp.119 end 120 in comparing all the ratings of these raters,
consensus was reflected in that students in the Experimentol Grou

had shown obility to communicute helpfully on a higher level in

the post-test than in the pre-test. Students in Control Group LY

howaver, had not shown the same degree of improvement fram pre-
test to post-test in thuir ability to communicote helpfully.

Because of the positive correlation between rater 1 and the other
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two raters and their similomrity in roting which were significant if

fiany cases, oh exumple of the movenment as rated by rater 1 was vse
Figure 6 on p.126 reflects the movement Lthat occurred between
administration of the pre-test and post-test in respect of the
Experimental Group and Control Group 1.
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In the pre-test Control Group I wos roted very slightly lower then
the Experimental Group in all the helping skills. In ihe post-test
the Experimental Group showed morked movement in oll the helping
skills whereas Control Group I showed o very slight degree of
movemont.  In the 'overall' roting the Experimental Group moved
from level 1,73 to level 4,08, moving from 'very ineffective' to
‘very effective' helpers. The Control Group, in contrast,
progressed from level 1,65 to level 1,85 thus remoining at

the level of ‘'very ineffective' helpers.

In the Experimental Group, the highest level of moverent
occurred in the skill of 'empathy' having improved by 2,23 levels.
In the Control Group the most movement occurred in the skill of
'self-exploration', a movement of 0,50,

In the Experimentol Group, the leasi movement ocourred in
the skill of ‘genvineness’ having improved by the level of 1,77,
In Contrel Group I, the leost development occurred in the skill of
'eonfrontetion’ with on improvemmnt of 1,95,

The students participating in the montoring-programme i.e.
the Experimentol Group, which incorporetad buth the theorcticel and
the practice components, had grown in skill as helpers to a much
higher level thon the students in Contrcl Group I who had only
participated in the mentoring-programme to the exclusion of the
theoreticol component, and the 'supportiva’ component,  Movement
wos evident most markedly in the 'overoll' rating of responses
8.4 EVALUATION OF A TEACHER'S ROLE (ET)

The somple of students in the Experimental Group submitted

written evoluations of their perceptions of the role of a teacher
after viewing the film ‘Conrock' on 13 March 1979 and agein on 23
October 1979.% Comments were extracted from twelve student
evalugtions comparing comments made afler the First ond agoin ofter

the second viewing.  Twelve evoluutions constituted 46,15 per cent

*  See Chopter Seven, pp.97 ond 99.
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of the total somple of 26 ondwas regurded as representotive of the

total semple of thut group.

These evaluotions were selected

randoml; by drawing every second evaluation until fwelve had been

extracted.

Comparisons between the two sets of statements

datermined if participotion in the full mentoring progromme had

improved the students' perceptions of o Teacher's Role between the

first and second viewing of the film.

Student:  Fizst viewing Second viewing

E2 "Conrdck had the right ‘Conrack had the right opproach
attitude towords the towards the pupils ond they
pupils.” begon to trust him.'

E4 'He tried to odapt to 'He realized that he had to under-
the primitive way of stend the pecple, whaot hampered
life these people had.’ | their educotion ond reassuvre

them that he cared for them.®

E6 'He forced himself to 'He went %o this specific school
live as priwmitively as because he was genuinely
they did.' interested in these people. He

did not see it as o sacrifice
but rether as his calling as ¢
teacher, '

ES 'He functioned on the 'He observed whet the children
level of the child.' felt about their schoolwork and

then moved in %o teach them fram
there.'

E1D | 'He helped the children | ’He reached wut to the children
to think for them- in unusual ways, challenging
selves.’ them to think for themselves.'

El2 | 'Ho attempted to dig- ‘He tried to gain the children's
cipline the class who trust, respect and commitment.'
had no respect for o
teacher.'

E14 | 'He won their trust.' ‘He nmode their problems clossroom

situotions to goin their trust
ond to engoge them in octivities.
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Second viewing

Student; First viewing

£16 'He tought well.®

Ei8 'He lost his temper.
He wanted to force
them to respect him,'

£20 'He was an energetic
teocher. !

E22 'He was undiplomatic.'

E24 'He tried to get the
children to co-
operate and saw his
teaching as o
chollenge. '

‘He let the children know he was
for and not agoinst them.'

*He tried to pvt himself in the
pupil’s place, goined vnder-
standing ond won their co-
operation in this manner.'

'He made special ottempts to make
the school-work ettractive and
interesting.’'

'He knew just how to handle them
and taught them to laugh with
him sometimes.’

‘He made them believe in their
own abilities and volue os
human beings ond helped them out
of their passivity.'

In the enalysis of evaluations of the wholo group of 12 students as

illustrated by these 24 'somple' comments, students reflected

synpathy with the toacher in his uphill bottle und in general thought

him to be o 'good' teacher, after the first viewing of the Film;

however motivations were very vogue as compored to the stotements

mede with subsequent evaluations after the second viewing.

Students

showed after porticipating in the mentoring-programme that they were

weare of how o teocher needed to respond to estoblish a good

relationship with o child.

specifically what mode o 'good' teacher.

Students were more able to state

Good, et al

argue that 'teachers should become more aware of their own behaviour,

of student behaviour and that the careful collection ond sensitive

use of process ond product informotion by classroom teachers will

make them more aware of what does happen in the clossroom, ond that

increosed owareness has the potential for upgroding many aspects

of classroom life' (44, pp.241-242).
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In summary, there apperved to be no drop-outs in the
Experimental Group as opposed to the drop-out rote of 41,2 per
cent and 24,2 per cent in Control Group I and Contral Group IL
respectively.,  The Minnesota Teachers' Attitude Inventory
reflected that o lorger number of students i.e. 88,5 per cent in
the Experimental Group as opposed to 52,9 per cent in Control
Group I, and 50,8 per cent in Contral Group II improved in their
attitude as teachers.

In the CSM for Helping Shills respondents in the Experimental
Group and Control Group I were rated on a 5-point scale. The
Experimental Group wos rated to have moved 'overall' from 'very
ineffective’ helpers in the pre-test to 'very effective’ helpers
in the post-test. Control Group I maintained rotings of ‘very
ineffective' in both pre- and post-tests :ln the *overall®
rating. The varisble in which most movement wos observed-was
Tempathy' ond the least movement occurred in the variables of
"genuineness' and 'confrontation'.  After participating in the
mentoring programme, students seemed more awere of the type of
behaviour that was conducive to o satisfoctory teacher-pupil

rel’utionship.




CHAPTER NINE — THE PRESENTATION OF FINDINGS: THE QUESTIONNAIRES,
SCHEDULES, ASSIGNMENTS AND MENTORING RECORDS

9.1 INTRODUCTION -

All students participoting in the mentoring progroamme
campleted a questionnaire refleeting their identifying details.*
Students in the Experimentol Group completed twe further
questionnaires: 'Experiences and Attitudes of Mentors as ot

. August 1979% (QSI) and ‘A Mentor/Pupil Evaluative Questionnaire’.
Two schedules were administered to pupils mentored by students in
the Experimental Group: The Identifying Details of Pupils” (S1)#+
and 'Pupils’ Experiences and Attitudes during 1979'.  Finally
pupils completed the "Mentor/Pupil evaluative guesticnnaire' (Q2).
Data extracted from 'Experiences and Attitudes of Mentors
ond Pupils in the Experimental Group, during August 1979 and the
*Hentor/Pupil Evolugtive Questionnaire, is discussed in this

saction,

9,1.1 The questionneires: The experiences and attitudes of
MentorsZEuElls in the Experimental Group, as at August
- 1979 (os1)

The questionnaire was designed to elicit the experiences

and attitudes of mentors after they had participated in the
mentoring programme fur six months. The questionnaire**¥
comprised two sections ~
Section A: ‘*Informotion cbout your Pupil' and
Section B: ‘'Mentors® Experiences and Attitudes'.
AL the some time o schedule 'Skedule vir Leerlinge in Mentox-
pregram' was administered to control accuracy of mentors®

responses, Questions 1 - 9 in the guestionnoire were compared

*  See Chapter Five, p.78.
**  See Chapter Five, p.83.
#e% See Appendices G(i) ond G(ii), pp.225 231.
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with the answers to the schedule* administered to the pupils.
Questions 10 - 20 in the questionngire elicited information about
the mentors' ottitudes to teoching in general.** In this chapier
the findings elicited in the response to Section A ore compured
to those contained in the responses of the schedule administered
to pupils, Section B, on the other hund is not e 'cross-check',
but reflects experiences and ottitudes of the mentors only,
9.2.1 Section A

) Mentors' knowledge of pupils’ family details

Mentors in all instonces (100 per cent) knew the names of
their pupils and pupils in all instances (100 per cent) could
stote their mentors' names. In stating the ages of the pupils,
saventeen mentors {65 per cent) were correct whereas nine mentors
(35 per cent) were unsure or guve on imcorrect oge. Twenty-
three mentors (88,5 per cent) knew the fomily composition of their
pupils, yet could reflect the number and sex of the pupils®
siblings correctly in only six instonces (Z3 per cent).

.2 Mentors' knowledge of school experiences of pupils

In ascertaining if mentors knew whether pupils were happy
at school, it uppeared thot twenty-one mentars (81 per cent)
reflected this as being so. Five mentors (19 per cent) perceived
their pupils ds being ‘unhoppy' whilst these pupils themselves
stoted they were hoppy at school.

Pupils' dislikes about school centred around school
subjects only, such as Mathematics, Geogrophy and History.***
Specific knowledge of such pupils' dislikes were reflected in
sixteen (61,5 per cent) instances.

The ruplies of twenty-three mentors (88 per cent) coincided

with those of their pupils as to who the most important person was

*  See Appendix G(ii), p.232.
#%  See Appendix G(i), p.225.

*#** See problems shared with mentors in Chapter Seven, p.100.




in the life of the pupil. Pupil responses on this matter are
reflected in Table XII below:

Teble XIT Responses of pupils reflecting the most important
person in their lives

Most important person Pupils
Number Percentage

Mother 14 53
Father 4 15
Mentor 3 11
Grandmother 1 3
Friend 1 3
Brother 1 3
Both parents 2 12
Totals 26 100

Preference for the mother is evident in a little over half of the
pupils i.e. fourteen (53 per cent). In only three instonces (31
per cent) was the mentor rated as the most important person in
the life of the pupil.

3 Reaction to mentoring

Pupils and mentors were in agreement that in twenty-three
instonces (88,5 per cent) the mentors understood the feelings of
their pupils. In iwenty instonces (77 per cent) mentors indicated
that they would be disappointed to find out thet their pupils lied
or stole but that they would not lose faith in them,  Twenty
mentors and their pupils (77 per cent) indicated that they shared
problems with their mentors. The nature of these problems varied
widely including lack of porental coring; molesting by dongsters;
adults i.e. parents or elder siblings; alcoholiem; unemployment
of perents; rejection; poverty; family quarrels; overburdening

with household chores; relatives awaiting triol on criminal
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charges; ond inability to get clong with o school teacher.

ALl pupils in the sample thought that their mentors liked
them and that they enjoyed the mentoring-sessions. The tohle
below reflects the reusons pupils gave for enjoying the mentoring

sessions.

Iable XIII _Pupils’ reasens for enjoying mentoring sessions®

Reason Pupils
Number | Pexcentage

Enjoy having o mentor who is interested in

them personally 26 100
Receiving help with homework 26 100
Receiving help with those subjects with

which difficulty is experienced 26 100
Receiving help with any other problems 26 100
N =26

Pupils, in completing their schedules, indicated enjoyment of
mentoring sessions in all its aspects, i.e. help received with
homework and the relationship with their mentor.
9.2.2 Section B

.1 Relationship in mentoring

In replying to the first two questions contained in this
section mentors were asked to reflect back to March 1979, when
they storted mentoring training. They were asked to deseribe how
they felt during the firsl mentoring session, und in mid-August,

i.e. mid-way in the programme,

*  Each pupil could indicate more than one response.
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Mentors®' Reactions*

Mentors' Reactions*

Self-confident and kaowing just |- L (3,8 per cent)

what to say to the pupil |freememomeemmmem e - 20 (76,5 per
cent
At ease but not wholly confident |m—rr——————cmm19 (73 per cent)

[~ 1 (3,8 per cent)

Anxious and tongue-tied 5 (19,2 per cent)

Conscious of feeling a liking | 6 (23,2 per cent)
for the pupil r 10 (38,5 per cent)

1 1 i I I

10 15 20 26
Number of mentors
N =26

tegend:
March 1979
Avgust 1979 —mmmmmmm

Figure 7: A comparison of how mentors felt in their 'mentor
zole as at March 1979 and August 1979

Mentors seemed to goin confidence once they hod become accustomed
to their pupils. The trend was for nineteen mentors {73 per cent)
to move from feeling 'ot ease but not wholly confident' in March
to twenty mentors (76,5 per cent) feeling self-confident and
‘knowing just what to say to the pupil' in August., Anxiety and
tongue-tiedness amongst five mentors (19,2 per cent) diminished
and mentors' liking for thelr pupils grew fram 6 mentors (23,2
per cent) in March to ten mentors (38,5 por cent) in August.

In between mentoring sessions, twenty mentors (77 per cent)

thought of their pupils "now ond eguin' whereas six mentors

*  Mentors could indicate more than one response.
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{23 per cent) thought of their pupils o great deal.
Views mentors held on children in generol are reflected

[
in Teble XIV below.

[
Table XIV__ Views of mentors on children in general
Views Responses*

Number Percentage

Every pupil differs from others in one or
more respect 22 84,6
All pupils are the same [ 0,0
There is a valid reason when a pupil is
naughty 19 73,0
Children aere nuturally noughty without a
valid reason 4 15,4

i Children are essy to get along with 13 50,0

; Children ore difficult to get along with 7 27,0
Irrespective of home background all

: children have the same needs and problems 3 11,5

# Irrespective of home bockground oll

1 children have different needs ond problems 20 77,0
1t must be expected that children from
disadvantagnd homes ond fomilies will
behave badly in school 2 8,0
Children from disadventoged homes and
families need not mecessarily behave
badly in school 19 73,0
N = 26

i The majority of mentors, twenty-two (86,4 per cent) viewed

! children os being different from others in more than one respect,

Nineteon mentors (73,0 per cent) felt there is a valid

i reason when children are noughty.  As this question®* wos

4 *  Mentors could indicate more than one response.
" See Appendix G(i), p.228.
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designed with ten statements: five reflecting o negative and
five reflecting o positive ottitude towards children, a total

of both 130 negotive and 130 positive responses could have been
given. Ninety-three responses in all (71,53 per cent) were
positive and sixteen (12,30 per cent) were negotive. In general
views reflecting an occepting, coring ettitude towards children
were expressed by most mentors,

22 The student teachex

In replying to why mentors thought matriculants chose to
become teachers, twenty mentors (77 per cent) said that
me.' riculants chose teaching os o profession to have a secure job
whereas five mentors (19 per cent) felt that the reason could be
‘o calling' to be o teacher. Only one mentor (4 per ceat)
thought metriculents chose teeching to earn o good salary.
Respondents were then asked to rank in order of priority their
personal reasons for having enrolled at the Teochers' Troining
College; one ranking as the highest motivation ond five ranking
as the lowest motivation.

Responses roflected that fourteen (53,8 per cent) students
enrolled hecause they felt they had o ‘calling’ to be ¢ teacher.
Twenty-one {80,8 por cent) students ranked their remson for
attending the college 'to hove socicl status in the community®.
As the lowest motivation in eight (30,8 per cent} instances
students indicoted as their primary reason to be able 'to spend
every working day with children® whilst four (15,4 per cent)
students gave their primary reason for gttending us being equipped
for 'a secure job ond career’, No one selecied os the primory
reoson for attending the college ‘sorning o good salary'.

W3 Atiributes in tenching behuviour

Mentors ware asked to indicate their views on behaviours
that would gain o teacher the respect of their pupils. These

are reflected in the table overleaf.
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Table XV Attributes in teacher behaviour leading to
xespect from pupils

Attributes Responses*

Number Percentage

Teachers who sometimes lough with pupils in
class 25 96

Teochers who ore alweys serious - -

Teachers never humilicting pupils in the
presence of others 20 77

Teachers who sometimes humiliate pupils in
the presence of others 6 23

Teachers.who try never to lose their
temper in closs 20 77

Teachers who show they have o temper in

class 5 19
Teachers who are careful sbout the use of
disciplinory meesures 26 100

Teachers who ore extremely strict - -

Teachers who never punish o child without
first listening to the reason for the
behavioux 26 100

Teachers who punish every misdeed without
listening to reasons for the behaviour - -

Teachers who enquire if o child hus o

problem when they seem distressed 26 100
Teachers who ignore a child who seems

distressed - .
Teachers who visit pupils’ homes 26 100

Teachers who think it inoppropriate to
visit pupils' howmes

N =26

*  Mentors could indicote more than one response




As shown in Table XV, on the preceding page, mentors generally
were in agreement about the positive atiributes conluined in the
questionnaire, deemed necessary to gain the respect of their
pupils. However six mentors (23,0 per cent) felt a teccher
should sometimes humiliate o pupil in the prusence of others.
Furthermore five mentors (19,2 per cent) felt o teacher should
show that he hos a temper in class.

ALl mentors felt that they were in fact presently
demonstrating positive uttribu‘c‘us of o teacher and only one
mentor (4 per cent) felt she would behove differently when once
a teacher.

In instances of finding out that o pupil was truanting,
swearing and lying, twenty-five mentors (96 per cent) felt thut
they would confront the pupil whilst one mentor (4 per cent)
felt it right to ignore such behaviour.

«4 Helping abilities gained through mentoring experience

Mentors evaluated their participation in the mentoring-
progremme 'Trainee Teachers os Mentors to Pupils' as producing
the following effects: ¥

o) Better understanding of children and their needs:
twenty-six (100 per cent).

h) Amended their views on how teachers should relats
to pupils: twenty~four (92 per cent).

&) An expression of the nced to teach for the soke
of teaching children: twenty-two (85 per cent); and

d) An increased understanding of factors influencing
children's behaoviour: twenty-five (96 per cent).

Mentors were invited to suggest theoretical content to be
included in the remoining port of their training course for
mentors. The popular response indicated o need for moxe
knowledge pertaining to human needs related to the various stages
of man's development and life cycle.

In summing up the responses to the questionnaire, it can
be suid that:

*  Mentors could indicate more than one response
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- During Avgust 1979 it appeared thet the mentors had some
knowledge of the family composition and background of their pupils.
Pupils hod displayed no serious problems at school or disiikes of
school, apart from disliking subjects such as Mathematics,
Geography and History, The most important persan in the lives
of more than half the pupils seemed to be their mothers (50 per
cent). The mentors filled that role in 1l per cent. The
initial strangeness between mentor.and-pupil had worn off.
Pupils were beginning to feel secure enough with mentors to share
their personal problems (77 per cent). These problems ranged
widely and were typicol problems of the every~doy life of the
area in which the pupils lived.  All the pupils perceived their
mentors os liking them and enjoyed the mentoring sessicns.

- The mentors in comporing their role as mentor in August
1979 with that in Morch 1979, when the mentoring programme begon,
reflected that they had become more confident, fell more ot ease,
end had grown to like their pupils.  Students were less pre-
occupied with their pupils.

.- Students' views of pupils reflected a respect for the
individuality of o pupil, ond an accepting and tolerant attitude
towards their pupils.  Seventy-three per cent of the students
were of the opinion that pupils from disedventaged homes ond
families will not necessarily behave badly in schaol.

«  Students regarded the main reason for matriculonts
selecting teaching as a career, to be ‘to have a secure job'.
Their own reosons for selecting teaching were given as ‘having e
celling to be a teacher'; fourteen (53,8 per cent); with only
four (15,4 per cent) giving the reason as finding a secure job
or career,

~  Students selected as positive ottributes for teaching
behaviours that guined the respect of pupils, 'teachers who
sometimes loughed with their pupils®; ‘’never humiliating pupils

in the presence of others’; ’never losing their tempers in class’;
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'were careful about the use of disciplinary measures', 'never
punishing a child without first listening to his reason for

his behaviour’; ‘'enquiring if o child hod o problem when seeming
distressed'; and ‘visiting the pupils' homes®,

-~ The students felt that & pupil should be confrented when
displaying bad behaviour such as lying, stealing, swearing or
trvanting.

