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L'anello di congiunzione tra il mondo universitario 
e quello scolastico viene rappresentato dalle figure 
tutoriali, incaricate di portare a termine una fun-
zione di coaching, di accompagnamento, e guida del 
tirocinante durante tutta la sua esperienza di tiroci-
nio. In contesti internazionali gli studi sul ruolo del 
Tutor presentano contributi interessanti per svilup-
pare una più profonda comprensione di come im-
plementare una strategia di formazione per lo svi-
luppo professionale degli insegnanti con il modello 
Adaptive Mentorship e costruire una struttura so-
stenibile per trasferire questo modello nella forma-
zione degli insegnanti. La formazione, costante, 
permanente, obbligatoria, va effettuata assolutamen-
te dall'Università, prevedendo un'organizzazione 
mirata del Corso di Laurea Magistrale per l'inse-
gnamento nella scuola secondaria e l'attività di tiro-
cinio può diventare il luogo principale in cui si può 
sviluppare una relazione circolare multidimensiona-
le basata su una dimensione di reciprocità che si 
muove fra Università e Scuola, fra insegnante esper-
to e insegnante in formazione.  
 

The joining link between the University and the 
school world is represented by the mentor figures, 
appointed for carrying out functions as supporting, 
accompanying and guiding the intern throughout 
his/her training experience. In international con-
texts, researches on the role of Mentor have had 
interesting contributions for the development of a 
deeper understanding on how to implement an 
educational strategy for the professional advance-
ment of teachers through the Adaptive Mentorship 
model, and for the construction of a sustainable 
structure in order to convey such model in teachers' 
training. Permanent and compulsory training must 
be entirely carried out by the University, providing 
for a focused organization of the Single Cycle De-
gree Programme for teaching in secondary school; 
the training activity can thus become the main 
situation to develop a circular and multidimen-
sional connection based on the reciprocity existing 
between University and School, and between expe-
rienced teacher and training teacher.  
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1. MENTORSHIP AND ACADEMIC TRAINING FOR TEACHERS 

The interest for the study of mentorship has been growing in all the fields, 
from social sciences to liberal arts (Allen & Eby, 2007; Carnegie, 2011) and, with 
specific and distinguished roles, just like the Anglo-Saxon model, there has been 
a real explosion in the different roles of the mentoring function even in the aca-
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demic training (the concepts of tutor and mentorship contain educational sup-
port actions). 

In international contexts, researches on the role of Tutor have had interesting 
contributions starting from the nineties with Collins' studies (Collins, Seely 
Brown, Newman, 1989), where the focus moves from the trainer to the trainee, 
and mentorship is aimed at the subject overall training, with the main goal of 
helping the person taking on the responsibility of his/her one's own growth. At 
the bases of superior mental process development there are, in fact, interactions, 
negotiation and verbal activity. The cognitive apprenticeship emphasizes control 
strategies of the processes aiming at developing, in the scholar, skills as self-
monitoring, self-correction and integration of theoretical and practical capacities. 
As for this model of cognitive apprenticeship, we notice elements such as men-
toring, coaching, scaffolding. In the University, mentoring is mainly adopted for 
the integration of students belonging to ethnic minorities or disadvantaged social 
classes. The mentor, in such cases, is a senior student, who has the task to ac-
company the young colleagues through the studies and in the acquirement of the 
starting professional capacities (Frierson, 1997). The coaching is a typical process 
of the business world, through which employees acquire essential skills and ca-
pabilities in order to grow professionally, being more effective on the job and 
improving the organization productivity. The scaffolding is a kind of social edu-
cation, capable of building self-confidence in the student own ability of handling 
the required competence. With a clear constructivist approach, such model con-
siders knowledge, development and learning process as established by the teach-
er, who gives practical support in order to make the student more and more in-
dependent in the learning process. 