- Students porticipoting in the Experimental Group generally
agreed that they had gained a better understanding of the needs
of children, and of the menner in which to relate to children.
They wanted to teach for the sake of teaching and better

understeod how they influenced the behavicur of children.

9.3 QUESTIONNAIRE {@2)*

During the final mentoring session, the tweniy-six mentors
and their twenty-six pupils in the Experimental Group jointly
completed o questionnuire. In the onolysis it appeored that in
all instences (100 per cent) the pupils experienced the
mentoring sessions positively.

a) Pupils stoted thot they had received constructive
help with their homework, difficult concepts hod been re-exploined
to them by their mentors and they had been encouraged to improve
in the subjects in which they were especiolly weak., Pupils had
received encouragement to continue with their schooling.

Homework was done which they stated would not have been the case
had it been left to them eonly.

b) The centocts with their mentors wese enjoyable and
it improved their conmunication with their school teacher: They
had gained in self-confidence. They regarded it as a voluable
experience to feel someone cored cnough to inspire and help them,

c) Personal problems were identified and Qortad out.

These had gone unnoticed by the teacher in the classroom situation,

*  See Appendix H, p.233.
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ard included poor eyesight, a heoring problem, stress due to
disharmony ot home, financial concern, street-gang exploitation, and
relationship problems.

Mentors were asked to rate the velue of the mentoring
programme in faocilitating their understonding of children, on ¢
five-point scale with (1) indicating 'very helpful', and (5)
indicating "not helpful ot oll*. It appeored that from the
total sample, twenty-five (96 per cent) roted the experience as
being 'very helpful’, whilst one (4 per cent) roted the
experience as ‘*helpful'.

Pupils were asked to rete on o five-point scale the
meaning the mentoring programme had for them personally:

(1) indicated 'very meaningful® and (5) *having no meaning ot oll'.
From the sample it oppeared thot twenty-one pupils (80 per cent)
found the progromme 'very meaningful' ond Five pupils(20 per cent)
found the progromme to be 'meaningful'.

In summary the mentoring programme seemed to have provided
o positive experience for all mentors and pupils.

2.4 THE_ASSIGNMENTS (A1)

’ The students in the Experimentel Gromt were set two
essignments which were io be completed durii:: their period of
absence from the Troining College during the June/July 1979 winter
vacation end during the period of pructice teaching commencing
immediately aftexr the vacotion. The twe ossignments* were:

1. ‘Forming o Positive Relationship with o Pupil during
Practice Teoching' and

2. 'The Emotional Needs of the Primary School Pupil and
how to meet those Needs os o School Teacher!'.

These ossigrments had to be completed by Auvgust 7, 1979,

The cantent of both these ussignments were onalysed

according to twe sets of criteria and the whoulyses are presented

in this section.

*  See Appendix E, p.220,
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and included poor eyesight, o hearing problem, stress dve to
disharmony at home, finaneial concern, street-gang exploitation, and
relationship problems.

Mentors were asked to rate the value of the mentoring
progrenme in facilitoting their understanding of children, on a
five-point scale with (L) indicating 'very help%ul‘, and (5)
indicating 'not helpful at all'. It oppeared that from the
total sample, twenty-five (96 per cent) rated the experience as
being 'very helpful!, whilst one {4 per cent) roted the
experience as 'helpful'.

Pupils were asked to rate on a five-point scale the
meaning the mentoring programme haod for them personally:

(1) indicated 'very meaningful' ond (5) ‘having no meaning at all‘.
From the sample it appeanw. -t twenty-one pupils (80 per cent)
found the programme 'very i ringful' ond five pupils(20 per cent)
found the programme to be 'meaningful'.

In summery the mentoring programme seemed to have provided
o positive esperience for all mentors and pupils.

9.4_ THE_ASSIGNMENTS (Al)

The students in the Experimental Group were set two
assignments which were to be completed during their periocd of
absence from the Training Colluge during the June/July 1979 winter
vacetion and during the period of practice tecching commencing
immediotely after the vacotion.  The two ossignments* were:

1. 'Forming o Positive Relationship with a Pupil during
Practice Teaching’ and

2, ‘The Emotional Needs of the Primary School Pupil and
how ta meet those Needs us o School Teacher'.

These assiynments had ta ba completed by Avgust 7, 1979,

The content of both these assignments ware analysed

according to two sets of criteria and the analyses are presented

in this section.

*  See Appendix E, p.220.
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9.4.) Forming g positive reletionship with o pupil
during practice teachin
Anclysis of this assignment was based on the following
criteria:
a) the reason for selecting a specific pupil;

b) extent of the obtervation of the pupil;

c) details of pupils' personel circumstances;
d)} the quality the personal relationship
estoblished with the pupil; ond
e) the nature of any problem-solving octivity end
ossistance given.
From the sample of twenty-six students in the Experimental Group
four students failed to submit their assigaments on the date
stipulated. It appeared from twenty-two (85 per cent)
assignments thai pupils were selected by the students after

having been corefully observed during o clessroom session. The

table below reflects their reasons for selecting their pupils:

Jable XVI - Reasons for selecting o pupil for mentoring
B duriag practice teaching

Reasons Number Percentage
Poor academic performance 9 41
Physicolly neglected 3 14
Withdrawn 4 i8
Acting out behaviour 4 18
Physicolly handicapped 2 9
Total 22 100

The students appeared to base their »r ,un for selection of
the pupil on careful observation in all instances. Fifteen mentors
(68 per cent) observed pupils' classroom behaviour and felt that

their pupils performed poorly ond lacked motivation to do better ot
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school.  In seven instances {32 per cent) more detailed and
sensitive observations were mode. For example 'pupil wes
backwerd due to poor mental obility'. 'He bodly needed personcl
attention but instead of giving him attention the teacher
selected him for errands outside the classroom', ond ‘whilst
explaining new work, the teacher said “he was so dull in any
case™'.,

Nineteen students (86 per cent) were awore of the personcl
and home circumstohces of the pupils they had selected to work
with, whilst three students {14 per cont) did not reflect ony
deteils in their ossignments.

The quality of personol relationships was regarded as
effective if the relationship fecilitoted intervention with a
pupil, and by this criterion all students {100 per cent) stated
their intervention as helpful to their pupil.

The nuture of intervention or assistance given to pupils

is reflected in the following table.

TJable XVII _ Noture of intervention by mentor

Noture of intervention Number Percentage
Supportive help 16 73
Practical help with school subjects 3 13,5
Referral to professional resource 3 13,5
Total 22 100,0

Examples of the nature of supportive help given, were
‘instilling self-confidence' 'helping o withdrawn child see the
value of his contribution to closs discussions', 'tracing reason
for truanting and supporting pupil in ottending school reguloriy'.
Examples of proctical help with school subject included reading,

mothemotics ond languages. Under the third category 'Refersal
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to Professional Resource' a stuttering pupil was helped whose
stuttering was reinforced by serious family disputes; he wos
referred to o child guidence clinic,  Another pupil who
stuttered was abused by an olcoholic fother, ond was referred to
the Child Welfare Society. A pupil with an alcoholic brother
wos referred to the minister of the. church.

The value of this exercise loy in the fact thot students

realized that pupil~behaviour was well worth observing and that
students gained confidence in their ability to estoblish a
relationship with a child.

It can be concluded from anolysis of the content of the
twenty-two records that oll students succeeded in meeting the
requirements of the assignment, namely to reflect the quality of
the mentor-pupil relationship.

. 9.4.2 The emotiongl needs of o primary school pupil and
. how _to meet those needs as g school teacher

The criterio on which onalysis of this ossignment wos bosed

4 were whether students could define:

4 . a) the needs of the primory school child; and

9 b) the tosk of the teacher in meeting such needs.
Students were expected to drow on their knowledge and

experience acquired through porticipation in the mentoring

programme up until August 1979 end in addition were to consult

. literature on children®s develepmental needs.

E Tuenty-tue sssignments (85 per cent) were onalysed as four

students (15 per cent) failed to submit assignments. A pupil at

primary school level was seen to need indapendence, companionship,

discipline,opportunities for self-expression, personol attention,

individual occeptance, security, recognition and approval,

exploration, moral educetion, encouragement, a role model on
which to model behaviour, toleronce in adults, peer group identity.
The teacher's role in meeting those needs wos seen os:

providing security, encouraging expression of feelings, reassuring




the pupil of availability of help where it moy be needed;
understending ond knowing individual children; involving the
pupil in activities in and out of school; copturing attention;
providing a pleasant ond relaxed stmosphere in the classroom;
being an example (role model); ollowing heelthy peer group
differences without interfering; providing objective judgement
when colled upon to resolve dispuies, enhancing the pupil's self-
concept; being fair and just; showing genvine interest.

From the twenty-two assignments only two students (38,2
per cent) reflected no feeling end understanding of pupils' naeds
or how o teacher should set about meeting those needs. In
summary, the ossignments on the whole reflected evidence of
knowledge ocquired obout the necds of the primory school child
and how best to meet these needs.  Such knowledge seems to have
been acquired from studying relevent litercture, drawing from
their experienca of the troining progromme for mentors, and their
treining course for teachers.

9.5 MENTORING RECORDS (R1)

The contents of the mentoring records which were submitted
ofter each session were analysed.

Because of the volurtary submission of records, no demand
could be mode for submission of o record after every interaction
between mentors and pupil. Therefore a limitotion could be that
not all interactions were reflected and voluable content may have
been overlooked.

The mentering programme extended over twelve sessions, so
oll in all records would have totalled 312 in the Experimental
Group had all twenty-six students handed in records of each
mentoring session, A little more thon half that number of
records, namely 164 (53 per cent) were received.  Submission wos
evenly distributed during the period of March 8, 1979 to October
23, 1979,
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In the Control Group I, 408 records could have heen
submitted had oll thirty-four students handed in records of each
mentoring session. There was o drop-out rate of fourteen
students (41,2 per cent) in this group. In total 106 records
(26 per cent) were received with submission evenly distributed
between March 8, 1979 and Moy 29, 1979 for the mujority of
students.  Sporodic submission from three students featured in
this group during the laetter peried, i.e. until October 23, 1979.

The difference in mode of submission of records in the
two groups excludes & comporative analysis of the content of the
records,  Therefore records received from mentors in the
Experimentol Group only were analysed to determine whether pupil-
teacher transactions were met.

The criteria selected for analysis of records were:

(e) Facilitating o good pupil/wentor relationship -
presence of warmth, empathy, acceptonce, respect, closeness.

(b} Helping with schoolwork - proctical help in completing
homevork, explenations in areas where difficulties with schoolwork
were encountered ond attempts to moke work interesting for the
pu‘pil.

{c) Helping with a personal problem - evidence of
constructive action in helping.

(d) Understonding a pupil's persenal needs - respect for
individuality of the pupil.

Content in the records providing evidence of the above
criterio was regarded as reflecting a 'positive' relationship
between mentor and pupil whereos deviation from the set criteria
was rega:ded as reflecting ¢ negotive relotionship. The sample
of records totolled seventy-eight. One record was drowa per
student from phases at the beginning, i.e. during the month of
March 1979; middle, i.e. April 1979; and end, i.e. during {he
month of September, 1979, of the mentoring process.
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Tilustrative extracts from student records roted either
*positive' or ‘negative’ according to eanch of the three phases,
are reflected in Table XVIII, on p.l149.
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Figure 8, below, reflects the progress in the phases of
the mentor/pupil relationship in the beginning, middle and end
phoses of the progromme, according to the following four criteria:
~  Focilitating a good pupil/mentor relationship
~  Constructive help with schoalwork
~  Constructive help with personal problems
-~ Understanding personal need of the pupil.
Students 25
25F" S
20]
15
10
It -
5
0
iA
L N = 26 students
§ Legend: Begipning phose
Middle phase
e End phase
A = Fucilitating good pupil/mentor relationship
B = Constructive help with schoolwork
C = Constructive help with personol problems
D = Understanding personcl needs of pupil
Figure 8 Shift in omphasis in the mentor/pupil relationship in the
beginning, middle ond end phoses of the mentoring
progromme, according to the selected criteria:
A “ .




In the beginning phase of mentoring, six mentors (61,5
per cent) were able to give their pupils constryctive help
with their schoolwork, whereas the mentors were less equipped to
deal with veriables facilitoting o good relationship (8: 38,8
per cent), giving constructive help with persencl problems (6:
23,0 par cent) understanding the personal needs of their pupils
(3: 11,5 per cent).

Growth in the group of mentors occurred in the ability to
respond more positively in oll areas between the beginning and
middle phose of the mentoring programme, particularly in the area
of ‘understonding the needs of the pupil' where the number
increased from three mentors (11,5 per cent) in the beginning
phase to eighteen mentors (69,2 per cent) in the end phase. At
the end of the mentoring programme records reflected that twenty-
five mentors (96,2 per cent} were oble to relate to their pupils.
facilitating o good relationship; twenty-four mentors (92,3
per cent) could give constructive help with schoolwork; twenty-
two mentors (84,6 per cent) were oble to give constructive help
with personal problems and twenty-three mentors (88,5 per cent)
improved their understanding of the personal ..ceds of their pupils.

In summary the record-content indicated that the helping
and relotionship skills of mentors participating in the mentoring

programme improved in the *doing' component of the progremme.
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CHAPTER TEN - CURRICULUM FOR A TRAINING COURSE FOR MENTORS

10.1  INTRODUCTION

The suggested curriculum for o truining course for mentors
presented in this chapter closely opprosimotes the content of the
mentoring-programme deseribed* and anolysed in this study, but
incorporates minor adaptations and improvements whish have been
made os @ result of the study.

10.2  COURSE_SEQUENCES
The course seguences built into the curriculum constitute:
- Entering the World of the Child
-~ The Life Cycle: Human Development and Behavicur
- The Rele of the Teachex
-~ Enhancing Self-concept in Pupils
~  The Art of Holping ~ Teaching Communicution Skills
~ The Role of the Mentor as Future Teacher
~  Behaviour Modification
10.3  EVALUATION AND ACCRLDITATION

The course also incorporates the finol stage in curricuvlum

building, thet of Evalustion. Towards the end of the course an
excursion should provide opperiunity for informal relaxation and
interoction between mentors and pupils and in addition would
promote joint evalustion of the mentoring progeamme.

On completion of the couzse o certificate should be uwarded
to each student ot u special ceremony arranged for this purpose os
an accreditakion procedure.

10.4  PARTICIPANTS IN THE COURSE
(a) Troiner - A membor of the teoaching staff of the college

who is assigned responsibility for the couvrse in all its facets.
(b) Mentors - First year student-teachers whe undertuke

tot

%  See Chopter Seven, p.95.
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(i) mentor @ primary school child on o regular
basis of o minimum of one hour per week;
(ii) attend the teaching sessions; ond
(iii) ottend the supervisory session after submitting
a written record of the encouater with the pupil.
1 {¢) Pupils ~ Primary school pupils who feel they could
benefit from help with their homework ond vho underticke to

regularly meet their mentor at en ogread-upor time and placa.,

{a) Teachers ond porents should be approcched te be

§ ovailable for consuliation whenever necessor, to contribute to a

better understanding of the pupil.
10.5  PRELIMINARY PLANNING: A MEETING BETWEEN TRAINER AND
HMENTOR

X 10.5.1 Aims of the meeting

\ .1 (o) the expectorions o pupil has ~F bis menicv, i.e.
o big brother/sister relotionship; (b} how the mentors pereeive

:; their tosk as menters; {c) what the troiner espects them to gain

fror their relationship with the child; (d} wow they thirk the
pupil should see their intervention; (e} fpe need to invelve the
toochers from the schools and gein their support ond co-operatien
for the mentoring progromme.

.2 To assign eack mentor the tosk of submitting the
following porticulars of the pupil sclected for mentoring, i.e.

nome, address, stondard, name of school, size of femily,

arrangements for mentoxing session, To facilitote identificotion
of the penter and pupil, they should preferolly be of the same sex.
o 10,6  PRESENTATION OF THE COURSE

The course prescnted consists of three cowmponents and

processes,

1. Troining sessions during which thooretical content of

the course is presentod

2.  Mentoring sessions which provide the proctical exercise

4. Supsrvisicn - vhith focilitates the integrotion of

|
t
r:
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theory to proctice within a supportive relationship, thereby
reinforcing learning.

In addition the objectives of each of the twenty training

sessions are stipulated, as well as o list of relevant references
where appropriate.
10.6.1 Training session 1 (sixty minutes)
Course_Seguence: Entering the World of ihe Child
A. Objectives of the Segsion
1) To introduce mentors to aspects that constitute the
world of the child.
2) To develop understonding and empathy fox childr:

3) To prepare mentors for their first encounter with the
pupil they have selected.
B, Content*

On meeting o pupil to be mentored, o mentor needs to:

1)  explain to the pupil that he is studying to becone a
tencher and that it would be helpful to her if the pupil would
meet him on o reguler bosis, being specific about the ploce, time
and day;

2)  explain thot during mentorirg sessions they would
discuss anything that is of jmportance te the pupil,**i.e. problems
he may be having with his homework; reloiionship problems with
peers, porents, relatives, other persons or any confidential
maiter thot he needs to discuss;

3} encourage the pupil to sbore informution aboui himself,
attempting to visvalize:

a) the community in which he lives, i.c. his homo

and environment;

*®  Content for each session is discussed as o mere guideline and
should be supplemented and/or modificd according to the
evaluated needs of mentors and pupils participating in the
progreamme.,

*® jhe trainer needs to plan time oxploining concepts thoat are
strange and new to mentors and in addition may chocse to
switch to Afrikaans ensuring that nmentors grasp und
internulize the lectures.
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b)  the family composition, status in family,
relalionships, tasks in the home;
¢)  the child's qttitude towards school, the principal,
the teacher, homework and future corcer;
d)  extra~murel octivities and interests including
friendship
C. Exercises to teach bosic concepts gs o nuide to

gein knowledge of a pupil
1) Te gain o pupil's confidence he must feel that the

mentor occepts and likes him, as he is: i.e. respectshis individuality.
The mentor needs to look for positive choracteristics in the child
which could be commented on.  Mentors should comment on these and
point out thot he hos elected to share iime with the pupil.

2) Yo create self-awareness the student could be asked to
think back en their own schosl days end list all the positive
quolities ond responses in their school teachers they could
remember; thereafter all the negatives. Therofter the group of
mentors should divide into small groups of three or five to
discuss how such behoviours offected them as children.  The need
to constently pluce themselves in the child's position should be
stressed to encble them to check-out how they themselves might have
felt under similor circumstances.

3)  In developing independent thought in pupils, "process®
is more importont thon ‘product', This can be facilitoted when
pupils pose a question end the mentor encourages a pupil to
consider olternctive action to arrive at o sctisfactory answer.

4}  To develop an understonding of couses underlying
human behoviour; mentors con be asked os an exercise to think of
a contentious subject on which o wide variety of opinions could
be expressed.  This would help to moke them aware of differiey
opinions amongst individuols, and the right to hold or express

different opinions.
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5) A supportive helpful opprocch in mentors con be
encouraged by the trainer, pointing wut thot mentors should
ottempt to concentrate on strengthening positive elemenis in a
situntion ond should, for example, never discourage o pvpil, never
run down his school teacher or other persons, but help them to see
whot their contributions mey be to improve the situation.

D Group Supervision - Session 1 (thirty minutes}

1) Explain troiner ahd student responsibility in the
supexvisory process.

2}  ‘'Role-play’ the enticipated meeting between mentor
and pupil.

3} Stress the importance of apen, Frank, shoring of
mentoring experiences in order to fecilitete learning. Explain
recordings required of mentoring sessivns. Records should
reflect coatents of the intersction ond process, and are to be
submitted af*er each mentoring session.  Teaching points from
the records will be extrocted by the trainer for discussion during
individual supervisory sessions.

E. References*

1. Wolf, S, Children Under Stress. England, Penguin Press,
1973,
2, Yelon, S., Weinstein, G.¥, A Teacher's Werld. Psychology

in the clossroom, USA.  McGrow Hill Book Co. 1977.

F. Mentering Session 1 (sixty minutes)
Mentors ond pupils to meet os plonned

6. Individual Supervision - Session 1 (sixty minuies)

Discuss briefly with the mentor her first mentoring session,
checking out if she is aware of her rusponsibility in the total
progromme, such as regulor ottendonce ot training sessions,
building o positive relotionship with the pupil, recording and

submission of records.

# References for euch course sequence will be listed after
discussion of the first treining session in that sequence.
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10.6.2 Treining session 2 (sixty minutes}
Course Sequence; Entering the World of the Child (contd.)

A, QObjectives of the Session
1) To make mentors oware of possible conflicts which

may orise in the families of their pupils.

2} To make mentors aware of pussible problems associated:
with the school setting.

3)  To support mentors in their attempts to gain knowledge
of the 'total' world of the pupil they menter.

B. Content
1) Interaction in o family Suggested Film: Jamie:
Story of g Sibling.(122) The film illustrates how Jamie, a 10-

year old boy, the middle child in his family, irterwcts with his
parents, sister and peers. Mentors are requested to observe:
a)  the parents' volues and priorities in life;
b)  Jomie's values; and
c) consider how they would respond ta Jomie if he
were one of their pupils.
2) Discussion of the cbove points after viewing the fiim.
In the discussion encourage mentors to personclise ond extend
cbservations to the mentoring situation.
Also moke members aware that problems associated with the
school cetting moy be:
a) due to low intelligonce of pupils
L)  specific leurning disabilities e.g. struggle in
moving from ‘concrete’ to 'obstroct', perception problems or
motor co-ordination;
c) emolional problems, where often the presenting
problem is not the real problem,
Encoursge mentors to consult with the troiner on ony
aspects of the child's behaviour they might not understand or

may see as o need,
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C. Refexences

1. "Jumie, Story of a Sibling'.  Caonudy, Notional Filw
Board of Canada.

D. Group Supervision - Session 2 (thirty minvtes)
Group supervision is based on conients of records received

from mentors, reaction to individual supervision ond observed
eveluation of interaction betwesn mentor and pupil. Points for
discussion ore extrocted and discussed wilth mentors. Encourage
mentors to accompany their pupil to his/her home in order tu mest
porents (if mentoring is not proctised ot home ond parents have not

yet been met).

E. Mentoring Session 2 (sixty minutes)
F. ZIndividual Supervision - Session 2 (sixty minutcs)

Discuss selected teaching points extracted from recor!s

and hereafler all individuval supervision should be based on the

spotific need ond level of development of each individual mentor.
Leagth of individuol supervision should depend on the perceived

need of the mentor.

10,6.3 Troining session 3
Course i The Life Cyele, Human Development ond Behoviour
A, Objectives of the Session
1)  To gein uaderstanding of the developmental phases in

the life cycle of sach human being.

2)  To crecte an owareness that certoin behaviovrs in
pupils can be eseribed to their present developmental
phasa.

3) To encourage in-depth siudy of the specific developmental
phase of the pupil being mentored

4)  To etreate a solf-awareness of the phase of development

of the mentors.
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B. Content
1)  Human Development (sixty minutes)

Each individusl is born with ¢ wnique pairing of genes from
the parents and a cultural endowment which intsract to determine
the person he/she will become. No two persons have the exact
genetic combination or are born into the exact environment, for
this resson humon beings develop as unique individuels (115, p.17).
In this process of humon development however iheir is a sequence
of developmental stages from birth to moturity to old age, the
arder in which one step follows another is the some for oll
persons.  Children differ from each other in their rotes of
development at any given age but bosically every human being has
to pass through every stage of development to complete o life-cycle.

Erikson (34,p.219) describes eighi stages through which
individuals pass during their life cycles, Yolf states that it
is possible to predict within limits how ot different stoges
environmental events will be perceived by children end whot
measures ore best suited to help them in the face of adverse
circumstonces. Rayner (57,147) states thot o human being is
self-perpetuating orgenisation which consists of inherited and
environmentol determinonts.

An eclectic opproach is applied in examining human
development ond behaviour, but Erikson's model of the eight stoges
of mon will form the base for discussion. The physical and
emoticnol development vith associcted odjustment problems is viewed.
The diagram below on p.l60 illustrates the stuges of development
and the emotional outcome depunding on whether or not the tasks

in that stoge are suvccessfully negotiated.
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Figure 9. The life cycle in human developmont

Stage 1 ~ Babyhood 0-2 yeors. Trust versus Mistrust

Physical charocteristics: Very helpless, dependent on
mother, sleeps most of the time.  Feeds by sucking - this the
oral stage. Signols distress by crying. Develops gruduolly
from buing inactive tv crewling ond wolking.,  Starts doing
things for himself, e.g. eating a biscuit.

Emotional chorgeteri es: The velationship between
mother and baby is very importent.  The way in which thy
individual buby experiences the First dependent relotion: hip will
determine future ottitudes to all situutions in which he is
dependent on someone else. A satisfoctory infancy engenders
trust but iT the infant's needs are inodequately met, mistrust

resuits,
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Figure 9.  The life cycle in human development

Stage 1 ~ Bobyhood 0-2 yeors.  Trust versus Mistrust

Physicol characteristics: Very helpless, dependent on
mother, sleeps most of the time. Feeds by sucking - this the
orel stage. Signols distress by crying. Develops grodunlly

from buing inactive to crawling and walking.  Starts dolng
things for himself, e.g. oating o biscuit.

Emotional chareocteristics: The velationship between
mother and boby is very important.  The way in which the

individual buby experiences the first dependent reletion-hip will

determine future attitudes to all sitvotions in which he is
dependent on somcone elee. A sotisfactocy infancy engenders
trust bui if the infont's nceds arve inodeguately met, wmistrust

results.

160.
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C. Refarences
1. Craig, G.J. Human Development. New Jersey, Prentice
Holl Inc. 1976.

2, Dinkmeyer, D. and McKay, G. Roising'a Responsibic Child.
Practicol Steps to Successful Eamily Relationghips. New
York, Simon and Schuster, 1973.

3. Erikson, E.H, Childhood and Sociecty, London, Imago
Publishing Co. Lid.

4. Hurlock, E.  Developmeniol Pgychology, USA, McGraw Hill
Ine, 1977.

5. Kehn, J.H. Humon Growth ond the Development of Personality.
Gregt Britein, p.203, Pergamon Press Ltd.

8. Robinson, M.  Schools and Social Work. Great Britain,
Routledge ond Kegan Poul Lid. 1978.

7. Yelon, S. and Weinstein, G.W. A Teacher's World.
Psychology in the Clgssroom,  USA, McGrow Hill Book Co.,
1977.
D. Group Supervision = Session 3 (thizty minutes)

Encourage mentors to

1) discuss examples from their own experiences to
illustrate how they remember themselves os six-year olds;

2)  observe the degroe of trust afforded them by the
pupils they mentor. Discuss common trends and factors emerging

from written records discussed during supervision.

E. Mentoring Session 3 (sixty minutes)
F. Individval Supervision - Session 3 (sixty minutes)
Discuss:

1) mentors’ experiences on visiting the parental homes
of the pupils;

2)  degree of trust thot has developed betweon the mentor
and ‘the pupil;
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3)  any further teoching points from the written records,

10.6.4 Irgining session 4 (sixty minutes)
Course Sequence: The Life Cycle: Human Devclopment and
Behaviour (contd.)

A, Objectives of the Session - as identified for Training
Session 3.
B, Conteni - The Life Cycle
Stage 2 - The Toddlsr 2-4 years. Auvtonomy versus Shame

Physical cheragteristics: Becomes increasingly playful
and develops ability to think and talk.  Asks many questions.

Development of anal muscular control, therefore wveferred to os
anal phase,

Emotionol develonment: AUtonomy ond shome ore directly

reloted to onol muscular moturotion.  The child begins to test
what he can and connot do.  Parental control should be
reassuring ot this stoge. Parents must :ncouroge what the child
con do so that the child does not experience u sense of Tailure
and hence develop o sense of doubt and shame.

The well-parented child emerges from this stage sure of
himself, eloted ond with new emotionol control., He is proud
rather than ashaned.

Stage 3 - Playground/Nursery 4-8 yeavs,  Injtiative

versus guilt

Physical development: This age is referred tc us tha

*play-age'.  Activities such as wolking and running are steodier,

thought sction is developing but much of his play is embedded
in the 'acting out of complex roles or the purpuseful construction
of objects or games. Frevd refers io this age as the "gonital'
age.

Emotional development: In this age children are aware of
their 'growing-up'. It is the stage of 'primary identification'
when they begin to compare themselves in size, oge and sex with

others, vhen they become aware of their own sexval identity eond
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begin to model themselves on the parent of the same sex. Il is
the stage when children explare their bodies including their sex
organs (115,p.26).  According to Erickson (34, 219-234) a
healthy developing child learns to imagine und bDroaden his skills
through active play, including fontesy, to co-operate with others,
to lead as well as follow. Where he is immobilized by guili he
is fearful and continues to depend unduly on odults.  During
this period children first develop erotic feelings for a purent
of the opposite sex, Freud refers to the oedipus complex. The
child now develops a very powerful source of anxiety, his
conscience.

Duxing the first three stages of development children
cannot master their anxieties with logical rcasoning end it is
far more likely to become fixated as o result of their experiences
in these stoges then in any of the following stages.

Encourege mentors to recell behaviours illustrating the

characteristics discussed, from their own childhood, o brother
or sister or an acquaintance.
C. Group Supervision - Session 4 (thirty minutes)
Assign the task to mentors to discuss with their pupil
vhat they remember most clearly about their pre-school days.
Discuss common themes and observotions arising from

individual supervision.

D, Mentoring Session 4 (sixty minutes)
E. Individual Supervisien - Session 4 (sixty minutes)

Guide mentors in reassuring ond supporting pupils as their

relationship grows.  Encouruge interest in progress at school.

10.6.5 Troining session &

Course Sequence: The Life Cycle: Human Development and
Behaviour (contd.)

A, Objectives of the Segsion - As identified for Truining
Session 3.




i
N
}

———rrr

164

8, Content - The Life Cycle

Stage 4 - The School Child 6~12 yeors,  Industry versug
Inferiority
As the mentoring programme is aimed ot the primory schuol-

child this particular stoge of development is of primary importance
to mentors.

Physical development: The majority of bodily changes that
accur in this period are gradual ond continuous. Motor skills
develop continuously ond cumulatively. In bosic skills such as
running, jumping, throwing ond catching the child advances in
strength and co-ordination, balance, agility, precision and
flexibility over the months and years (25, p.320).

Emotional development: The child turns to his prers and
friendships ovtside the family will become important. The child
lewrns to win recognition by producing things. He develops a
sense of industxy while overcoming feelings of inferiority. He
learns the pleasure of work completian by steady attention and
persuverance. The potentiol danger in this stuge lies in o
sense of inodequacy ond inferiority. If he feels his skills are
lacking he obondons hope, whith results in the child fseling
doomed to mediocxity and this hendicaps his growth and progress.

During this period the child learns to master the formal
skills of life. The noed for self-discipline increases, e.g.
understanding homework as o necessily. If eorlier stagos have
been negotimted successfully, is brusting, autonomous und full of
initiative, The mistrusting child will doubt the future and the
guilt-filled, shamoful child will expurience defeot and inferioxity.
Freud refers to this stoge os the Lalency Stage.

Stage § - Tlm Adolescont 13-20ysars, Tdentity versus
Identity Confusion .

The mentors should identify with this stage of development

as their own oges fall within this period.
Physical development: The cdolescont wotches himself

with alternoting feelings of fuscination, charm ond horrer us
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bodily chemges occur. Thers is o macked increase in the rate of
growth and body size, ropid development of the reproductive organs
and the appearonce of secondery sex characteristics® (25, p.368).
These changes are precipituted by hoxmenes.  Both bones and
nuselas develop, but different perts of the body develop at
varying rates, following un interesting, vf¥an comical order.
fands, feet and heod are first to reach adult size. In terms of
growth rote leg length peaks first, followed by general body
width and lastly, full shoulder growth. Excessive fat is shed,
In oddition to the growth spurt the second major biological
change is the development of the reproductive system (25, pp.
368-371),

Emotional development: In addilion in the physiclogical
changes, the cdolescent is faced with oltered roles in socisty
and his fomily life. Childhood hos ended and he becomes a
sexvally moture persen. The adolescent is very concerned with how
he cppeurs in the eyes of others. He struggles to form an
identity of *who and what am I?°  The danger of this stuge is
role or identity confusion which muy be o result of inpaired
identity formotion os well as the inability to settle on an
occupational identity or choice (34, p.29) Erikson (115, p.29)
describes the main tasks io be completed in forming on identity,
uss o) defining the working role;

b} wequiring saciql attitudes and opinions;

¢} separation from parents emotionally and physicolly; dnd

d)  definition of o rexuni role.

During this time of adolescence, the youth experiments
with different roles und setlles into that which is most suitable.

C. Group Supervision - Session § (thirty minutes)

Discuss development os observed in their pupils.  Assign
the task to mentors to note o specific learning skill they have
nastexed and to 'acknowledge'ihis in order to provide pupils with

or experience of heing ufforded racognition,
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Discuss common themes and observations arising from

individuel supervision.

D. Mentoring Session 5 (sixty minvtes)
E. Individual Supervision - Session 5 ({sixty minutes)

Discuss solected teoching points extracted from records.

Discuss the pupils' rewctions to the rocognition afforded him.®

10.6.6 Troining session & (sixty minutes)

Course Sequence: The Life Cygle: Human Development and
Beheviour {contd.

A, Objectives of the Session
As identified for Troining Session 3.
B. Content - The Life Cysle

Stoge 6 -~ The Young Adult 20-30 yeors. Intimgcy versus
Lsolotion

Physical development: The moximum height in physical growth
in the individual is zeached ot this stage. Kohn (57,pp.203 ond
204) stoted that the individuul reuches ihis peak but not its
moximum potential weight. In the corly twentivs (sometimes in
the late teens) thu meximum physical strength is oltained.
Intellectuol moturity olso resches its peak (or a plateau) betwusn
the oges of eighteen and twenty-five. ’

Emotional development: The main task of the yaung aduli
is to toke responsibility for his own care. He needs lo find
work. During this peried the need fox belonging ond sharing,
for feeling secure in un interpersonal context and fox having
meaningful and close relationships increases (25, p.424). In
this stage the normel individuel needs to be able o do two things

vell, to love and to work, If he succaeds he is ready ©

intimaey of merriage, if not he faces isolation.
Stage 7 - Family Life T 30 vears to 65, Genaretivity
versus Stagnation
Physicol ospeci: From opproximetely forty years onwords,

#  Sec Group Supervision Sessien B, p.lé5.
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physicol capacity grodually reduces ond tissues degenexcte.
Intelligence begins to suffer decline (57, p.213). During
middle age however previous experience enhances value judgements. *

Emotional characteristics: The emotional life finds
expression chiefly in relationships within the family.
Generotivity is primarily the interest in esteblishing and
guiding the next génsration as the object of a parental kind of
responsibility.

Adulthood requires generativity in the sense of morriage
and porenthood and in working productively and creatively.

These stages moy under no circumstances be regarded cs
water-tight compartments. The stages flow grodually and
individuality of development plays o major part in determining ot
vhat oge the individual will enter the stages deserilied.

Stage 8 - Old Age 65 vears +.  Integrity versus Despair

Physicel condition: Craig {25, pp.452, 454) states that
some biological chonges seem to be fairly predictable, such as
decreosed energy level, the body's reduced ability to recovex
from stress and o lessening of sensory efficiency.

Emotional condition:  The older person is aware of his
physiological, physical and cognitive deteriorotion and the image
he has qf himself changes. If he negotiated ecrlier stoges
successfully, he reaches fulfilment, Ho is proud of what he has
achieved and looks back, sotisfied to retire. He is a well-
intagroted person. If eorlier stoges have not been negotioted
well he moy view himself and his life with disgust and despaix
and become insecure and immature

Encourage mentors to discuss both adults and old persons
they know,who have negoticted thuir stages of development both
unsuccessTully and successfully oand to give specific churacteristics

C. Group Supervision - Session & (thirty minvtes)
1) Assign the tesk to mentors to ask their pupils to drow or

paint their own fomilies during the next mentoring sessian in
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order to encourage discussion gbout pupils' perceptions of their
own fomily interaction.

2) Mentors should invite the parents and teachers of their
pupils to the next training session where they will view the film
'Conrack'.

3) Discuss common factors emerging frow records or from

individval supervision.

D. Mentoring Session 6 (sixty minutes)
E. Individuel Supervision - Session & {sixty minutes)

Discuss selected teaching points from records. Discuss
with mentors how they think their pupils perceive themselves in

relation to their fumilies.

10.6.7 Training session 7
Course Sequence: The Teacher's Role
A. Objectives of the Session - To moke mentors cware:
1) that differing attitudes towords teaching and children
exist
2)  of the important role o teacher ploys in the lives of
children; and
3)  that o teacher needs to be sensitive to the needs of
children respecting them and what is important to them.
B, Content - The Role of the Teacher
Suggested film: ‘'Conrack® sterring John Voight and Paul
Winfield.(120)Relecsed by Ster Kinekor 1974. Divector: Marie Litt.
The film dopicts a young, idealistic teacher who is eppointed
on an islond, in a two-man-stoffed school.  The principal is
authoritarion and believes childron should be 'stepped upon' and
kept in their ploces. Conrack the teacher, believes that children
should be respected for their individuality end should enjoy
learning and discovering the world wround them. Hiz methods are
unorthodex and he is ultimately faced by the authorities to vacate
his teaching post. However lie leaves behind him impressions the

children will never forget.
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Merisrs are requested to write on eveluation of the film,
to be hand: 4 in prior to the next training session.
C. Greup Supezvision - Session 7 (thirty minutes)

DI:cuss with menters way of gaining pupils’ respect
without b:ing euthoriterian.  Encourage mentors to diicuss with
their p.jils any interest the pupils may have outside their
school-i fe. Request mentors to shore mentoring experiences
thus for.

D, :ntoring Session 7 (sixty minles)
E. _adividual Supervision - Segsion 7 (sixty minutes)

Discuss teaching points selected from records. Request
mentors to ossess the quolity of their relationship with their

pupils, and to evaluate the assistonce given thus far.

10.6.8 Training session 8 {sixty minutes}
Course Sequence: Enhoncing Self-concept in Pupils
A. Objectives of the Session - To crecte an gwarcness in wentors

of tae importance of enhoncing o pupil's self-concept.

To equip mentors with the skills to enhence pupils' selfw
crept.

To promote the relationship between mentor and pupil as a
rusult of the exercise.

8. Content - The perception o person has of himself is refexred

to as his 'self-concept®.

Yelon ond Weinstein argue thot the woy we view ourselves
hos a greot decl to do with how we behave. Behasiour is svon as
the ovtword appearance of self-concept. If we sea ourselves as
worthwhile productive people we will act confidently about our
abilities (46,p.77). If, on the other hand, we see ourselves as
uncexrtain and locking confidence, we will demonstrate these feelings
in our behaviour.  Self-concapt is either positive or negative
and is usvally formed in childhood, through soccializetion with his

parents and those persons who form part of his doily life, by the




by the time he enters school. In his/her attempts to naster
life-tasks people would have praised, encouraged, rewarded the
pupil resulting in a posilive self-concepi. On the other hand
people moy have belattled, humilicted und scolded the pupil
whilst attempting to moster life-tasks, leading to o negative
self-~concept.

On entering school the teacher plays a major role in
developing that self-concept either positively or megatively
depending entirely on how the teocher bebaves towords the pupil,

How to enhance your pupil's self-concept adapted from
Confield and Wells (16, p.4). Communicate to your pupils that
you really care. Be patient whilst interocting with the pupil.
Help your pupil to see himself as capable; tell him/her ot your
belief in his/her obility to progress. Davelop pupils' talents
daily whilst in contact, complimenting them in any opportunity
thot orises. Relate his successes or strengths to one enother
by complimenting him on o drawing and soying 'I reclly like your
picture, Harold.  You learned to use charcoal very quickly, I
noticed!*

Accept pupils' contribulions without judgemeni. Maintain
a 'you can do it' ottitude. Listen, listen, listen. Be o
friend in oll ways {7, pp.5-6).

Invite mentors to discuss how they could apply ecach of the
suggestions in their mentoring situction responding to the
specific need of their pupil.