In Italy, the debate regarding the need of giving teachers a professional train-
ing based on scientific approach started only during the Seventies (Ulivieri, Giu-
dizi, Gavazzi, 2002, p. 9), thanks to the shared belief that teachers' training 
should go beyond disciplinary competence, so that the students could be able, 
through the acquisition of socio-psychological, educational and didactical skills, 
to answer to the requirements of a mass school; in such framework, the intern-
ship turns out to be an ineluctable element in order to give the students an edu-
cation not merely limited to the theoretical aspects (Ulivieri, 2002, p 89). An aca-
demic specific education for teaching in kindergarten and primary school was 
regulated for the first time by art. 3, par. 2, of the Law of 19th November 1990, n. 
341 (Reform of the academic educational system), while art. 4, par. 2 of the same law 
provides for the activation of the SSIS (which is the Italian acronyms of Scuola di 
Specializzazione per l'Insegnamento Secondario, that is Specialization School for Teach-
ing in Secondary School) for the secondary school of first and second grade (ac-
tually realized only from 1998 onwards). The Decree n. 249 of the 10th Septem-
ber 2010 identifies a new model of initial training for teachers, valid for all school 
levels and orders. The closure of the SSIS in 2008 generated in fact an empty 
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space due to the inapplicability of the previous training approaches, since they 
were revoked and no more in force, and also due to the lack of new training 
paths able to meet the needs of those striving for the teaching career. 

The proposed model tried to combine the theoretical and the practical (both 
real and simulated) aspects, together with the ongoing and ex-post reflection on 
personal experiences. The training represents a resource for both university and 
single schools, since it is characterized not as a performance training but rather 
as a permanent path of research and action, on which it is appropriate to medi-
tate, during and after the experience. The model puts at first place the education-
al value of the experience and of the reflection. Is thus clear that the joining link 
between academic and school world is represented by the tutoring figures ap-
pointed for carrying out a coaching function, that is supporting, accompanying, 
guiding the student throughout his/her training experience. There are several 
figures of teachers-mentor provided for by the law. For the implementation of 
the internship dedicated to the training of teachers working in the secondary 
school (first and second grade), there are two different types of mentors: the co-
ordinator-mentor and the mentor for interns. As for the Single Cycle Degree 
Programme for teaching in kindergarten and primary school, another figure has 
been introduced, that is the organizing tutor, with tasks as trainees' guidance, 
support in classroom, management of training programme and connections with 
schools, and draft of the final essay. The role of the tutor becomes more and 
more relevant from the pedagogical point of view, and after all the experience 
related to the Primary teacher education Degree represented an important inno-
vation field in this direction, also conditioning, step by step, the SSIS and the 
TFA (acronym of Tirocinio Formativo Attivo, that is Active Training Intern-
ship): every complex professional practice needs, rather than a simple application 
of knowledge and solutions abstractly acquired, the development of a predisposi-
tion to face with a thoughtful and smart approach the problems characterizing 
one's own field of activities. 

According to Baldacci (Baldacci, 2014, p.41), the training mechanism seems 
to require the integration of two different components: the apprenticeship model 
and the research-action model. The first one aims at passing down the tradition 
of didactics thanks to the interaction between experienced teachers and begin-
ners, in their conventional context (the classroom); the second one, the research-
action model, aims at enabling the future teachers -as well as those still in ser-
vice- to go beyond the deeply-rooted tradition, towards the development of cur-
ricular, organizational and didactical innovation. Thanks to the integration be-
tween these two models, we can think of an initial academic training for teachers, 
which, apart from giving them basic skills, enables them to learn from their per-
sonal experience in a smart way, laying the foundations for a permanent high-
quality training in service. 
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2. THE ADAPTIVE MENTORSHIP MODEL  

Currently, there is a growing interest in the improvement of teachers' quality 
and their education. Schmidt e Knowles researches (Schmidt 1990; Knowles, 
1990) proved that the beginner teacher, when finding him/herself in the con-
crete professional situation, operates according to 4 levels of influence: personal, 
that is his/her prior experience in the field; environmental, or classroom context, 
that is the interaction between teacher and students; institutional (not only con-
sidering the colleagues, but also the curricular organization); structural, in par-
ticular considering the social background in which the school is embedded. The 
beginner professional asset is made up by a complex framework of beliefs and 
perceptions collected during the past experiences, and it is important to acquire 
awareness of what (and how much) ties the teacher to a precise view of the 
teaching. S. Veenman's research (1984) revealed the pertinence of creating pro-
fessional induction programmes in order to avoid a strong negative impact of the 
school reality on the teacher, highlighting the importance of the mentor, or expe-
rienced teacher, as that figure able to safeguard the quality of professional im-
printing. During the time, such figure acquired a clearer identity, until it became a 
precise role with specific professional requisites and with the hypothesis of in-
troducing inside the induction programmes the very same training to the activity 
of mentorship, up to the point of defining the mentor as the experienced teacher 
inside the school with tasks of welcoming, and the tutor as an outer figure, with 
tasks as facilitating and decontextualizing-recontextualizing of professional adap-
tation experiences (Elia (edited by) 2011 p. 129).  