Referring to their evaluation of the film ’Conrack' they
had viewed, stimulate mentors to think of oxamples wheve the
teacher in the film made attempis ot improving his pupils' self-
congepls.

C. References

1. Canfield, J. and Wells, H. 100 Ways to Enhance Self-
Concept in the Classroom. A Handbook for Teachers and

Parents, USA, Prentice Holl Inc., 1976.

170




i jrat
2, Ringness, T.A.  The Affective Domain in Education.
Boston, Little Brown and Company, 1975.
3. Williams, R.L. and Anandam, R.  Co-operative Classroom
Management.,  Ohio, Chorles E. Merril Publishing Co. 1973.
4, Yelon, S. and Weinstein, G.W, A Tegcher's World.
Psycholagy in the Classroom, USA, HcGraw Hill Book Co.,
1977. ;
D. Group Supervision - Session 8 (30 minutes)

Proctice enhoncing self-concept by commenting on 'positive
behaviours'observed in the students. Allow them to feed back
how these comments mode them feel. Encourage studentis to
consider something they find pleosunt about the pupils they mentor

to comment on it to the pupil and to observe the pupils’ reaction.

E. Mentoring Session 8 (sixty mimstes)
F. Individugl Supervision - Session 8 {sixty minutes)

Discuss teaching points extracted from records. Discuss

how pupils responded to positive reinforcement of their behaviour.*

10.6.9 Troining session 9 (sixty minutes)
Course Sequence:  Enhancing Self-concept iu Pupils (contd.)
A. Objectives of the Session - As identified in Training

Segsion 8,

B. Content - Exercises to enhonce self-concept

Adopted for the mentoring situation from exercises

described by Canfield dand Wells (16).
C. Exercises

Exprciss 1 - Selfeportvait (16, p.56).

The self-portrait may be recaulled from memoxy or from louking
at oneself in « mirror. Be uccepting ond oncouraging during the
pupil's first try; weit o few weeks ~ then try agein. Tt is
helpful for mentors to worlk alongside the pupil, purtic’ipn'ting in
the activity. It cruates the opportunity for pupils to discuss

any aspect of their oppearance thot may ba a couse of unhoppiness

*  See Group Supervision Session 8, above. B




and about which they need reassuronce.

Exezcise 2 - Re-entry Ouestions {16, p.72)

On meeting the pupil, open the mentoring session with one
of the following questions. {The questions are designed to re-
establish the level of rapport thot hos doveloped, os well as to
positivoly enbance the self-concept of the pupil.)

What is the most exciting thing that has happened o you
during the lost week? Over the weeck-end?  Yesterday?  Whot is
the most exciting thing you did?

Suppose you hove ¢ magic box, it can be any size ox shape.
In it can be anything you want that would make you happy.  Whau
is in your box thol makes you extromely happy?

If you could be ony persen in the world who would you be?
Why?

If you could live anywhere in the world, where would it be?
Why?

Tell me ohout un experience when you made someore huppy?
When someone made you happy?

Exvrcise 3 - Nicknames' {16, p.103)

Although nicknames are ofton accepted by children, their
affect on a developing self-concept is damaging. Discuss with
the pupil whot nomes make him/hor feel good und names that make
him/her frel proud or self-confident?

What ore the names thot make you feel bad; nomes that
maks you lose your self-sonfidence.

Do you have any nicknames? How do they make you feel?

What would you like me to call you?

Exercise 4 -"Mirror, mirror' (16, p.155)

Take o mirror with you to the menloring session.  Ask the
pupil to look inte ihe mirror and tell you what ho/she sees.
Facilitate the proecess by asking such questions as:

'Close yuur eyes, open Lhem, Llook quickly into the mirror

and tell what you see first,'
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*As you look at yourself in the mirror, tell whot you like
best.'

'If the mirror could talk to you, whot do you think it
would say?'

'What doesn’t the mirror knew gbout you?'

Exercise 5 ~'I wan to be' (16, p.179)

Ask the pupil to list five persons ho/she admires very much
and to stete why. Discuss the qualities the persons have that
lead to this admiration; what changes they would have to moke tu
become like thet person.  Help the pupils to set goals for
themselves to achieve these desired chonges; setting deadlines
to meet these goals and enabling them to report back on progress
from time to time.

Exercise 6 - Incomplete sentences (16,p.209)

Incomplete sentences provide o pupil with an opportunity
to get more insight into himself based on the unrehearsed guality
of the answers that emerge from compluting sentances listed below
with vhalever springs to mind first:  (Use Lhose senlincos
singly or by dealing with o few at o time lo focililale discussion.)

"I am hoppiest when I ...

I like to hear stories about ...

'Something I'm really good ot is ...

'Something I've never told anyone about befove is ...

fI'm hoppiest when I ...,

'T get angry when ...

‘I feel scared when ...

'T don't want te ...

‘My friends are ...

*Somathing I do for my mother is ..

'T believe 4.

Mentors should kecp in mind thal Lheir role when doing
these cxercises must alwoys he to encouruge the pupil Lo discuss

freely how they feel and to instill seli-confidence in the pupil




by moking reinforcing comments such as 'That was a good reply;
"That is very interesting'; 'Please tell me more, I like your
ideas or yveplies!,

Whilst interacting with ¢ pupil in this manner a trusting
relationship should develop whereby much of the pupil's world
is revealed. Ringness quotes Maslow, suggesting thai self-
esteem and a feeling of occeptance by othexs can promate kindness
and helpfulness. This is necessary te ¢ healthy self-concept
wttoinment, of self-octuclization and the promotion of excellent
human relationships (86, p.135).

Using role-ploy with the students shows how o positive
remork mokes thewm feel us opposed to negative criticism.

Ausist students to decide and select exercises they
would opply when next meoting with their pupils.

D. Reference

1. Canfield, J. and Wells, B. 100 Ways to Enhance Self-
Congept in the Classroom. A Hondbook For Teochers and
Parents, USA, Prentice Holl Ine., 1976,

E. Growp Supervision - Session 9 {thirty minutes)
1) Discuss sincexity os a prerequisite in atlempting o

enhance the solf-concept of a pupil. 2} Discuss noture of
problemwsolving done with pupils thus far, such gst helping them
cope with homework and houschold chores; responding to a friend
who has rejected thum; seeking help with a physicol problem such
s poor eyesight or bad hearing, 3) Discuss the value problem-
solving hos hod for them porsonally, such as satisfaction $n being
able to help their pupils.

F. Mentoring Se

on 9 {sixty minutes)

G, Individual Supesvision - Session 2 (sixty minvtes)
Deal with teoching points arising from rocords. Discuss

the pupils' rosponses to the menlurs' wlbempls ot enhoncing self-

concept.
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10.6.10 Training session 10 {sixty minvtes)
Course Sequence: Enhancing Self-concept in Pupils (contd.)
A, Objectives of the Sossion - As identified for Troining

Session 8.

B.  Content

Dimensions of a Hoalthy Salf-concept

Discuss the outcome of selfw-concept exercises undertoken
with pupils during the previous mentoring session, thuraby
enabling students to learn from euch other's experiences as well
as reinforcing their own learning.

Restote the dimensions of o healthy self-concept.

Clority - the pupil nceds to know who he is, what
attributes he has, what he believes, what he can attain.

Self-uncceptaonce - the pupil must believe he is adequate as
a person with potenticl to become even more se if he works ot it.

Stability - the pupil must believe thot even if sumeone's
beheviour ot times moy diminish his self-cstvowm, he must not
diminish his odequacy.

Realism ~ pupils must be holped to recognise their
positive ond negutive characteristics (86, pp.135-136),

The mentor, in attempting to enhunce the self-concept of
his pupil, must remembor that he needs at oll times to be sihceie
in the approoch he affords his pupil.

'The most important variable offcecting the reinforcement
quality of approval is the perceived sincerity of that approvol'
(L8, p.72),

In judging sincerity of approvel, Williaws and Anundum
(113) pinpoint the following:

«  Look at what you approve of in youtr pupil: approve what
he deems significant; if he hos achieved in u bell-game,
direct your approval ol ithat rather then to approve of
his maths which is irrelevani.

- How do you express approval? Do not be extreme or

ostentatious, for example: 'That is the mosl murvellous
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D.
E.

essay I have ever read in my entire life.' In using
words such as ‘the best', 'the finest', 'most intelligent'
ond 'wonderful' loosely they lose velve. It is better
to respond by saying 'This essay is goed and you seem to
be improving'.

Repeating the same phrases such aos 'very good' to express
approval, over and over, will cause the value of approval
te diminish.  Encourage students to increase their
repertoire of approving comments, udding te: ‘good
thinking', 'exuctly', 'thot's correct’, Toutstonding’,
'you are doing betier', 'you've learned this well', 'fine’
Your body language must imply approval also. ‘The teacher
way say “fine, finc”, while simwltuncously looking at
something which is totolly removed from the child who is
supposed to be the recipient of the praise’{ll3, p.72).
Approval of behaviour should be given by the mentor in a
pleasant menner with full focys of attention on the pupil.
Be consistent in your approval of behoviour. 'If what
you praised yesterday is criticised today, studnnts will
legitimotely conclude that your approval is mors o function
of how you feel than of their behoviour.

The mentor's enlire attitude should convey te his pupil
'I like you', 'it's nice to be with you', 'I lonk forward
to being hure every week', 'you are very special' or 'you
are a good friend'. If pupils reccive this message,

mentors would have succoedsd in enhoncing self-concept.

Group Supervision - Session 10 (thirty minutes)
Guide and allow mentors %o evaluote their role us mentors.

Discuss observations of inforvetion with their pupils.

Menturing Session 10 (sixty minutes)
Individual Supervision - Session 10 (sixty winvtes)

Deal with teaching points from recorus. Discuss mentors®
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attempts to enhance pupil self-concept.

10.6.11 Training session 1l {sixty minutes)

Course Sequence: Evaluation and Preparation for Practice Teaching
A, Objectives of the Session

1) To briefly revise theoretical content covared over the
past ten sessions,

2} To alert mentors to the fact that practice teaching
provides on opportunity te integrele into practice, not only
relovant theory conteined in the teoching course, but olso what
they had learned in the mentoring course.

8. Content

1) List learning experiences with the porticipetion of
the mentors.

2) Iavite questions obout Lheoretical content pertaining
to any aspoct of ths mentoring course.

3) Hand out an ussigmment® Lo be completed during the
vacation, for submissivs ot the beginning of the term and explain
its yeyuirements, Firstly mentors have to select o pupil during
practice teaching, spend time with that pupil ossisting with
schoalwork where difficulties wre encountered and attempt to
establish o trusting relationship.  Secondly, mentors should
explore literalure and chserve pupils during their practice
toaching to gain krnowledge of the needs of primary school children.

C.  Group Super-igion - Session 1L (thirty minvtes)

Usina role-play direct mentors how to explain to their
puplly their absence during the colloge vecation and the period
of practice-teaching to avoid feelings of rejection on the port
of the pupils.

D.  Mentoring Session 1l (sixty minutes)
E.  Individual Supervision - Session 11 {sixty minutes)

Deal with mutters arising from records. Discuss

pupils' responses to mentors' explanations of period of ubsence.

See Appondix B, p.220,
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10,6,12 Troining session 12
Course Sequence: Communication Skills: 'The Art of Helping'
A, Dbjectives of the Session
1) To teach mentors skill in attending end responding

approprictely to problems presented by pupils.

2)  To enable mentors to personalise problems by using
appropricte exercises, thereby helping them to
understand whot contribuied to the problem-situation.

3)  To provide mentors with a model on which to base
their thinking in secking o selution ond initicting
action in respect of @ problem~situction,

B. Content:

'Die Kuns van hulpvexlening'*

*Dr Robert Corkhuff is 'n Amerikaansu sielkundige wat vit
clle moontlike teoried 'n model saamgestel het waardeur een
persoon 'n ander kan help met 'n probleem. Dic onderwyser kom
daagliks in die Klaskomersituasie in eunveking et kinders wat
gespanne is en nie hul beste kan lewer nie omdat hulle 'n problsem
het.  Indien hierdie model van hulpverlening devr Dr Cazkhuff
ontwerp, bestudecr word en die vaardighede devr die oefeninge
aangzleer word sul mentors ocor die gowe beskik om leerlinge
effektief te kon help.

As menslike wesens is ons bestem om te groei en te
ontwikkel. Dit bohnls fisiese,emosioncle en intellektuvels groei.
In diec groelproses beleef ons telle krisisse, bv. my cerste dag
op skool. Elke krisis lei tot verdere grooi en die doel van
hicrdie kursus is om ondexwysers Lo help om leerlinge op
affektiewe wyse in krisis-sitvasies by te staon,

Wehneer ons buewus raak van 'n leerling wie ons grosg sou wou
help, moet ons saum met hom sy problesmsituusie ondersoek; hom

help ow alles te verstoon in verbuand met die situasic sodat hy sal

* 'The Art of Helping' developed by Dr R. Carkhuff was evailable

in English only and wos transiated into Afrikaans by the writer
and adapted for applicotion to and use by any group similur to
the responden s in this study.
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kan vitwerk wat die oplossing daarvan sou wees, en hem dan help om
tot die nodige cksie aoxr te goan in dic oplossing ven die probleem.
Gedurende hierdie proses is dit nodig om voortdurend te ondersoek,
te verstoan en op te tree in 'n kringloop wat devrbreek tot
oplossing van die probleem.

Ten einde hierdie hulp te kan verleen moei ons sekere
voordighede bemeester:

1. Om Agndagtig ‘e luistor; dws. volle uandag te
skenk oon wat die pursoon s& @r deardevr die ander persocon se
‘belewenis te verstaon. Die leerling se probleem moe’ ons probesr
sien deur sy o¢ en ons moel hom loat voel dat ons werklik verstuon
wot hy deurmook.

Wanneexr candeg geskenk woxd aan n probleem moet gelet word
op die wyss von uitvooring dus.

o. Fisiese ospekte - die plok waor die onderhoud
gevoer word cangesien die omgewing behoort by te dra doortoe dot
die leerling op sy pemok voel.  Stoele moet liewer gerongskik
word sonder 'n lessenaar tussen onderwyser en leerling. Dit skep
'n otmosfeer von infimiteit.

Daar moet gelet word op hoe die onderwyser sit, regoor die
learling, gemaklik, effens vooroor, en met o dirsk gevestig op
dic leerling, Die houding van die onderwyser as geheel wys dat
hy ingestol is en gersed is om to luister en te help - dii bied
sekuriteit oan die leerling.

b.  Waarnoming - dio ondervyser moet let op die
energievlok van die leerling, sy gesondheid, sy uiterlike voorkoms,
klere en gesiguitdrukkinge. Qoreenkoms von sy gedroy mek sy
woorde bv. 'ek is nio ongelukkig nie' terwyl dic trane oor sy wange
rol.

Mentors moet hiex in groepe van twee verdeel en mekoar wgarneem

teswyl hyl die voorofgadnde toepas.

c. Luister - onbevooroordeeld nu wut die leerling

s8.  Vermy onderbrekings, geraass esn moehie uitkyk dour die
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venster na buite nie. Luister om te 'Hoor’ wot die persoon sd.

Mentors moet weer in groepe von twee verdeel en beurtelings probeer

gm 'n probleem te verbaliseer wgt die ander persoon den woordeliks

moet probeer herhael, ten einde hul vermodns om te luister en te

konsentreer te verbeter. Vervolgens word daar 'n toets afgeld
wot na die voltooing van die kursus: 'Die kuns van hulpverlening?,
weer herhgal word,

*n Probleemstelling word uitgelees en studenie word

versoek om goed te luister en dan in ’n paor redls ncor te skryf

wat hul recksie teenoox 'n leerling met so 'n probleem sou wwes.
g [

2. Die Probleemstelling

Doar is 'n dertienjorige dogter in u klos. Sy is reeds

|

ses moonde in v klas en sy kom selde met volteoide huiswerk skooltoe
en lyk gedurig ontsteld en senuweeogtig. Op hierdie betrokke
dag bly sy gedurende pouse in die klas agter en dit lyk asof sy
breckpunt bereik het. Sy s& aan u:

‘Ek vil nie langer by die huis bly nie, omdat ek nooit
saans my huiswerk kan doen nie. My pa kom altyd dronk by die
huis er slaan my ma. Ons moet dan na my Tante toe hardloop
vir die nog omdat my pa ons aimel wegjaag.'

Nedot die student sy cic reoksie neergeskryf het word
varsoek dat hy as volg sy punte wet op 'n punteskasl toegeken

word, bercken.

! Kolom 1
Punteskoal Eie Deskundige Verskil

N tolling telling

1

2
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|> 4

5

d
! Totaal 5=
Telling




e a

181

Daar word, don vyf moontlike recksies op die vitgelese
probleem voorgelees wot studente be-cordeel vir punte toekenning
op die 5-punt skaal:*

Die Skaal

taekenning. van 1 - 'guensins effektief’
toekenning van 2 - Teffens effektiof!
toekenning van 3 - toffeklief!
toekenning van 4 - 'baie affektiet®
toekenning van 5 - 'viters effektief’

Voorhgeld van Reaksies en Punte-tockenning

tJy voel sleg omdat jy nie jou buiswerk kan deen as gevolg
van jou pa se gedrag nie en jy wil nie graag dearmee agier rack nie.'

Rocksie 2

Ons sol hulp moet kry vir jou vader se probleem.

Recksie 3

Gebeur dit dikwels dat hy so optree? Moenie bekomwerd
wees nie dit sal regkom.

Reoksie 4

Jy voel bekommerd emdat jy nie jou huiswerk kon doen met
omstandighede soos dit tuis is nie en jy wil groog vorder op skool
asock hulp vir jou pu se probleem kry.

Jy voel bokommerd omdut jy nie jou huiswerk gereeld doen
met omstandighede soos dit tuis is nie en jy wil graag jou ouvevhuis
gelukkig hé sodat jy ook kuan verder op skool. Jou vader sal moct
hulp kry en die eerate etop is om 'n afspraak te mack met die
maatskeplikewerker by SANRA,**

Nodat studente hul tellings op redksies in kolom 2
neergeskeyf het word die deskundige tellings viigelees wot hul dan

in kolom 8 moet neerskryf:¥**

*  See p.180 ond Chopter 8, p.120.

**  Suid Afrikconse Nosionale Raod inseko Alkoholisme en Afhanklikheid
van Verdowingsmiddels.

*%5 See 180,
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Reaksie 1 word 'n telling van 3 toegeken
Recksie 2 word 'n  telling van 2 toegaken
Reoksie 3 word 'm telling von 1 toegeken
Reoksie 4 woxrd 'n  telling vun 4 toegeken
Reoksie & word 'n  telling von 5 toegeken.

Die verskil tussen tellings in kolomme 2 en 3 word bereken
en in kolom 4 neergeskryf. Die totaal in kolem 4 word dan bereken
en deur 5 gedesl wut die diskrimingsie telling weergeo.

No verwerking ven die diskriminasic telling word verduidelik
dat 'n telling van 1,5 os die norm gercken word in dic veor-toets maar dit
vervag word dot hierdie telling sal verbeter na 5 na afleop van
die kursus. Herhool inhoud van les kortliks: Waneer 'n leerling
'n probleem het, moet die ohderwyser 'n geleentheid vir hom skep
om daaroor te praat. Die onderwyser moet die leerling op sy gemak
stel, goed luister, die leerling goed woarncem en laot voel dat hy
oprog belongstel en presies probeer versiaon hoe hy voel vor sy
probleem of die krisis woorin hy verkeer.'

C. Reference for Course Sequence - Communicgtio. Skills:
IThe Art of Helping'
Corkhuff, R.R. and Pierce, R.M. Teachers' Guide: The Art of
Helping - An Introduction to Life Skills, USA, Human Resource
Dovelopment Prevs, 1975.

D. Group Supervision - Session 12 (thirty minvtes)
Encourage students to discuss experiences in voluntary
mentoring during the proctice teaching placement. Discuss

noture and extent of such halp.

E. Mentoring Session 12 (sixty minvtes)
F. Individual Supervision - Session 12 (sixty minutes)

Discuss reuctions of mentor and pupil on resuming the
mentoring sessions after the vacation broak. Recaopitulate

briefly whot skills should be applied for mentoring to succeed.
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10.6.13 Troining session 13 (sixty minutes)
Lourse Sequence: Communicaliop Skills: ‘'The Art of Helping' (ccntd.)

A, Objectives of the Session ~ As identified in Troining

Session 12,

B. Content - 'Recksie op probleemstelling®

'Ons luister ne die leerling sodat ons kon reageer op sy
probleem.  Ons moet dus seker wees det ons verstoan wat die
probleem is en dat ons die prohleem reg verstaon.

Ons moet onsself in die plek, in diu skoene van daozdie
leerling plans sodat ons die probleem beleef soos hyself dit
beleef - as ons dit doen betyig ons empatie.Indione beskryf*
empotie dus: ‘*walking in another man's mocassins®.

1) Reugeer op dic inhoud

Moedig leorling aon om presies te beskryf hoe hy voel.
Moenie oordeel nie - laut die leerling voel jy aonvaar hom, laat
die leerling voel jy is hier om hom te help. Jy moet diz leerling
laat voel jy verstaon presies wot sy probleem is deur te herhaal
vat hy gesd het sodet hy jou kan reghelp ws jy verkeerd verstaan
het.

2) Reageer op gevoelens

Ons skenk vervolgens uandag ean die leerling se gedrag, sy
gesigsuitdrukkings en stemtoon, Luister gandagtig terwyl die
leerling proat an vra ,Hoe sou ek gevoel het as ek nou daurdie
loexrling wos?' Die doel is om presies te verstaoon wotter
gevoelens die leerling ervaor met betrekking tot sy problecm;
voel hy verstolo, eensaam, hartseer, skuldig, ongelukkig,
opgewonde, bly ensovoorts.

Om effektief to koh reageer oy gevoelens is dit nodig om
gevoelswoorde te ontwikkel. Mauk met behulp van die studente op
*n muvrberd 'n lys van woorde wot geluk, treurigheid, bousheid,
vrees en vervardheid goed beskryf, bv. geluk = ekstatics;
opgewonde = bly.

Deel nou al hierdie woorde in in grode van intensiteit.

Byvoorbeeld ,ckstaties’ sal *n baie goeic gevoelswoord vir gelukkig




wees, opgervimd' sal 'n gemiddelde gevoelswoord vir gelukkig
wees en ,bly' sal 'n swak gevoelswoord vir gelukkig wees. 'n

Kolom kan op die muurbord es volg getrek word:

Grood van Gelukkig Treurig Kwoad Bang  Verward
Intensiteit

Stexk Ekstoties

Gemiddeld Opgewonde

Swak Bly

Beskryf aan studente 'n hipotetiese probleem, bv. 'n
leerling wie se vader lank con kanker gely het wot sterf,
versoek dat studente hulle in die leerling se plek indink en dan
weergee wat hulle voel - hartseer, bekommerd (ocor toekons),
verward, opstandig, ternecergedruk, versloe.

Studente verdeel hierna in groepe van twee en elkeen desl
noy 'n werklike prableem met die ander, *n probleem waarcor hy
definitiewe yovoelens het,  Diw beginsel vun vertrovlikheid word
beklemtoon. Die student in dic helpende rol, luister na sy
most se probleem terwyl hy bewustelik die metode van, wondog skenk
be-oefen.  Hy wag vir ticn tellings en herhoal dan die probleem
s00s qan hom meegedeel on weergee mot die woordkouse, Jy voel
vae, ' ses keer 'n gevoel wat hy dink die persoen ervaar het
Die twee persone ruil don om en herhaal dic cefening sodat hulle
altwee kon deelneen in dic eveluering vem dio onfening,

3. Reageer op inboud en gevosl

Die student moet nog verder gaan in dic cksplorasie-~proscs
deur vas te stel wasrom dic persoon sckere gevoclens ervaar. Jy
voel treurig omdat jou vader dood is’, weerspictl nie neb die
gevoel nie acar die rede waurom hy so voel.  Die inhoud van die
probleem kom dus nou na vore.

Herhtol weer oefening soos bo en voog toe die woordksuse

oy voel' ... omdat! ...

184
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C. Group Supervision - Session 13 (thirty minutes)
Discuss awareness of und necessity of being better listeners
and helpers to pupils.  Ask mentors how they would feel if they
were in the role of the pupil in the mentoring procuss. Discuss
any further motters raised by the groups.  Stress tho necessity
of application of ‘reaching for feelings® in discussions mentors

have with their pupils.

Mentoring Session 13 (sixty minutes)
Individual Supervision -~ Session 13 (sinty minutes)

Deal with teaching points exlracted from records ond
encournge students to discuss mentoring experiences with their pupils

when altempting tv opply helping skills during mentoring sessions.

10.6.14 Training session 14
Course Sequence: Communication Skills: 'The Art of Helping! (contd.)
A. Objectives of the Session - As identified for training
sessions 12 and 13,
8. Content
JParsonglisering
Die afgelope twee sessics het ons beweeg van 'aondag skenk'

na ,recgeer' en in hierdie sessie bepael die inhoud dit by die
identifisering van die individuele leerling se¢ goveelens en
optrede in 'n probleem-situasie d.w.s. personalisering. Sovér verstaan
beide leerling en mentor gevoelens verwek deur die problecw. Die
woordkeuse wat gebruik word is: (Jy veel ... omdet jy ...'

a.  Voorbereiding, vir personalisering

Ons mock gereed vir personalisering deur cers herhosldelik

te reageer op die inhoud, dic gevoel ven die leerling tot die
probleem. Hiervdeur word akkurate bedrip verkry von wat die
probleem is en hoe die leerling dit baleef. Dgar moet dus ten
minste ses recksies van gevoel uitgoken word voordat daar oorgegdan

kon word tol pevsonalisering.
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b. Personolisexing van betekenis

Dit is nou nodig dat dis studeni al sy lewenskennis en
ervaring gebruik om te verstwan wanneer die leerling sy probleem
stel. Die leerling mag so corweldig en lumgeslaan wees deur sy
probleem aut hy nie alleen tot 'n oplossing kon kom nie.

Dit is dus nodig om hom te help om te verstoan nie net
waarom hy so voel nie, maar ook wotter fakiore canleiding gee tot
sy probleem. Gebruik nou woordkeuse.

Wy voel .. amdat Jdy..ll?

58 nou vir die leerling:

Jy veel vasgevany in jou probleem omdat jy nie jou huiswerk
kan doen soos jy groog wil nie en jy raok alhoemeer agter met
jou skoolwexk.

Luister voortdurend no temes wot herhaal word of wat
sterk vitgespreek word. Nooit uir'n oomblik mag jou wagrneming
in hierdie rol verslap nie. As dic leerling baie sterk voel oor
iets moet jy dit identifiseer en met hom deuvrverk.

¢. Personsliscring van dig probleem

Hierdie stap word bereik wonneer - die leerling ge help
word om te verstoon woi dit is wot hy nie doen nie wat hydre tot
die probleem, bv. hy kan nie sy huiswerk doen nie. Dus die
woordkeuse.

oJy voel ... amdat jy nie ...'

Heel dikwels sal 'n leerling homself weersprenk en wanneer
jul verhouding stewig genoceg opyebou is mag jy & ,Jy séfveel iy
kan nie en tog s&/voel of doen jy ....' Konfronteer hom slegs
as hy dit kenstruktisf ken honteer en insig kan ontwikkel.
Moanie probecr slim wees nie.

d. Personalisering van govoel
Nadgt vasgestel is wal die probleem vercorswak, kan nou

vosgestel word hoe die leerling hiexoor vool. Dit word weer wmet

die leerling bespreck en deurgewerk.
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Die gevoel wat die leerling het oor sy onvermot om die
probleem op te los word bespreek; bv. jy voel corweldig omdal
jy nie jou huiswerk gedoen kry nie en ook niks kon doen om
omstandighede tuis te verbeter nie.

e. Personglisering von dic doel

Hiermee word bedosl, dic ideale toestand wot bereik is
sodat die probleem nie langer sal bestuaon nie. Hierdic
*toestand' is gewoonlik presies die teencorgestelde van dic
problegm toestand of situosie., Die doel wet nogestreef word is
dus die rol ven die leorling in die oplossing ven sy probleem,
Byvoorbeeld 'n leerling word verhinder om huiswerk te doen - die
doel scl wees - die leerling moei nie meer verhinder word om sy
werk te doen nie.

Gebruik nou die woordkeuse

¥ voel ... omdat jy nie ...

en jy wil ...'

Vervolgens gacn ons saum set die Yeerling uvilvind watter
stappe hy most neem om die doel te bereik

Inisiedring

Wonneer jy ,condag geskenk® het, | reageer' het en
,gepexrsonaliseer’ het op 'n gedissiplineerde wyse sal daar
duidelikheid wees oor wot dic cinddoel en oplossing vir die
probleem gadn wees.

a. Inisiedring vir bereiking van doel

Nou word afgevra wat dit is wot dic leerling wil boreik.

Gebruik weereens as voarbeeld: ,Jy wil graug jou huiswerk
ongestoord doen in die middae decrom is jy ontsteld os jy gpestour
word en dus moet ons vir jou die goleentheid probeer vind om
ongestoord te werk.'
b. Inisietring van stappe vir beveking vun doel
Daar word saam met die Leexling besluit wat sy eerste stap

ket wees in 'n poging om dic doel (oplossing) te bereik. Daar
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moet ook aandag can tussen-stappe geskenk word.  Byvoorbeeld
die eerste stap sal wees om die probleem met jou ouers te bespruek.
Die tussen~stap sal wees dat ons hul help om te besluit hoe
om met hul overs te gesels. Die woordkeuse ,jou ecrste stop is
oo, word nou gebruik

c. Inisiedring van *n skedulo - plen vun optredc

Hierin woxd die tyd wat aan elke stop bestee sal word in
bereiking van die doel, sorgvuldig beplan

d. Inisieer van versterking

Aanmoediging om pesititiewe resultate te versterking is
ossentiegl.  Byvoorbeeld die persoon moet homself met iets beloon
as hy dic cerste stop suksesvol voltooi.

Ondoxwysers kan ook 'n voorwamarde as motivering gebruik
deur bv. te s&: o5 jy nie eers met jou ouers pract nie ken ons
nie die volgende stop canpck nie.'

Wenneex die persoon/lccrling terugkeer nodat die eerste
stap vitgevoer is, begin ons weer voor and herhacl die hele proses
Die model moet ook in ons eie lewens toegepus word.

Die hele model van hulpverlening is dus (i) luister na
probleem en herhaal mededeling; (ii) voer sos-keer terug hoe die
laerling voel en waorom en wat dit in hom persconlik is wnt die
probleem veroorseck deur te s8: ,Jy voel ... omdat jy nie ... en
jy wil grosg.' (iii) Na eksplorasic word die aplossing gevind
deur na die teenooxgestelde situasic ven die probleem te kyk en
te s&, (Die oplessing en sinddoel is ... jou corste stap is +.."
Sodoende beweeg ons van probleemstelling no problecmoplossing.*

€. Group Supervision - Session 14 (ihirty minutes)

Discuss opplicution of model and stress that it is necessory
for mentors to be exposed in troining to the complete cycle of the
model but that integration ond opplication of 'attending' and
'responding? skills and corresponding behaviour is of primary
importance in the mentoring and teuching sitvotion. Discuss

oreas of uncertainty with mentors.




D. Mentoring Session 14 (sixty minvtes)
£, Individugl Supervision - Session 14 (sixty minutes)

Deal with matters arising from records. Reinforce in
mentors the need to know more about the likes and dislikes of their
pupils detecting whether their pupils are basically happy and

contented and if not, why not,

10.6.15 Trgining session 16
Course Sequence: Communication Skills: 'The Art of Helping' (contd.)
A. Objectives of the session - As identified for Training
Session 12.
B. Content
Revision by demonstrating the model to the students,
emphasising each facet of the helping process. The trainer takes
the role of mentor or teacher ond o student, o volunteer, the pupil.
1) Allow students to reinforce learning by dividing into
pairs in order to practise the model.

’ 2) The post-training test is administered (Na-opleiding
toets).  Students have to xespond to the following problem.  In
scoring, opply ratings ond caleuletions os preseribed for the pre-
training test.*

Probleemstelling

Agtergrond ~ Een van die leerlinge inm u klas wat intelligent
blyk te wees, versuim dikwels om hoor huiswerk te doen. Toe sy
daaroor cangesproek word bars sy in trone uit.  Op daardio comblik
lui die klok vir die einde vén die'poriode. Sy bly agter en sé:

1Ek kan nooit my huiswerk doen nie want my Pa en Ma
werk en ok most in die midday kook on ne die kleiner
kinders kyk en in die aand moet ek holp om dic
wasgoed to stryk.!

Skryf jou recksie neer en hou in gedagte dic model wat so pas

voorgehou is oor die aofgelope vier sessies.

*  See p.180,
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Soos voorheen sal wf recksies vitgelees word vir 'n
puntetoekenning op die vyf-punt skoal,#

Reaksie 1 - Moet jy altyd so hard werk? Moenic

dagroor huil nie.

Regksie 2 - Jy voel magteloos omdat jy nie genoeg tyd
qon jou skoolwerk ken bestee nie en jy wil graag jou moeder cok
tevrede stel.

Reaksie 3 - Jy voel mogteloos omdet jy nic genoeg tyd
vir jou huiswerk het nie.

Reaksie 4 - Dmar sal *n plan gemaak moet word sodut

jy jou huiswerk kan doen.
Reaksie 5 - Jy voel mogteloos omdat jy nie genoeg tyd

vir jou huiswerk het nie en jy wil gruayg jou moeder ook tevrede
stel. Die oplossing sal wees dat jy meer tyd moet hg§ deurdat
iemand jou help soos 'n huvishediende. Die eerste stop sol wees
om met jou overs hiercor te praat.

Toekenning van tellings deur deskundige is as volg:

Reoksie no. 1 - telling van t
Recksie no. 2 - telling von 4
Reaksie no. 3 talling van 3
Redksie no. 4 - telling van 2
Reoksic no. 5§ - telling van 5

Bereken diskriminasie telling en vergelyk met voor-
opleiding toets.

Vergelyk jou eie reoksie op die problecm in voor-opleiding
toets met jov ele reuksie op die probleem in die nawopleiding toets.
Stel vas of die model korrek toegepas is en indien nie, evalueer
waar addisionele oefaning van vaordighede nodig is.'

C. Group Supervision - Sgssion 13 (30 minutes)

Discuss points of interest emerging during individual
supervision.  List nature of problems dealt with during mentoring

and resources wtilized, Provide o list of community rosources

*  See p,18L.
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to utilize such os social work agencies, hausing muthorities,

school psychologists, heelth clinies.

D. Mentoring Session 18 (sixty minutes)
E. Individual Supervision - Session 15 (sixty minutes)

Deal with teaching points extrected from records.

Emphosize mentors' responsibility os xole models te their pupils.
10.6,16 Iraining session 16

Course Sequence:  The Mentor gs Future Teacher

A, Objectives of the Scssion
1) To create on awareness in mentors of the complexity of

the role of teacher.

2) To link the mentoring course content and practi-:al
experience with their theoreticol treining and future teaching
experience.

8. Content

1) Attitudes on Registration

Attitudes on registering for the teaching course. The
student is exposed to theoroticel training and practice teoching
experience, This together with their own life experiences serves
to equip them for their future professionel role. Teachers are
divided between the desire to rule their pupils and the desire to
be accepted as one of their socicty (85, p.l). It takes some
time before the young teacher decides to toke advice from more
senior teochers with o variad view to teaching and approaches
ranging between 'You must show them stroight away who's boss' or
'If you can't boot them, join them'.

A teacher needs to accept bolh membership and leadership
of the group he teaches. As part of his role, his attitude should
reflect acceptance and respect for each pupil as an individual :
in his own right.

%) Roles ¢ Teocher Assumos

The role the teacher ossumes will depead largely on the




attitudes he hos towards his pupils.  This is equally true of
mentoring.  The veriety of roles depends on attitudes towards pupils.

Discuss the roles mentors cof ploy, e.g. inslructing in school
work, helper, motivgtor, friend and counsellor.

Ocser states ‘o teacher has many zoles in relation to his
pupils',  The moin roles he assumes are: instructor and clarifier,
expert, judge of achievements, assessor, ethicol preceptor,
moralist, legislator, judge, policeman, friend and counsellor (76,
p.5). Mentors may add to this list from their own experiences as
pupils or mentors. Lane ond Beuuchamp discuss further roles of
teachers as:

- to help each child goin needed understanding of authority,
a respect for it, its sources and on expanding knowledge
of authority operations in their culture.

-~ ‘'working with the child's uniqueness'.

- ‘being o friend to each child'. This is seen as the
paramount role.

- ‘thallenging the child to learn' ond finglily os

- ‘advocate of children' (44, pp.184-200).

The teacher is seen as an agent for children, representing
them in the community, thus assuming respansibility, for the child's
quality of life, not only in school but alse out of school.

In conclusion it can be seid thot we need to know that as
mentors ond student teachers we prepare ourselves to assume these
roles to toke shared responsibility for the lives of poople.

3) The Approach bosic te Teoching

The attitude to people will in turn determine how suecessful
the guelity ond quantity of the teaching task will be:
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You see, really and truly, opert from

the things anyone can pick up (the dressing

and the proper woy of specking, and so on),

the difference between o lady and flower girl

is not how she behaves, but how she's treated.

I shall olways be a flower girl to Professor Higgins,
because he alvays treats me as o flower girl, and
always will,

but I know I can be a lady to you, because you
always treat me os o ledy, and olwoys will.

6.8, Shaw, Pygnalion (91, p.183)

1) Discussion on the students' avoreness of their future roles
os teachers. 2) Stimulote their thinking on hov their present
exercise os meniors prepored them for their teaching roles.

8) Encourage students to imogine themselves in the role of their
pupils and how they feul they ore perceived by their pupils.

C. Group Supervision - Session 16 (thirty minutes)

Discuss areos in which pupils may require practical help
e.g. opplicotions for school burseries, implications of compulsory

school sducation.

D. Mentoring Session 16 (sixty minutes)
£, Individval Supervision - Session 16 (sixty minutes)

See¢ mentox and pupil together in order to cvalucte their
relationship, mutual trust and owareness. If time does not

pozmit this, only holf the mentors and pupils may participate in

this.  The others moy do so during the next mentoring session.
10.6.17 Training session 17 {sixty minutes)

Course Seyuence: The Mentor gs Future Temcher (contd.)

A, Objectives of the Session ~ As identifiod for Troining

Session 16.
B. Content:.
A School Principal's Teaching Experiences
Invite a school principal to folatt his teaching expériences.
This would zeinforce the learning thot occurred during the

mentoring course. He may be requasted to emphasize the following:
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- How he learned to know children.
- Mow he felt it best to deal with them.
- The importance of being familior with the cultural and
home conditions of pupils.
- Resistance experienced by teachers with differing
ottitudes to their pupils, whilst ottempting to teach thenm,
believing in their potential to develop as individual
persons,
Tllustrations of real life expericnces would be a valuable
leorning process for the students.
C. Group Supervision .- Session 17 (thirty minutes)
Discuss difficulties students foresee in facing a situation
of having to teach in a low socio-economic community. Develop

understonding of unique diffarences of schoels ond communities.

D.  Mentoring Session 17 (sixty minutes)
E. Individyal Supervision - Session 17 (sixty minutes)

Continue discussion with eoch mentor and pupil on tlie

development of trust and oworeness in their relotionship.

10.6.18 Troining session 18 (sixty minutes)
Course Sequence: Behaviour Modification of Pupils
A, Objectives of Session
1} To create an owureness in montors of the causes of
behaviovr.
2)  To discuss strategies for decling with clussroom
behaviour.
3) To stimulate inturest and encourage students to
increuse their knowledge in this area of responding to pupils,
B Gopten

1)  Behoviour Medificotion us o Gonecept

Behaviour modification is defined by Fischer and Gochros

(37, p.xiii) as "the planned, systematic application of
experimentolly established principles of learnming fo the

modification of maledaptive behaviour'.
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To understond this approach selected concepts are clarified:

Modification - to change

Moladaptive behaviour ~ Those actions that lead to
disruption and disharmony in the clussrdom or in o relationship
with a pupil, example: disobedience.

Jechniques - Woys of dealing with o sitvation.