According to a research by Bullough (Bullough, 1990, p. 359) the mentor task 
consists in helping other teachers discovering and developing implicit theories or 
schematics through which understanding the world and making it relevant, in 
order to become aware of specific meanings. The development level of the tutee 
can be identified by the tutor through different ways, for example by means of 
formal and informal performance observations, with respect to particular 
tasks/skills; through informal conversations between mentor and protégé, or 
through the answers of the trainee to the direct questions of the mentor about 
his/her progress.  

The Adaptive Mentorship model guides mentors in adjusting their mentoring re-
sponses to match appropriately the task-specific development level of protégés 
whom they are assisting in the learning/working situation (Ralph & Walker, 
2012, p.76). The model concentrates on the mentor capability of managing the 
supervision of the very mentorship and governing behavior in combination with 
the answers on the expected development profile and the specific tasks that in-
terns shall carry out during the situation. The main objective of the twenty-year 
long research realized by the Canadian University of Saskatchewan was that of 
limiting the difficulties associated with the management of variables in the pro-
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fessional mentoring programs. Authors performed researches on the Adaptive 
Mentorship model with teachers at their initial training and their mentors in the 
apprenticeship stage, and assumed beginner teachers as able to handle the plan-
ning and managing activities, interactions, classroom management and evaluation 
of students' learning abilities. Protégés are in fact supposed to develop capabili-
ties in such fields under the tutorship of the mentor, who offers support thanks 
to constant feedbacks. In this way, mentors can identify their tutoring actions, 
coordinating their adaptation answers. 

First of all, the couple protégé / mentor verifies the current level of the student 
in order to carry out a specific development program, as well as his/her compe-
tence and confidence level in order to perform the operations. The chiasmus 
scheme observes a subject with "low competence" and "high confidence" or 
"high competence" and "low confidence" in carrying out the task. The Adaptive 
Mentorship model is useful to conceptualize the process of mentorship since it 
provides a logical conceptual map of the whole mentorship experience. It ena-
bles to modify the tutor conduct depending on the development needs of the 
protégé (it shows how the mentor can adapt his/her style in order to connect 
with the student level); it is quite simple to learn it; it provides the mentor with 
an instrument to help examining and limiting mentorship conflict; it enables to 
understand that effectiveness problems are often due to insufficient feedbacks; it 
encourages growth for both the partners. 

At the second stage, the mentor adjusts appropriately the response in order to 
match the already existent level D (developmental) of the protégé with a precise 
skill: A (which stands for Adaptive) 1 will thus be matched with D1, A2 will be 
matched with D2, and so on. The mentor adaptive response (A) has moreover 
two different aspects: the support response given by the mentor, which is for ex-
ample the degree of psycho/social/emotional expression of encouragement they 
provide to support the protégé in learning the skill-set. Usually, support consists 
of positive words and actions and facial expressions. 

The other element that mentor has to manage in the Adaptive framework re-
gards the task and the regulation of the quantity of commitment referred to such 
task, in respect to the protégé skills; the response can change and the size of the 
task can be adjusted underway using questions, demonstrations, suggestions, dis-
cussions, or giving procedural strategies; this dimension includes an in-depth 
analyses of professional identities and its social, ethic and moral aspects. 

The basic principle that the mentor has to follow in order to accurately match 
the Adaptive and Development quadrant is that his/her response to the task has 
to be indirectly proportional to the competence level of the protégé; meanwhile, 
the quantity of mentor support shall also be indirectly proportional to the confi-
dence level that the beginner has in respect to that specific task. In short, the re-
sponse degree of the mentor is opposite to the development response of the tu-
tee. Such matching process represents the heart of the Adaptive Mentorship model. 
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The literature proved that there is no single tutoring definition which suites 
all the planning and programmes of mentorship in terms of effectiveness degree. 
Training, mentoring, tutoring and coaching programs can affect in many differ-
ent ways the subject receiving the support (protégé/mentee) and warn against 
taking for granted the fact that a tutor or mentor will always be able to achieve 
the expected result (Rhodes, 2005). Mentoring, as a component of collaboration 
partnership between school and university, is considered an instrument to im-
prove teachers' professional practice. 