Respondent behaviour - reaction to o stimulus
involving bodily muscle movement.

Operant conditioning - controlling observable actions.

Reinforcements ~ Ensuring and strengthening desired

behaviours.

All behaviour is learned, predictoble and controlled by
environmental conditions. Behaviour is judged as odoptive or
wolodoptive in terms of its consequences on the individual.
Essentially it is regarded as being the 'consequence of environmental
conditions in the present and previous learned ways of responding®
(5, p.57).

Behaviour modificotion techniques are strotegies which have
been developed to chonge individuol and group behaviour in a wide
variety of settings. Bryen {14, pp.123-154) observed that
troditionolly teachers send 'problem’ pupils to psychologists, .
This often involves a delsy of several months before the child can
be interviewed by such a speciglist. Once there, the child is
usually interviewsd, counselled and tested in a eno-to-ono
situution where his behaviour is likely to be very different from
the classroom or ohvironment in which it is judged to be « problem.
Finally test results and recommendutions made to thu teacher by
the psychologist are often difficult to implement in o clussroom
situation.  Bearing in mind these difficultios it is very appropriate
that doveloping teachers learn effective measures for coping with
pupil behaviour in the classroom.

Some different kinds of learning ond releveni techniques of

behaviour modification will now be discussed, proposed by theorists
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such as Bandura (7, pp,19-20),, Fischer and.Gochros (37, p.368) and
Jehu (54) and the lecture given by Anstey (4).

Two kinds of learning can occur, namely respondent
conditioning und operant conditioning.

2)  Respondent Conditioning

Respondent behaviour is preceded or clicited by o stimvlus,
is reflexive, involuntary and medicted by the avtomotic nervous
system (ANS).  The ANS regulates hear! beot, breathing, digestive
processes, sweating and the size of the orteries and veins in the
body. When we ore clarmed or frightened il is the mechanism
which preparas our bedies to fight or flee, our pupils e¢nlarge to
see the cnemy better, blood is pushed more quickly through the
body increesing energy im response to the frightening stimuli.
Pavlov, a Russian physiologist, illustrated the respandent
conditioning parodigm in his experiments with dogs.  When meot is
presented to a dog, it naturully salivates (octivity of the
avtomalic nervous system). Povlov showed thot if the prosentation
of meot wos preceded by o bell ringing, ofter a while the dog
would salivate to the sound of the bull olone, in tha obsence of
any meat.

This type of loarning is relevanl ko teachers in helping
them understand how certoin emotional responses ars learnt by
children such as Fear of o teacher, example: teacher slops a pupil
the pupil responds with fear ond associotes the teacher with the
pain ond fear he felt. The mere presence of the teacher may elicit
the seme fear response in the pupil in future and somgtimes this
fear moy be generclized to ull teochers or ihe schoal. It is
important for teachers to identify where Fears originate and
the influence they might have in initiating such fears.

3) Operont Conditioning

Unlike respondent conditioning, whore o response oecurs
after o stimulus, in operant conditioning tho pupil hos to make o

response to ovoke v stimulus or reward. A genorol low of operant




behaviour is thot octions which arv perceived to be roworded will
tend to increase, while these which ure not rewarded or published
tend to diminish and disappear. Respendent behaviour is not
reflexive, but involves voluntary movement of the skeletal musclos
by the central nervous system,

The important aspect in the application of this model is
the consequences of behaviour, which strengthens or diminishes its
occurxence, ond its entecedents which inform the pupil of the
correct time to perform some wsct in order to obtain o reward or
avoid punishment.  The ABC of behaviour here is (4):

A - antecedents

B ~ behaviour

€ - consequences.

As explaoined, zeinforcements arc those consequences of
behaviour which strengthen a behoviour. Primary reinforcers are
generally effective for all persous ond would include food
clothing, wormth end shelter. Secondory reinforcers have acquired
their reinforcing power through being paved with primary reinforcers
and are more 'socicl in noture, sueh as attention, proise and
affection’. In this model, it is believed that by applying or
removing reinforcers contingent on behaviour thot we cen chonge
that beheviovr. It is importont in {rying to manipulote behavieur
in this regord that we understand what ie reinforcing to the
individual: it is no use irying to use sweets or cigarettes to
reinforce behaviour if these are not atiractive to the individuel
concerned.  Similarly o fedcher may not undurstand why the
punishment he odministers decreuse o pupil's disruptive behaviour
for it moy be thot such behaviour is being reinforced from other
sources, such os attention and heightened stotus among his peers

C. Refegencos

1. Anstey, M.A.  *Social Leurning Theory: a Bosis for
Understanding how Human Behoviovy is Lourned. Lecture
notes from o lecture given at Rand College of Edvcation
Johannesbury, 1979,
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the Witwatersrand, Johannesburg, 1979, p.57.

3. Bandura, A. Sociol Learning Theory. New Jersey, Preutice-
Hall Inc., 1977, pp.19-20; 39. .

4, Bryen, D.N. "Teachers' Strotegies in Manoging Classroom
Behaviour in Homil, D.D. ond Bartell, N.R.  Teaching
Children with Leorning ond Behovioux Problems. Boston,
Allyn and Bacon, 1975, pp.123-154.

5, Jehu, D., Herdiker, P., Yelloly, M. and Show, M. Behaviour
Modification in Social Work. Chichester, John Wiley and
Sons, Inc., 1972,

D. Group Supervision - Session 18 {thiriy minutes)
Fucilitote students understanding of respondent ond operant

conditioning und render suggestions whereby an appropricte reward

is chosen Tor reinforcing positive behaviour in their individual

pupils.
E. Mentoring Session 18 (sixLy minutes)
F. Individual Supervision - Session 18 {sixty minutes)

Deol with teaching points extracted from records.

10.6.19 Training session 19
Couxse Sequence: Behaviour Modification of Pupils (contd.)

Objective of Session ~ As idontified under Troining Session 17
Content
1)  Recapitulute respondent and operant conditioning.
Move into preporing students to apply behaviour modification in
their teaching roles.
2)  Strategies for dooling with Classroom Behaviour

@) Punishment
Punishment, to be successful, should be prescrted immedictely
ofter the unwanted behaviour,  There should be no rewards for that
behoviour from any other source. Alternative ways of acting

(wanted behaviours) should be mede clogr and rewarded.  Perhaps
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‘the mest cuommonly vsed strotegy to deal with disruptive behaviour in
a classroom is punishment (presentation of an aversive stimulus
when o behaviour occurs). Teachers often punish unwanted behaeviour
but do not explein new alternative ways of acting.  Punishment
alone does not teach o new behaviour and may hove a negative effect
on a child in terms of the fear it may induce. In such cases the
child may come to feor the teacher rather ihan change his behaviour
ond this will offect his lecrning and interest in edueation. It
should be remembered too that punishment is often more satisfying
to the teocher us it ollows her to vent their feelings of onger,
than it is effective in teaching the child o new behoviour.

If you are going to punish be sure thal you are aware of the
consequences of your sctions and try to evaluvate whose needs you
are meeling in the exercise.

b) Kesponse Cost

In this strotegy reinforcers ore withdrawn when an undesired
behoviour occurs.  Thus, o coveted activity in the clessroom con
be congelled if pupils Fuil to complete on assignment or rofuse Lo
settle down in closs.

¢) Time Out’

Sometimes o porticulerly disruptive individual's behaviour
is reinforced by peer attention and tecacher ottention (even if it
is given in an angry way perhaps ta on oltuntion-seeking child).

In ‘time out' the pupil is firmly removed from the rewording group
situation and ploced in o situation deveid of rowards. Bo careful
of this technique. Many teachers werely send the pupils out of
the clussroom.  This may become rewording in itself, os the pupil
talks to passers-by or plays games outside. Ho should be removed
to a quist room where such opportunities are minimel.

d) Extine

n

Here the teacher withdraws all reinforcers which ore
maintoining o behaviour, svch us ottention. This may be difficult
in the group situation of the classruom wheie other sources of
4
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attention are available, but would be approprinte vhere o pupil is
acting solely to ottuin teacher attention or proise. Examples
might be; telling toles; currying favour by always volunteering to
do little chores. This may be very pleasant for you os the
teacher, but it moy be harmful to the child's relgtionships with

his peers where he attamins a reputation as 'teacher's pet' or a
'goody-goody*.

3) Exercise ~ Encourage stvdents to discuss technigues
opplied by their teochers at school and to evuluate the effectiveness
of these gctions.

C. Group Supervision - Session 19 (thirty minutes)

Discuss effectiveness of application of any bnhaviour
modificotion techniques students may have applied in respect of

their pupils.

D. Mentoring Session 19 {thirty minutes)
E. Individuol Supervision - Session 19 (sixty minutes)

Deal with teaching points extracted from records.

10.6.20 Trainier u:sion 20 (sixty minutes)

Gourse Sequence: Behoviour Modification of Pupils (contd.)

A Objectives of the Session -~ As identified under Training
Session 18.
8. Content
Strotegies For Pealing with Classroom Behaviour (contd.)
Positive Reinforcement for Incompgiible Responses
Wanted behaviours may be inervased by applying reinforcers

whether thesemay be moteriel or sociol in nature.  In many
instances wanted bohaviours gre the opposite of what pupils are
actually doing, such as sitting quietly rothor than leaviug seats,
tollking and teaching.  In such coses, if sitting quietly in seats
is vowarded, pupils will not be able fo uttain rewards of abtention
or sweets or games if they run around wildly in class. Ti has
been shown that teachers spend far more time honding out reprimands

i.e. neiicing bad behavicur thon giviny predse in o classroom.
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So, o change of teacher-strutegy might bring about a change in
pupil behaviour.
a) MWorkclock

Kubany (4) proposed on interesting mode of behaviour,

They used o werkelock to control the behaviour of pupils. One
way to use a workclock is to tell pupils they can have an extra
fifteen minutes breck, or an extru fiftecn minuiss of story-telling
or whotever octivity they enjoy doing. A clock is set up in front
of the class where the fifteen minutes are clearly shown.  Every
time o pupil is disruptive, tlhe teocher stops the class and moves
the hand of the clock to one minute less free Lime. The clock
serves as a constant reminder of the group's progress.  This might
e ¢v.. tive in introducing closs group controls, pupil disciplining
each w.wner to ottein the rewards promised.
b) Modelling

Modelling oceurs when the acts of another person are
observed and imitoted. Bandura (7, p.39) hos noted that human
beings learn much of their behaviour by modelling. In this
process the learner must give attention to the acts of the model,
retoin such knowledge, try implementing it and then be roworded
for carrying out the new behaviour or approximations of it.

The teacher muy model behaviour himself, such as tolking

politely to others, reading correctly, showing concucrn for . pupil's

distress, gx he may use other pupils os models for their peers,
if they hove mostered on aspect nf oppropriate behaviour. Here
of course it would be of littls use Lo uso pupils as models who
have lower stotus or ore disliked by their peers - it wmight even
worsen their positions as they become known os 'teachsxr's pis'.
3) During the next training session o film: 'Bchaviour
Monagement in the Classroom’ (119) will be shown. Some basic guidelines
in behaviour madifisation need o be discussed and romembered whilst
viewing the film:
~  be sensitive fo the noedr >F individual pupils in using any

~chnigues;
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-~  be flexible in use of strotegies;
- consult experts wherever possible;
- be awerc of feelings and reactions and be patient and

consistent in teaching new behaviours.

€. Group Svpervision - Session 20 (thirty minutes)

Encourage mentors to bo aware of their own feelings and
reactions and to evaluate their own behoviour as being suitable for
the pupil to model.

D. Mentoring Session 20 {sixty mini

E. Individuol Supervision 20 {sixty minutes)
Deol with teaching points extracted from records and projes

mentors for termination of programme.

10.6.21 Training session 21 (sixty minutes)
Course Sequence: Behaviour Modification'of Pupils (contd.)

A. Dbjoctives of the Couvse - As identified under Training

Session 17
B. Content .

1) Revise briefly respondent and operant conditioning,
ond strotegies of punishment, response cost, Ttime-out®, extinetion,
positive reinforcement for incompatible responses, workclock and
modelling; all of which will be illustrated in the film to be
viewed.

2) Restote basic guidelines to bo remembered in behaviour
modification. .

3)  Film: 'Bohaviour Management in ihe Clessroom (119).

4) Evaluate and discuss film with sivdents.

C. Group Supervision - Session 21 (thirty minutes}

Discuss with pupils and students the foxmal they would wish
their lost mentoring session to toke.  Suggest on exsursion to a

200 or o piecnic.
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D. Mentoring Session 21 {sixty minutes)
E. Individugl Supervision - Session 21 {sixty minutes)

Deal with teaching points extrocted from records with
particular emphasis on feelings of rejection in pupils due to

pending termination of mentoring progromme.

10.6.22 Troining session 22 (sixty minutes)
Course Sequence: Evaluation of Mentoring Programme

A.  Objectives: To determine if students would verbalise gains
made through participetion in the mentoring programme.

B. Content

Eveluate mentoring programme with students and discuss

the development of thoir relationship with their pupil.

C.  Group Svpervision - Session 22 (thirty minutes)
Discuss detoils of pending excursion.

D.  Mentoring Session 22 (Length of Excursion)
Excursion,

10.6.2.3 Final session

Accreditation Cei—emony_: avarding certificates® to
students who participoted in. the mentoxing progranmme.

*  See Appendices I, p.234 and J, pp.235-236.
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CHAPTER ELEVEN - SUMMARY OF STUDY, MAIN FINDINGS AND
RECOMMENDATIONS

11.1 INTRODUCTION

In the present day, strong emphasis is placed on effective
interpersonal relationships. This orea of study, together with
that of understonding the child in relation to his community, seems
to huove hitherto been omitted from the stondard treining curriculum
of teachers. Therefore when the Department of Internal Affairs:
Coloured Relativns, prescribed extro-mural courses for inclusion in
the troining curriculum for Coloured teachers with o view to
developing community-consciousness, this was perceived us ¢ most
appropriate opportunity for designing and implementing a test
programme for doing so, namely the mentoring programme.

The oims of the progremme were two-fold; nomely that student
teachers would render a volusble service to the community by
goinfully occupying pupils for one ofternoon per week, extra-
murally, and that they would participote in o mentoring programme

which would equip them with skill ond experience in relating to

_children.

This study emonated ot o time when clossroom reseorch, in
the words of White (112, p.152)had *moved from single criterion
research such os teacher troits to patterns of social interaction',
He paints out thet influences at present are coming from sociol
psychology, psychotherapy, group dynamics and informotion theory
and that the emphasis is now folling on classroom mancgement,
communication patterns and the achievement of socially mediated
goals,

The sociol work profession who, in common with teaching
is concerned with the development and welfore of children can moke
o coatribution to the training content of the latter profession,
porticulerly in the areos of goining insight into und understanding

the world of the child, thereby relating to the child on that basis.
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1l.2  AIMS

The moin aims of the study® restoted were:

{a) To develop an awareness in student teochers of their
potential to relate to pupils.

(b) To develop a course for student teachers to be mentors to
their pupils. Such a course would incorporate knowledge
from both the sociol work and teaching professions,
thereby increasing
(i) their understanding of pupils as individuols

(ii) their copacity to relate to pupils on a one-to-one
basis

(ii1) their motivetion to continue with a career in
teaching;

(iv) their helping skills in the areas of empathising,
respecting the individual, octing concretely,

reflecting genuineness, confronting and self-exploration.

11.3 RESEARCH METHODOLOGY
In order to achieve the aims of the study, the research
methedology included the following moin features:

1, The somple of the study**i.e. student teachers in their
first yeor of treining at the two Colleges of Education, who were
divided into three groups as follows

(@) The Experimental Group which:

{i) ottended training sessions with theoretical content;
(ii} mentored a pupil on o one~to-one bosis;
(iii) submitted @ record of the interaction with these pupils;
and
(iv) received regulaor group- and individual supervision.

(b) The Control Group I which did not ottend training mentoring
sessions but yet mentored a pupil once per week on & ohe-to-
one basis and submitted records of the interactions with
their pupils.

{¢) The Control Group II which received no training or supervision

and wnre hot required o mentor pupils;

*  See Chapter One, p.6.

**%  See Chapter Two, p.l4
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2.Quantitative and Quelitative Analyses which were facilitoted
by the following major research tools:

(a) The Minnesoto Teachers' Attitude Inventory. (MTAI), which was
administered to the three groups during Morch 1979 ond
ogoin during October 1979,

(b) The Carkhuff Scale of Meosurement (CSM), which was administered
to the Expeximental Group and Control Group 1 during
October 1979 and Morch 1979.

(¢} Questionncires, ichedules, assignments and records which
were completed by the Experimental Group and pupils mentored
by students in this group, in the course of training, i.e.
from March 1979 to October 1979.

3. A speciolly designed troining propromme for mentors.*
11.4  HYPOTHESES AND MATN FINDINGS
Two hypotheses were formulated. The first was that the

Experimental Group would show on awareness ond obility to view and
relate to pupils in terms of the totolity of their needs, i.e.
educationel, emotional and social.  Furthermore that they would
have acquired knowledge from both the social work and tesching
professions equipping them to increase their

(i) understanding of pupils os individuals;

(ii) capacity to relate to pupils on a one-to-one basis;

(iii) motivation to continue with a career in teaching; and

(iv) skills in empathising, respecting the individual,
acting concretely, reflecting genuineness, confronting
and self-exploration.

The findings linked to the first hypothesis according to
scores ottoined through administrotion of the MTAI** reveoled that
students in the Experimentol Group who participated in the training
programme which consisted of three components, if.e. o theoretical
practical and supervision component, showed *movement', reflecting

improvement in their mean score of 23,6 compared with o movement

% See Chopter Two, p.20.
**%  Spe Chopter Seven, p.96.
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in mean score of 18,3 from students in Control Group I who
participated in one course component only, i.e. mentoring pupils
only, ond not participating in the theoretical treining.
Moreover o movement in mean score of 7,6 was attained by students
who did not participate in the training programme ot oll.*  This
forward movement as tested by the MTAI implies on improvement in
interrelationship skills in interocting with nupils.  Thot the
training course increased the studenis' understanding of pupils
as individuals wes reflected in records** mentors submitted of each
mentoring session with their pupils describing the interoction that
took place between them., This wos further borne out by o response
rate of 84,6 per cent fo the questionnoire administered during
August 1979 confirming the statement that children diffexr from
one another, **¥* reflecting the students' understonding of the
importance of individvalising their pupils

The records referred to above reflected pupils® positive
responses to mentors’ reactions, when reinforcing 'positive’
behoviours, such as improvement in physical appearance or growth
in confidence. The self-concept of pupils were being enhanced, ¥***
students became oware of specific behaviours thot would increase
iheir copacity to relate to pupils and were able to single out
behaviours such as 'never humiliating o pupil', Texploring a
negative bahaviour prior to punishing o pupil' and 'selective use
of disciplinory measuves'. An onalysis undertaken by Witty of
12 000 letters received from pupils competing for a scholarship by
writing the best composition on the topic 'the teacher who hes
helped me most' endorsed this finding. MHe concluded that the
teacher who wishes to relate ta boys and girls most effectively
should altempt to provide a «lassroom otmosphere in which success,
security, understanding, mutual respect and an opportunity to

attain worthy educational gools are all-pervading (114, pp.662-669).

¥ See Chopter Eight,p.1ldi

**  See Chapter Nine, p.150 and 151,

##*%  See Ghapter Nine, p.136.

#%%% Sae Chapter Seven, pp.l00-103,.Column 4, and Chapter Nine
pp.138 ond 139.




Application through integrotion of theory in the mentoring
exercise enabled mentors wid pupils to estoblish secure non-
threatening reletionships. For, by August 1979, 77 per cent of
the pupils in the Experimentol Group had shared incidenzes of
painful experiences or problems with their mentors.* Capacity to
relate to pupils oh a one-to-one hasis continued to increase as
reflected in the diary summorizing the contents of records where
pupils were confiding in their pupils and both mentors and pupils
were reloxed in their relotionship witi one unother.*¥

From March 1979 to October 1979 no students in the
Experimentol Group hod dropped out of thelr training course and
indicated in o pre-training test thot thei wotivotion to ieach
was bosed on a longing to 'serve the conwunity', 'having o
permanent occupation® and 'for the sakr of finoncial security'.¥**
By August 1979 such motivetion hau  hanged os 53,8 per cent of the
mentors in the Experimental Grovp stated they had chosen teaching
os o coreer os they felt it to be o welling.*¥**

Records submitted by mentors reflected their increasing
interest in the child os o whole. Their n eds reflected the view
expressed by Deshler ond Erlich that 'a child cannot be educotes
adequately unless all forces thot act uj sn thot child are
considered' (92, p.233), Furthermore, during Avgust 1979,
students were invited to recommend theory content to be included
in the course in the questionnaire they completed.*¥¥**  They
expressed a nead to receive further tuition in the specific needs
of the pupil during vorious stoses of human development.

'The critical conduct of any learning experience is the

method or process through which the learning occurs' (87, p.214).

* See Chapter Nine,, p.133.
% See Chapter Seven, p.105, Mentoring Session, September, 6.
*hk See Chopter Five, p.80. These motivetions were submitted

by 100 (82 por cent) of respondents in the total sample group.
#+4%¢  Ses Chopter Nine, p.1d0.
#EH Seo Appendix G(1), p.2.
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The method of ccquiring skills in helping was built into the
mentaring progromme in the form of o course 'The Art of Helping’.*
Students were troined by practising skills on one another and in
their contact with their pupils. In the post-troining tests all
students in the Experimental Group who had participoted in this
type of troining reflected its effectiveness when roted for overall
rasponse on a S-point scale. These students hod moved from
responding 'effectively' in their overall responses (level 1,73),
to a problem situation in the pre-test, to responding ‘very
effectively' (4,08) in the post test.

Students in Control Group I who hod no treining in the
helping skills, roted 'ineffectively® (1,65 and 1,85) in their
overall regponses both in the pre- and post-treining fests.
Students in the Experimentel Group had moved to o higher level of
opplying helping skills in the areas of empathy, moving from 1,73
to 8,96; respoct, moving from 1,80 to 3,85; concreleness, moving
from 1,84 to 3,92; genuineness, moving from 2,10 to >3,77;
confrontotion, moving from 1,15 to 3,12 and self-exploration,
moving from 1,23 to 3,00,%¥%

The mentoring recoxds substontiated these findings in
respect of their interaction with individual children, Skills
were demonstrated, Mentors were able to attend and convey genuine
interest to pupils, incressing their obility to relote and
establishing a non-threatoning relationship.  Pupils' confidence
in mentors increesed us mentors acted concreiely in improving
their conditions of life such as approaching o paorent to allow
the pupil to remain in school or in directing pupils with physical
discbilities, such us hearing or stutteving o the appropriate
resources.***  Furthermore the skill of confrontation wes
illustrated in the attitude of 96 per cent of mentors in the
Experimental Group whe stated in the Questionneire during 1979, to
the question 'If you find out thot your pupil lies or steals ...

what would your xeaction be?' that they would confront their pupil

* See Chapier Seven, p.102.

**  See Chopter Eight, p.126, Figure 6.

*¥%  See Chapter Seven, pp.99-10), Mentoring Sessions: Morch 5,
Anril B, Anri! 19.
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The nature of problems that were reveuled to mentors by
pupils during the mentoring sessions stemmed from educational,
emotional and social needsX Man’torsvwere able to cope with
these problems 'through guided experience’ (23, p.163).

The second hypothesis wes that the two Control Groups,
Groups I and II, would not show increased knowledge, awareness,
and potential to relate in the areas stipuloted in the first
hypothesis.  The students in Control Groups I and IT not only
showed less forword movement in their interpersoncl relationship
ability thon the Experimental Group but dropped out of teacher
training ot a xate of 41,2 per cent for Control Group I and 24,2
per cent for Control Group IL.**

Records reflecting interaction between mentor and pupil
were submitted on an irregulor besis by Control Group I which moy
point to lack of motivation. Only three students submitted
records from Morch 1979 to October 1979 on @ regular basis.¥**

The conclusions contained in the findings ore based on
quantitative and quolitative onolysis ond although many of the
observetions moy be subjective there is o strong suggestion thot
change in the skill of studen®s in the Experimental Group were
induced by participotion in che troining programmo for mentors.
11.5  RECOMMENDATIONS

Based on the findings of the study which highlighted thet

teacher training could be enhanced by incarporating o theoreticalw
cum~experiential progromme such as the mentoring programme into
its training curriculum, recommendations were mode.  These
recommendations are divided into two categories i.e. those general
to the mentaring programme and those specific to the mentoring
programme .
11.8.1 General recommendations

«3  That the Depurtment of Interncl Affuirs: Coloured

Relotions adapt the suggested blue-print for a mentoring programme

*  See Chapter Nine, pp.133 und 134,
**  See Chapter Eight, p.107.
**% Sea Chapter Nine, p.147.
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contained in this study for Tuture implementation in teacher

training colleges.

2. That mentoring programmes be not confined to the
first yvar of treining only, but thot more advanced progrommes be
designed for the subsequent two years of study.

11.5.2 Specific recommendations

In the event of a mentoring programme being introduced at
a training college it would be advisable to:

1. Incorporaote regular, more frequent contact, with
parents and teachers of the pupils mentored.

2. Select pupils for mentoring from one class and one
school only,  This would prevent children from feeling rejected
and discriminated against,

11,6 CONCLUSIONS
Gozda, et ol, {41, p.7), in studying the role of the

teacher concluded that for a teacher to be effective in facilitating
'the totol growth and development® of pupils, three primory
conditions need to he met:

1, the teacher must be odequately prepared in the subject
or course to be taught;

2,  the teecher must present the materiol in o learnable
fashion; and

3. the teacher must have o repertoire of intexpersonal
skills through which te ostublish, maintain, ond promote effective
interpersonal relotionships in the classroom.

This study was concerned with the third condition mentioned
obove.  The pupils mentoxed entered into the programme disinterested,
suspicious and vhable to communicate. The mentors entered into the
programme lacking confidence and skill in reaching out to o pupil.
Mentor ond pupil met and as the programme progressed mentors and
pupils thawed, opened up to each other, grew in confidence and

developed. It was only after pesitive mentor-pupil relotionships
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had been established that pupils were zeody to respond to being

taught - thus in considering conditions anbove the third condition

is the prerequisite for learning and should receive prioxity.
Gozda et al, (41, p.7) finclly quotes Weigand writing

‘How we interact, relote and transact with others, ond the

reciprocal impoct of this phenomenon, forms the single, most

important, ospect of aur existence.'
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APPENDIX A

QUESTIONNATRE GATHERING IDENTIFYING INFORMATION FROM STUDENTS (01)

Please answer the following questions, Date cuseiansan

10.

FRIN

Nane

Address

Sex

Standard passed

Date of birth

Family composition {eg. Father, Mother (decsgsed), 6 children)

Extra~murel interests and cctivities __

Motivation for choosing teaching as o coreer

Reason for ottending o college ond not o university .

What ure the good things you xemember cbout your teachers

whilst ot school?

What oxe the bad things you remember about your teachers

whilst at school?
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DIRECTIONS

This inventory consists of 150 statements designed to sample opinions
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1€ you disagece, blacken space under "D"

If you strongly disagsee, blacken space under "SD”

Think in terms of the gencral situation rather than specifie ones. There
is no time limit, but work as rapidly as you can, PLEASE RESPOND
TO EVERY ITEM,
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SA~-Strongly agree
A—Agree

U—Undecided
or ancertain

D—-Disagree
SD—Strongly disagree

1. Most children are obedient,

2 Pupils who “act smart” probably have too
high an oplnion of themselves.

3. Mino, y situations should
be thened into ,ok

4, Shyness is preforabls to boldness,
5. Teaching never gets monotonous,

6. Most pupils don’t appreciate what a teacher
loes for

7. If the teacher Jaughs with the pupils in amus-
ing classroom situations, the class tends to get
out of contrel,

8 A child’s companionships can be too carefully
suporvised.

9. A chifd should be ennoumgud ta keep bls likes
and dislikes to himself.

10. Tt sometimes does a child good to be eriticized
in the presenc: of other pupils.

11. Unguestioning obedience in a child is not
desirable,

12, Pupils should be required to do more studylng
at home.

The first fesson a child needs to learn s to
cbey the teacher without hesltation,

s

4. dYaung people are difficult to understand these
2yS.

16. There is too groat an emphasis upon “keeping
ordar® in the classcoom,

18. A pupil's failure is seldom the fault of the
teacher,

17, There are times when a teacher cannot be
blamed for losing patience with a pupiL

18, A toacher shiould never discuss sex problars
with the pupils.

16, Pupils have it too easy in the modern school.

20. A teacher should not be expected to burden
Himself with a papil's probloms.

B

Puplls expect too much help from the teacher
in getting their Tessons,

2. A tencher should not be expestad to sacrifice
an evening of recreation in order to visit a
child’s home,

23, Most pupils do not make an adequate eRort
to prepare their lessons,

2
b3

Too many children nowadays are allowed to
have their own way.

25, Childron’s wanits are just as important as those
of an adul

26, The teacher fs usually to blame when pupils
fail to follow directions,

27, A child should be taught to oboy an adult
without question.

26. The boastful child is usually over-confident of
his abiity,

9. Children liave a natueal tendency to be unruly,

30, A toacher cannot place much falth in the state
ments of pupils.

GO ON TO THE NEXT PAGE




SA—Strongly wyree
AemAgree

U Lndevided
or uncertain
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1—Disagree
SD--Strongly disagree

=3

@
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87.
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. A teacher should never acknowledge his i

. Some children ask too many questians.

A pupil should not be required to stand when
reciting,

‘The teacher should not be expected to man-
age a child if the latter's parents are unable
to do so.

norance of a topic in the presence of his pupil

Discipline in the modern school is not as strict
as it should be.

. Most pupils lack productive imagination,

Standards of work should vary with the pupil.

The majority of children take theis responsi-
bilities seriausly.

. To maintain good discipline in the classraom

a teacher needs o be “hard-boile
Stccess is more motivating than faifure,

Imaglnative tales demand tho same. punlsh-
ment as lying.

Byery pupil in the sbuh grade chould have
stk ghade reating sbiity

A good motivating device is the critical com-
pmm of a pupil's werk with that of other
pupile,

It is better for a child to be bashfu? than to be
“boy or girl crazy.”

Corse grades should never be lowered as
punishment,

48.

4

=

2

@
2

E

s
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More “old-fashioned whippings” are needed
today,

The child must iearn that “teachier knows best.”

Increased freedom in the classroom creates

confusion,

A teacher should not be expocted to be aym-
pathetic toward truants.

. Teachers should exercise more authority over

their pupils than they do.

. Discipline problems are the teacher's greatest
worry.

. The low achiever probably is not working hard

enough and applying himself,

. There is too much emphasis on grading.

Mose children lnck common courtesy toward
adul

. Aggressive children are the greatest problems.

At _times it is necessary that the whole class
sufier when the teacher Is unable to identify
the calprit,

Many teachers are not severe enough in their
dealings with pupils.

Children “should be seen and not heard.”

A teachor should always have at least a few
Sallures.

It §s casier to correct discipline problems than
1t is to prevent them,

GO ON TO THE NEXT PAGE




U—Undecided
or uncertain

D—Disagree

SA~-Strongly agree
A—Agree SDw-Strongly disagrae

76. There is too much leniency today in the hand-

81, Children are usuaily too sociable in the class-
ling of children,

room.

71. Difficult disclplinary problems arc seldom the
{ault of-the teacher.

]

Most pupils arc resourceful when left on
thelr own,

78. The whims and impulsive desires of children

68, Too much nonsense goes o in many class are usually worthy of attention,
rooms these days, .
Children usuatly have a hard time following
62, The school s often to blame in cases of truancy. instructions,
-~ Children nowadays are allowed too much free-
85, Children yre too carefree. dom n sehool,
66, Pupils who fail to prepare their Jossons daily 1 il "
should e kept after school to make this prep- All childron should start to read by the age
uld be keep of seven,
aration.
67, Pupils who are foreigners usually make the . Universal promation of pupils lowers achieve-
teacher’s «agk more unpleasant, ment standards.
88. Most children would Hke to use good English. Chitdren are unable to reasan adequately.
' " 3 ol
. gsnng adiionat st work i ot s $% (L R gl e o e
o 3
5. The ciild who misbchaves should be made to
78. Dishonesty ai found in cheating is probably feel guilty and ashamed of himself,
one of the most serious of moral offeases.
85, If a child wants to speak or to leave his seat
71. Children should be allawed more freedom in during the class periad, be should always get
their exccution of learning activities, permission from the teacher.
i i 7. Pupils should not respect teachers anymore
72. Pupils must learn ta respect teachers if for no
other reason than that they are teachers, thar any other adults.
3 ing of chalk and crasers should always
5. Chiden et o sy undstnd e o5 TG 0L S y
" 9, Teachers who ace liked best probably have a
4. Pupils usually are not qualified to sefeet theic better understanding of thelr pupis.
own topics for themes and reports.
0. Most pupils try to make things casier for the
76. No child should rebel against authority. teacher,

GO ON TO THE NEXT PAGE
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U-—Undecided DDisagree
or sncertain SD—Strongly disagree

91. Most teachers do not glve sufficient explana- 106, A teacher should not be exgested to do more
tion fn thels teaching, worle than he is paid for.

2 There are too many activities Iackmg in acad- 107, Theré is nothing that can be more irritating
emi hat arc being than some pupils,
mtn the curriculum of the modcm school,

108, “Lack of application” is probably one of the
83. Children should be given more frecdom in the woat frequent causes for failure,
classroom then they usually get.

u

3
8

. Young people nowadays are too frivolous.
94, Most pupils are unnecessarily thoughtlass rel-
ative to the teacher's wishes.

110. As a rule teachers are too lenient with their

95. Children should not exgect taldng privileges
when adults wish to spea

111, Slow pupils certainly try one's patience,

®

8, Pupils are usually slow to “catcls on” to new
aterial, .

2. Grading Is of value because of the competition
element.
BY. Teachers are responsible for knowing the
home conditions of every one of their pupils.
113, Pupils fike to annoy the teacher,

88, Pupils can be very boring at tmes,

114, Chitdven usually wilt not think for themselves,
99, Children have no business asking queations
=bout sex.
118, Clansroom rules and regulations must be con-
sidered inviofable,
100, Children must be told cxactly what o do and
how to do it, . .
116, Most pupils have too casy a time of it and do

siot learn to do real work,
101 Most pupils are considerate of their teachers,

117, Children are so likeable that thoir shorteom-
102, Whispeting should not be tolerated. ings can usually be overiooked,

103. Shy puplis especially should be roquired to 118 A pupll found wiiting obscene notes should
stand when reciting. be severely punisied,

104, Teachers should consier problems of con- 11, A toacher seldom finds children really enjoy-
duct more seriously than they do.

105. A teucher ehould never leave the clase to its 120, There is usually one best way to do school
own management, wotk which all pupils should follow,

GO ON TO THE NEXT PAGE




SA—Strongly agree
Aw-Agrec

U—-Undevided
ar ungertain

—Disagree
SD—Strongly disagree

121. It isn't practicable to base sthool work upon
children's interests.

122, It is difficult to understand why some chil-
ren want to come to school so early in the
morning before opening time,

129, Children that cannot meet the school stand-
ards should be dropped,

124, Children nve usually too inquisitive,

126, It is sometimes nccessary to breale promises
made to children,

1268. Children today are given too much freedom.

127. One should be able to get along with almost

128, Children are not mature cacugh to make their
ows decisions,

128. A child who bites his nails needs to be shamed,

130, Children will think for themselves if permit-
ted.

+ 181, There is no excuse for the extreme sensitivity
of some children,

132. Children just cannot be trusted.

133, Children should be glvon reasons for the re-
strictions placed upon them,

134, Most pupils are not Interested in learning,

196, It s usually the tninteresting and difficult
subjects that vAll do the pupil the most good.

136,

127,

138,

1

3

9.

145,

148,

17,

148,

148,

18¢

8

A puplt should slways be fully aware of what
is expected of him.

There is too much intermingling of the sexes
in extracurricular activities,

The child who stutters should be given the
oppartunity to recite oftener,

The teacher should disregard the complaints
of she child who constantly taliss about imag-
inary illnesses.

- Boachers probably guor-emphasize the sor-

iausness of such pupil behavior as the writing
of obscene notas.

Teachers should not expect pupils to like
them,

Children act more civilized than do many
adults,

. Aggressive children require the most atten-

Teachers can be in the wrong as well as
pupils. :

Young people today are just as good as those
of the past generation.

Keeping discipling is_not the problem that
many teachers claim it to be,

A pupil has the right to disngres openty with
his teachiere.

Most pupll misbelavior s done to annoy the
toachier,

One should not expect pupils to enfoy school,

In pupll approisal effort should not be dls-
tipguialied from scholarship,
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APPENDIX C
SKEDULE VIR SKOLIERE (S1)

Beantwoord asseblief die volgende vrae:

1. Wat sou jy graag wou doen wanneer jy skool verlaat?

2. Wie is die persoon wat jy die meeste bewonder

Hoekom?

3. Wie het vir jou die meeste hulp in jou lewe gegee tot dusver?

4. Wot dink jy sal jou mentor doen os jy:

a) Stokkiesdraoi -
b) Vleek en jok
¢) Huil

5.  Wot is jou mentor vir jou?

6. No wie sal jy goan as jy 'n probleem het?

Trek nou 'n kruisie langs ‘ja’ of 'nee': — e
7. Sal jy doervan hou dat jou mentor jou overs ontmoet?]| |Ja | |NEE
8, Verstaan jou ouvers jou? . JA |__| NEE
9. Hou jy ven skool? i JA |__JNEE
10.  Sol jy deorvan hou dat jou mentor na jou huis kom? | [ JA [ | NEE
11.  Is dit vir jov lekker om vir die huiswerkklos saam

met die mentor agter te bly? i1 JA || NEE
12.  Verstaan jou onderwyser jou? L1 JA |__| NEE
13, Vertrou jy jou mentor? L lda || neE
14, Het jy vir iemand vertel van jou menter? { JA | ] NEE
15, Dink jy jou mentor verstaan jou? {1 JA | I NEE
16.  Dink jy jou mentor hou van jou? Lo JA | §NEE
17, Dink jou mentor jy 1s slim? | oA | |nee
18.  Sal jy vir jou mentor ven jou probleme vertel? |__[JA [ fNEE
19,  Sien jou mentor rack as jy iets goed doen? | {Ja | INEE
20, Dink jy jou mentor gee om of jy gelukkig is? | {Ja | __|NEE
2l.  Het jou mentor jou al met *n probleem gehelp? | {JA [ | NEE
22.  Dink jy jou memtor sal 'n goeie onderwyser wees? i JA |__INEE

Hoekom?
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APPENDIX D
CARKHUFF SCALE OF MEASUREMENT (C.5.M.}
PRE. AND POST-TRAINING TEST
HYPOTHETICAL PROBLEM ADMINISTERED TQ _STUDENT TEACHERS when measuring

Corkhuff's Counselling Effectiveness Scales

Problem:

I cannct concentrate on my schoolwork. There are too many
problems ot home. My father does not want to work, he just wants
to stay at home to drink oll day. My mother has to go and work
and when she comes home with mensy for food for us, ond does not
want to give it to him to buy drink, he hits her. We are all so

upset.

Probleem:

Ek kan nie op my skoalwerk konsentreer nie. Daar is te
veel probleme by di: huis. My po wil nie werk nie, hy wil net
by die huis 18 en drink. My ma moet gaon werk en cs sy huis-toe
kom met geld vir kos en dit nie vir hom wil gee om drank mee te

koop nie, sloan hy haar. Ons is alme)l so ontsteld.
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APPENDIX E
UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG

PRIMARY SCHOOL CHILDREN

Please submit the following assignment to me on the 7th August 1979

1.  During proctice teaching you need to opply your skills in
‘observing', when in the clossroom situption.  Select one
child who you think will benefit from o personol relationship
with you. Meet that child individually ond ottempt to
establish o purposeful helping relationship with him/her.

Submit o report on the progress you mode with the child,
stating briefly the background history, the number of times
you met, where, whot you discussed and how it made you feel.
a0
2. Write on essay of opproximately two foolscop pages on the
following topic: )
"THE EMOTIONAL NEEDS OF THE PRIMARY SCHOOL CHILD AND HOW
I WOULD ATTEMPT TO MEET THOSE NEEDS AS A SCHOOL TEACHER."