3. THE ORGANIZATION OF SINGLE CYCLE DEGREE PROGRAMME FOR TEACH-
ING IN SECONDARY SCHOOL 

Meditating on the Reform in progress, the draft bill predicts the overcoming 
of the TFA (acronym of Tirocinio Formativo Attivo, that is Active Training In-
ternship), as already predicted in the decree of the year 2010, and the organiza-
tion of Single Cycle Degree Programme for teaching.  

An academic education in studies essentially dedicated to teachers' profes-
sional progression turns out to be essential, as well as it is fundamental to con-
duct the training inside such studies' cycle. The drafting of courses' curricula 
could be fruitfully based on this work, clearly stating the educational goals of the 
different teachings, in order to give the teacher the job of fine-tuning of the es-
sential skills. 

Educational paths for teaching in secondary school (first and second grade) 
with admission test and numerus clausus could be predetermined in a program 
made up by specific bachelor degrees (one for each subject to be taught) and a 
two-year additional degree, composed by the fourth year, characterized by the 
study of specific subjects related to particular educational fields and a 30-hours 
academic training based on the reflection theory that takes place inside the Uni-
versity, and the fifth year, characterized by pedagogical and psychological courses 
and workshops and a 60-hour indirect training with professionalizing validity, 
carried out in school and university. 

In this sense, the organization of the indirect training inside the University 
joins up systematically the organization of the direct training inside the school: 
the school experience is considered a unique opportunity and integral part of the 
student's education and training, and takes place within a collaborative connec-
tion between school and university. In this way, both school and university share 
the educational responsibility of the future teacher, and such connection is im-
proved thanks to the collaborations with school networks and the identification 
of school complex. 
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The training becomes the main situation in which to develop a circular and 
multidimensional connection based on the reciprocity existing between Universi-
ty and School, and between experienced teacher and training.  

Some mentors could be recruited in order to work on secondment from uni-
versity teaching for maximum 4 years, through an announcement of selection by 
the University; the requested profile shall be an expert with long teaching experi-
ence, to be employed in the organization and management of the training of the 
first and second year of degree inside university, managing also the second-year 
training inside the school, in order to test transformational learnings in the 
community of professional practice. Such figures perform a strategic task in or-
der to create positive synergies between school, university and regional school 
offices, strengthening the inter-institutional collaboration among all subjects and 
authorities involved. Moreover, they have the important task to ensure the train-
ing as a truly formative experience, inspired by principles like significance, trans-
formation, reflection, practicality above mentioned, creating a sort of trait d'union 
between situational learning and professional experience. 

The University mentor organizes for the students a training that will be deep-
ened during the second year of studies thanks to the introduction of the students 
in classrooms; moreover, the mentor takes care of the agreements with school 
institutions and with the school mentor.  

The whole training process of the Degree Programme -both direct and indi-
rect- of the first and second year, that is inside University or inside the school, 
goes from the welcome phase to the guidance and planning phase, until it reaches the 
final phase of testing and evaluation. 

The University Mentor becomes that figure with whom students can relate at 
best for the training, as he/she goes beyond the academic aspects and represent 
the best way to interact with University. The University Mentor, encouraging the 
reflection on past and future training activities, enables the students to plan their 
learning path within that experience field too often conceived just as the situa-
tion for translating noble theories into practice, and that represents both situa-
tions as an unicum.  

Moreover, since according to the Reform the teacher is part of the school-
head staff, it is important for such figure to have tasks as welcoming and intro-
duction/accompanying of the trainee in the classrooms, which attended by high-
ly experienced teachers, who could be recruited through specific regional an-
nouncements of selection organized in collaboration with the Ministry of Educa-
tion, University and Research and the University, established with numerus clau-
sus.  