Please consult appropricte literature, which must be listed
at the end of the assignment.

A JANSE VAN RENSBURG {MRS.}
TUTOR

UNIVERSITELT VAN DIE WITWATERSRAND, JOHANNESBURG
STUDENTE-ONDERWYSERS BETROKKE BY DIE MENTOR PROGRAM VAN LAERSKOOL
LEERL INGE

Hondig ssseblief die volgende werkopdragte op 7 Augustus 1979, by .

my in:

1. Gedurende v prosfonderwys, moet v 'observasie' - tegnieke in
die kloskomer situasie be-oefen. Kies een kind wot u dirk
sou baat by 'n persconlike verhouding met u.  Ontmoet die
kind vir individuele onderhoude en poog om 'n sinvolle
verhouding met hom op te bou waardeur u hulp kan verleen.

Dien 'n verslag in oor die vordering wat u met die bhatrokke
kind gemoak het woarin u kortliks die ogtergrondgeskiedenis
skets, meld hoeveel onderhoude u met hom/hasr gehad het, waar,
wat U bespreek het, ¢n hoe dit u lact voel het.
N

2. Skryf 'n opstel van ongeveer twee foliovelle oor 'DIE EMOSIONELE
BEHOEFTES VAN DIE LAERSKOOLKIND EN WOE EK AS ONDERWYSER SAL POOG
OM DIE BEHMOEFTES TE VERVUL".
Maak asseblief gebruik van toepaslike naslaan werke, wot u
canhaal ondercan u werkstuk,

A JANSE VAN RENSBURG (MEV)
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APPENDIX F
UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG
SCHOOL OF SOCIAL WORK

Report of o Discussion held gt Wilhelming Hoskins Primory Schesl
at_14h00 on 16 August 1979

Present
Me C D Beukes Chief Inspector of Coloured Education in
the Tronsvaal
! Mr G Braom Rector of the Rand College of Education
! Mr M Soudien Headmaster of Wilhelmino Hoskins Primary
School X
Mr J G Winnasr Teuchers ot Rand College of Education
Mr W Hoskins
Mrs M Okkers Teachers of Std V pupils ot Wilhelmina
Y Mr G de Jongh Hoskins Primary School
Students

First year student
teachers paxticipating
in the Training Programme

Mrs A Janse van Rensburg Course presentor; Staff member of the
4 School of Social Work, University of the
Witwatersrand

Purpose of the Discussion

1. To infoxrm cll persons involved in the project of "Training
Student Teachers as Mentors to Children" of the progress and
contents of the course to date;

- 2. to receive feedback from porticipants in the course; and

F 3.  to ascertoin how the education guthorities 'see the future of
the innovotive programme’,

L Discussion

Mrs ven Rensburg extended o word of welcome and appreciation to all
persons present and thonked Mr Soudien for the use of his steffroom
as the vehue for the meeting,  She then continuved to describe the
need experienced for qualified tecchers to:

| (i) become awaxre of the child's individuul needs;
(i)  form n helping relationship with u child; and

(iii) to grow and develop an understanding for the world of the
child.
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She claoimed that this need was not likely to be met unless there
was increased personal ccntoct between teochers in training and
children as individuals. The mentoring programme where each
student will meet a pupil in o one-to~one relationship, once a
week, would provide o more personalised experience.

The history of the present project wos that since it was

compulsoxy for first year student teachers to perticipote in two
extra-mural ectivities, i.e. sport and community service, the
mentoring programme was developed as the community service octivity.

During 1979 the first year students were divided into iwo groups:

Members of Group I mentored o primary school pupil once a week for
an hour en a one-to-one basis. The pupil received help with his
homework, end the mentor established a helping relationship with
the pupil.  After each ercounter a report wos submitted to Mrs
van Renshurg covering the contents of the encounter betwean mentor
and pupil.

Members of Group II mentored o primary school pupil once o week
for an hour on a one-to-one basiu.  The pupil received help with
his homework ond the mentor established o helping relationship
with the pupil.  IN ADDITION this group porticipated in the
Training programme for mentors which they eottended once per week.
The 'troining' course included the following topics:

*Emotional Needs of Children in Different Developmental

Stages';

"The World of the Child';
*The Art of Helping'; and

‘A Principal's View and Experiences of seeing the Pupil
as an Individual®.

The progromme for the rest of the year would include sessions on
‘Behaviour Modification'; 'Volue Clorification'; ‘Enhancing the
Self-Concept of the Child; and viewing the films: ‘'Free %o be
You ond Me® and 'Conrack'.  The traiming could then be integrated
during mentoring practice.

The purpose of dividing the students into iwe groups wos 4o
evaluate the extent to which training in addition to the mentoring
would help to achieve the goals gs set out above.

Mr Winngor explained that he felt it was chsolutely necessary for
@ teacher to be awere of the child and his needs and not only to
see o child as someone who needs knowledge pumped into him.

Mr Beukes who had listened very carefully ond hod jotted down
notes raised o few points. He stated that os fur ms he could see
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the only persons benefitting from the exercise would be the
trainee teachers and that the children who were the 'guinea-pigs’
were getting nothing out of the programme. He furthermore
wished to know if the students did not feel that by knowing
individual problems amongst their pupils it would make them
subjective ‘about their appraach to the class’ and if they were
not providing a crutch for pupils to lean on and whether they
would be able to cope once problems which they hed reached for,
started emerging. Furthermore he wondered how children would
cope with the difference of aititude the teacher would have
towards them as opposed to the ottitude of their porents. He
questioned whether the pupils would not become bitter and
discontented, Mr Beukes enquired why only the students were
tested (evalvated) and not the children os well.

One of the students replied that he felt he had goined a much
better understanding of the child and that as o result thereof
could build o reletionship with the child from which both could
benefit., He helped the child with his homework ond worked through
the problems the child wos experiencing.

Another student responded forcefully and socid he was quite sure
they would be oble to cope as surely not all the children in their
closs would have a problem on the scme day but thot they felt they
were being trained to pick up non-verbal cuves of when o child was
under stress as a result of a problem and to respond to it
constructively.

A third student pointed out that the training haod equipped them to
explore the feelings « person has obout his problem ond to moke
him aware that you understond his feelings and will explore woys
of solving his problem with him and encble him to take steps in
solving the problem.  The onus would not be on the teacher to
salve the problem but on the pupils thomselves.

Mrs Okkers said she felt excluded from this whole programme and
only now reclised whot the students were busy doing.  She thought
the pupils were only being helped with their homework

One of the students replied that if she had taken the trouble to
stay after school to ottend o mentoring session she would have
reglized this soonexr. Mrs von Rensburg ogreed thot it wos o
weckness in excluding the cluss teachers concerned with the pupils
and that she was pleased that Mrs Okkers hod pointed this out, as
attempts would be made to involve the class teachers in the project.
She also wanted Mr Bevkes to know thot the pupils were considered
in the project and thot the records submitted by the students after
their encounter with the pupil were carefully supervised and where
necessary individually discussed with the student advising him/her
os tu the correct handling of the scholars. The pupils were most
definitely deriving bencfit from the mentoring programme.
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Mr Braam pointed out that the mentoring provided opportunity fox
the students to have group discussion of the problems of the pupils
and that students referred pupils far help to sppropriate resources
wherever necessary. He felt the programme should:

(a) promote personal growth in the students

{b) turn out teachers (i) with deep-seated understanding of
children; and {ii) who were not concerned with an 8 o’clock
~ 2 a'clock job.

He wonted the students to realise they were not teaching subjects
but children. He felt the programme wos achieving these
objectives successfully.

Mrs van Rensburg said she was groteful to have received this
positive feedbuck and wished to know what further steps would be
taken to incorpercte the mentoring programme into the first years
teochers' training curriculuim,

Mr Beukes replied that if Mr Braom wished to include the mentoring
progromme into student training he needed no outside authorisation
to do 5o and could allocote the necessary staff to the project.

Mr Broom was very plegsed ond responded by soying thot as for as
he was concerned this project would receive top priority as on
extra-mural activity; that he hoped the present mentors would
hecome mentors supervising next yeor's mentors. He hoped that the
Rand College would be able to use the Wits School of Social Work
Stoff as resource persons. Mr Winnoor would teach the course next
year with the material Mrs ven Rensburg would moke avoilable to him.
He thanked Mrs van Rensburg for her eofforts thus far

Mz Beukes saoid he thought the group of students who prarticipated
in the progromme were more mature than the averoge first year
student teaachers and thot he perceived them as seeing themselves
as community workers and not only teachers.

Mr Braom felt thot the mentoring progremme had contributed to the
students® development and their level of maturity.

Mrs van Rensburg thanked everyone present for the opportunity of
discussing the project and the inspirction received us a resuli
theregf.

- e 72 éw/n,.,n
A opse van Rensbur
|
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APPENDIX G(i)

UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG
SCHOOL OF SOCTAL WORK
QUESTIONNAIRE: A MENTOR'S EXPERTENCES WITH A PUPIL IN 1979 (Qsi)

Date civovene .

The programme in which you have participated as a mentor has
reached o stage where formal feedback from each member of the group
is highly desirable. You are therefore invited to record your
experiences ond views in tuis document, Please moke use of the
opportunity to add comment in the spoces provided. Your findings
will be shored with porticipants.

la.  Mentor's Name

1b.  Nome of Pupil

SECTION A

INFORMATION ABOUT YOUR PUPIL

2. The age of the pupil you mentor is: (moke o cross in the
appropriate square)

12 yeors D 15 years D
13 years D 16 yeors D
14 years D over 16 years D

3. On the whole your pupil moy be described by you as: (make o
cross in the oppropriate square)

quiet D shy D
boisterous D boastful l__]
outgoing D pleasant teo be with D
withdrown D unpleosent to be with D

4, According to your knowledge of your pupil, please onswer the
following questions:

What is his/hex fomily composition




SCHOQL,_EXPERIENCES OF THE PUPIL

5.

6.

Is he/she hoppy in school?

Whot does he/she dislike obovt school?

Whu is the most isportent person in his/her 1ife?

REACTION TO MENTORING

i

ik,

Ds you thiek that sou understund the feelings of the pupil
that veu nontor?  (Meke o cross in the appropriate square.)

Yer ]
L
Ne ™

L

L tind sut thot your pupil lies or steols, which of the
g stotemsnts would describe your reoction?  (Moke
2 in the eppropriate squere,

T weld be very disappointed but would not lose faith D
in tim
T wonid toke ihis aw un indication of bed behaviswr D

it othe futere i

Hus thee oopil that pnu sentor told you obout any persenal
croblesy thet be has? (Moke o cross in the appropriate

BT EN

It sour ansod te question 90 was 'yes! pleose briefly
dereribe fue pature o the problem and how you responded to
being told abeat §i,
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SECTION B

RELATIONSHIP IN MENTORING

10, Thinking back to March this year, how would you describe
yous sitvation as o menlor during the first mentoring
session?  {Make o cross in the appropriote squares.)

Salf confident and knowing just whut to say to the
supil

At vase but not wholly confident
Aafaus and tongue-Lied

Censciovs of focling o liking for the pupil

aaaad

Conssives of nut liking tho pupil ac oll

i, By mid-Acgust {Session No.9) how would you hove described
sour situation we « mentor? (Make a cross in the oppropriote

ma)

nfident und knowing what to say to the pupil
A0 i et et whoelly confident

s ond bendues tied .

fors of feeling o liking  for the pupil

cious wf aot Liking  the pupil

120 In beteeen mentoring sessions (moke a cross in the
apuropriate square).

Yau think of your pupil o great deel
You think of your pupil now and again

Yeu have nol given any thought to this aspect of
the situation

OO0 ogogd

13, Which of the following stutemants most closely
retlects your views obout children?  (Moke a cross in the
eppropriute square,)

Every child differs from others in one or more

st




All children ore the same

There is a valid regson when o ¢hild is naughty
Children wre naturally noughty without o valid regson
Children are cosy to get along with

Children ure difficult to get aleng with

Trrespective uf home background oll children have the
camg peeds and problems

Irrespective of home background all children have
different neads and problems

It must be oxperted that children from disodvantaged
boans ond fomilies will bohave badly in school

Children from disodvantuged homes ond fomilies need
not aecesyarily bohave bodly in school

IHE STUDENT TEACHER

N

Rearans wby watriwolonts choose to be teachers ore:
(mark - erv. du ihe approprivte squere).

I5 #iafil  calling to be o teacher

5y wotking day with children

o v Soboand earecr

T varn o good salary
To achieve sociol status in the community

Other {plensc speeify)

228
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15.  Which of the following statements most closely reflects
your persongl reasons for being in the Teacher's College?
(List these from 1-5 gccording to arder of priority in the
appropriate squares. 1, being the highest priority and 5

the lowesi).

1 have o talling 1o be o temcher D
1 would like to spend every working day with children D
1 want tu have o secure job ond coreer

I would like te corm ¢ goud salory

N

I wont to have social slatus in the community

ATTRIBUTES IN TEACHING BEHAVIOUR

16, In your opinivn vhich of the following behaviours wiil gain
« teacher respect From his/her pupils? (Make o cross in the
ppieprioty suvares.)

A weachur sewetimes loughs with pupils in class

A teucher st alwavs be serious in class

A teacher mever humiliotes pupils in the presence of
cthors

A teacher should sonetimes humiliote popils in the
sregenee of athers

A teacher <hould try neves to loss his temper in
class

A tegcher must vhow that (o has o temper in closs

i

Ot 0oodoOoonood

A teacher should be corsful obout the use of
disciplinary meesvures

A tiacher should be xtremoly strict

A teacher should never punish o child without first
listening tu the reason for the behaviour

A teusher should purish every misdeed without
Hslening Lo rogsons for the behoviour

A teacher should enquire if o child hes a problem
when they are distrossed
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A teacher should ignore o child who seems distressed

Tt is oppropriate that o teacher should moke visits
to pupils’ homes

Tt is ingpproprivte for o teacher to moke visits to
popils homes

7. When yvou are meptoring yeur pupil do you feel that
(make @ crese in the appropriate squore)

Yoo ure showing the attributes of a teacher

Once you are o tescher you will have io behave
differantly

O OO

18, Wnen the cepil thot you menlor truants, swears ond
liss de vou generully: (wake a cross in the
apnrapriote sqeore
Confrent nimfher about the behavieur

Ignore the pehaiour

You are wet sere of what to do

|

HELPING ABILITLES GAINED THROUGH MENTORING EXPERIENCE

1. Which sf the following effects has participation in
thy course 'Troinee Teachers as Mentors to Pupils®, had on
wwu? {Moke o cross in the eppropriote squore.)

I huve gained o etter understanding of children and
their neads

I have nul gained o betler understonding of children
ond theit wecds

My wvian of hew teachers should relate to pupils
has changed

My view. of hew touchers should relate to pupils has
not changed

1 ne2d t teach for the soke of teaching childran

oo o oo

I nowd ‘o teach for the scke of ieaching subjects
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My understonding af what influences children's
behaviour hos increased D
My understanding of what influences children's
behaviosr hus ant increased D

Ir terms of your experience os o mentor, whot knowledge
areas do voun think should be incloded in the next eight
sessiang of the 'Traines Teachers os Mentors' Course?
Please deseribe

SR




KONTROLE SKEDULE VIR SKOLIERE (QS1)

Beuntwoord asseblief die volgende vrue:

1.
2.

Wot is jou nuam?

232

APPENDIX G(ii)

DATUM «.oviiievnennnes

Wat is jou mentor se naam?

How oud is jy?

Het jy 'n vader tuis?

Hot iy 'n moeder tuis?

Howveel broors het jy?

Hoevee) sosters het jy?

I: jy gelukkig in die skool?

Waarvan hou jy die minste in dic skool?

Wiw iy die belongrikstr wens in jou lewe?

Dink jy jou menior hou van jou?

As juu anlwuard ‘ja' is, mack 'n kruisie by die onderstaande

redes woormes jy soamstem:

dit is lokker om 'm montor te h& wat in my persoonlik

blongstel

my mentor help my wet my huiswerk
wy wwerber verstoon us ok gelukkip of ongelukkig is

ay mentor kan my help met die skoolvakke waorin

probleme het

w. menter wy sol kan help as ek ‘n probleem het

Het jy al vir jou menior van 'n probleem wat jy he',

vortel?

U0 OO

Genicl jv die mentorklasse? (woak ossemblief 'n kruisie by

Hia' of tnes

w ] Noo [
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APPENDIX H

EVALUATIVE QUESTIONNAIRE FOR MENTORS AND PUPTLS (Q2)

Please answer the Following questions after o joint discussion.

Neme of Menter

Name of Pupil

Dote

Based un your discussions with your pupil, plegse indicote whot
he/she thinks of the times you spent together.

The 5-point scale below ranges from 'very helpful' (1) to
‘not helpful at all' (5).  Please rate the extent of helpfulness
the mentoring progromme fas had for you in caming to o betier

gnderstonding of children.

Not helpful at all

1 2 3 4 5

Below follows o 5-point scale which ronges from "very meaningful® (1)
to 'no meoning ot all' (5). Rate the oxtent of meoning the
programue hod tor your pupil.

Vury maoningful Not ot all meoningful

@ ORI 5 L4

@




P
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APPENDIX T
TRAINING COURSE FOR MENTORS
Certificote Ceremony November, 1979
PROGRAMME
Master of Cercmonies: Mr D Jordaan, Chairmen SR C
1. Welcome ... e Mr G Braam
2. Report-back oh Mentoring Programme

(i) o Student who mentored without participoting

in the treining programme ... P Davidine Hotf
{ii) o Pupil who was mentored ... v+ Trevor Brown
(iii) o Student who mentored and porticipoted
in the treining programme ... +e.  Mack Wollace
3. Response ... Professor C Muller
4, Lunch
5. Hmnding out of Certificutes:

Mrs A Janse von Rensburg

Addressos by:
(i) Professor C Mullex
(ii) Mr € W Beukes

Your presence is oppreciated.




APPENDIX J

UMIVERSITY OF THE WITWATERSRAND, JOHAMNESBURG
DURING 1979
THE CENTRE FOR SOCIAL DEVELOPMENT
in association with

THE RAND COLLEGE OF EDUCATION JOHANHESBURG

and
THE WILHELMINA HOSKINS PRIMARY SCHOOL RIVERLEA JOHANNESBURG

GFFERED A COURSE IN EXTRA-MURAL ACTIVITIES

and
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THIS IS TG CERTIFY THAT

HAVING COMPLETED THE REQUIREMENTS OF THE PRESCRIBED COURSE
AS OUTLINED OVERLEAF IS NOW COMPETENT TO
MENTOR PUPTLS IN PRIMARY SCHOOLS

el "VVA/M crsie
PROFESSOR CECIEL MULLER - DIRECTOR G BRAAM -
RAND COLLEGE OF EDUCATION

CEHTRE FOR SOCIAL DEVELOPMENT

e friber

WA SOUDIEN - PRINCIPAL :FETTE’JAWS‘E\"VAN ReffseuRG
WILKELMINA HOSKINS PRIMARY SCHOOL URSE TUTOR

PRESENTATION MADE AT THE
RAND TEACHERS COLLEGE

)

o Cul vy




EXTRA-WRAL ACTIVITIES: THE ROLE OF MENTOR TQ PUPILS

The objectives were to :

develop skills in human relations;

develop understanding of pupils as individuals;
develop empathy and respect for children;
sharpen the communication skills of mentors.

Programme content included @
the teacher as social intervenor;
knowledge about child deyelopment;
techniques of working with children; and
practice in the skills of interviewing.

The practical content included :
mentoring a pupil one hour per week, recording
the mentoring and receiving supervision.
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(Inscription on Back of Certificate)

t . THE RGLE OF UENTOR 70 PUPILS

wibds in boman relations;
understanding of pupils as individuals;
oppatiy and rvespect for children;
seavpen Law comrmmication skills of rmentors.

aevnlap

e contant ingbeded

the tedcher as s

ial intervenor;

At indge abrat child development
tamwimes ©F working with children; and
peactice an the skills of intarviewing.

AHTNT I0C tuded o

Cantrirg 4 il ohe hour oer week, recording
Teg narteria, and mceiving supervision,
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