The specific organizational function of the School Mentor will be useful in 
order to gain course credits for the teacher's portfolio and for the rewarding 
mechanism that enables the teacher to be promoted to a higher career level. The 
university student will thus get in touch with the school mentor of the school in-
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stitutions under agreement, to whom he/she will submit the training project 
written together with the University Mentor. The school mentor will address 
him/her to the Classroom Tutor, who will allow the classroom observation dur-
ing more or less demanding situations, recording his/her attendance. The Class-
room Tutor will provide documentary evidence of the student evaluation. 
His/her function will be acknowledged by the school institution and will be use-
ful in order to gain credits for the teacher's portfolio and for the rewarding 
mechanism. School Mentor will thus become a mediator between training stu-
dents and Classroom Tutor, identifying tasks and instruments and overcoming 
possible problems; he/she will also collaborate with the University mentor, in 
order to enable the student achieving the goals laid down in his/her training 
plan, taking part to the disciplinary activities carried out in classroom, also ac-
cording to the Adaptive Mentorship Canadian model. 

Being able to teach means also being an expert of the complex capacity of 
mediation; it means being able to adjust curricular knowledge, in order to adapt 
them to the subject's competence and context, making them coherent with pro-
cedures. The problems that students observe in the school reality become, on the 
one hand, an observation perspective of educational issues, and on the other 
hand, a search for solutions within specific theoretical fields. The role of theory 
then is not only identified with the solution of practical problems, but it arises in 
the context, that is the educational practice.  

The competence of future teachers cannot leave out of consideration the par-
ticipation in concrete experiences such as the introduction of the student inside 
the classroom, in order to identify instruments and tasks, overcoming possible 
problems, enabling the achievement of clear goals, previously detailed in the stu-
dent-training project, taking care of the planning of activities inside the class-
room.  

4. CONCLUSIONS 

Among the above-proposed training models, those to be privileged in the 
specific event of an initial training for teachers are definitely those focusing on 
the educational importance of experience and reflection. The reflective approach, 
in fact, avoids the adoption of a dogmatic and determinist approach of the didac-
tics and school activities, preventing the teaching to be restricted around stereo-
typed routine, but rather giving relevance to the experience field as a source of 
new competences and professional knowledge.  

Finally, let us mention art. 11 of the Draft bill regarding the Reform of the Na-
tional System of Education and Training, with mandate for the reorganization of the law in 
force, Teacher Card, according to which permanent and compulsory training of the 
teacher is required. However, University is not identified as the institution in 
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charge of training, thus implying the risk of a marginalization of University, and 
the entering in the scene of other training agencies selected by the school head. 

The uniform knowledge structure, the integration between disciplinary and 
pedagogical competences, the comparison among different educational models 
represent the very heart of the creation of a future teacher's professional compe-
tences (Zanniello, 2008, p. 9). 

The experience of our graduates integrated in the school and of teachers in 
service who ask for scientific and educational contributions, show that even in-
novatory teachers, when left alone, find themselves caught up in the everyday 
routine, going back to repetitive and well-established practices. Sometimes, the 
capacity to promote changes and innovations in contexts of au-pair training can 
be overestimated, as shown by the experience and the field research. 

Teachers' training and the acknowledgment of a critical thinking creation as a 
necessary condition for education, cannot be exclusively committed to the teach-
er, considered as a natural innovator: epochal transformation today require the 
creation of new categories for complexity, which can be activated only with the 
coalition of advanced academic research and the school world, thus promoting 
the idea of a quality school, focused on the subjects' advancement and their edu-
cation. All that doesn't represent a sufficient condition to ensure a quality teach-
ers category, but at least it presupposes an educational path explicitly oriented 
towards teaching those competences required by a complex organization such as 
the actual school. These competences, as described in the last paragraph, go far 
beyond mere disciplinary knowledge. 

Since a short time intervenes between the approval of the draft bill and the 
implementation of the law, it is important for University to find room to place 
itself, in order to submit the requests of academic training for both mentors and 
teachers in service. 

Permanent and compulsory training must be entirely carried out by the Uni-
versity. University shall take back its training function. 

That "quality school" often quoted in the European Union documents and in 
national legislative provisions, even those recently issued, cannot exclude the 
presence of "quality teachers"; this requires a commitment in terms of both re-
sources and improvement of the educational and training provisions. The chal-
lenge of the school of the future is based on choices operated at present and on 
the importance given to the initial training of the future teachers' category; and 
the success of the future generation depends, in part, on teachers. The hope is 
that all the involved authorities -being them governmental, administrative, aca-
demic or scholastic- will perform their tasks and roles to their best, in accordance 
with the institutional responsibilities provided for by our juridical system. 
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