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This study deals with novice teachers’ mentors’ conceptions of mentoring prior
to their mentoring training. In Israel, all novice teachers have to be supported
and assessed by a mentor during their first year of teaching. The aim of this
study was to elicit from prospective mentors their own conception of profes-
sional mentoring, as a basis for developing mentor training courses. We adminis-
tered a questionnaire to 170 experienced teachers who had just started taking
mentor courses in Israel. The open-ended questions therein included five cate-
gory components: the mentor’s spheres of responsibility; content addressed in
mentoring work; qualities required in mentors; professional skills required for
mentoring; and indicators of successful mentoring. The findings mapped percep-
tions of the role of mentors but also revealed missing elements. The concluding
discussion of the findings provides insight into the planning of training programs
for mentors of novice teachers, thereby optimizing the training process and the
professional abilities of their graduates.

Keywords: mentoring; novice teacher; mentor training courses; practice and theory

The conception of one’s professional role includes certain basic assumptions and
expectations regarding the prospective job, addressing such issues as responsibilities,
content (including professional knowledge and training methods), required personal
qualities and skills and job evaluation criteria (Australian Council of Professions
2004) Training courses for various positions, including that of mentor, may help
professionals fulfill their role (Hall ez al. 2008)

This study investigated the manner in which experienced teachers about to be
trained as mentors of novice teachers (MNTSs) in Israel perceive their future role.
Novice teachers in Israel in their first year of teaching are mentored — supported and
assessed — as a condition for receiving their teaching license. The mentors are teach-
ers who have taught for at least five years. The policy in Israel is that mentoring is
obligatory for novice teachers and can encourage the qualitative absorption of
novice teachers, who are dealing with a heterogeneous culture in the schools. In our
study we posited that the existing professional basis for MNTs may be identified
according to the prospective mentors’ conception of their future role, thereby reveal-
ing the gaps in their knowledge that should be addressed in mentor training courses.
The results will enable mapping of issues worthy of attention in the planning of
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training programs for teacher mentors, thereby optimizing the training process and
the professional abilities of their graduates.

The review of the literature on MNT role conceptions and the knowledge bases
required for mentor training enable comparison of the present findings with those
derived from the relevant professional literature. The concluding discussion presents
the disparities and shortcomings that distinguish real and ideal situations and recom-
mends topics to be emphasized in MNT training programs

Theoretical background

Many educational systems throughout the world ascribe decisive importance to men-
toring as a means of improving the professional socialization of novice teachers.
Mentoring has been found to exert a positive influence in the professional/pedagogi-
cal and emotional/personal spheres alike (Gless 2006, Ingersoll and Strong 2011,
Hudson 2013), affecting processes of integration of novice teachers into the educa-
tional system as a whole and at their respective schools (Donaldson and Johnson
2010). The research literature indicates that mentoring contributes to the self-confi-
dence of novice teachers, improves their professional skills (Kidd et al. 2015) and
keeps them from abandoning the profession during their early years of work (Seok
and Berliner 2012, Aspfors and Fransson 2015). Induction into the teaching profes-
sion is organized and structured in well-budgeted formal programs of one to five
years’ duration, often including special programs for mentors who support the
novice teachers. The United States, China, Japan, New Zealand, Singapore, the
United Kingdom and Switzerland conduct teacher induction programs, all of which
recognize the systematic structures that focus on professional learning, entailing the
development of professional partnerships and mentoring to accompany the intake of
novice teachers (Wong et al. 2005, Long et al. 2012).

Although mentor training programs recognize the importance of mentoring
novice teachers and the unique difficulties novice teachers encounter, in general they
are not always structured in a systematic and well-organized manner or supported
by formal authorities (Ingersoll and Strong 2011, Hudson 2013). In addition, the
institutions conducting training programs may lack economic, systemic and organi-
zational resources for this purpose (Yendol-Hoppey et al. 2009).

In the following, we describe conceptions of the MNT role, with attention to five
defining categories (Australian Council of Professions 2004, Hudson 2013).

The mentor’s spheres of responsibility

Mentoring is essentially based on interpersonal connections, including emotional
and professional support provided in an atmosphere of trust and receptivity (Wang
and Odell 2002, Orland-Barak and Yinon 2005). The mentoring process consists of
one-on-one personal support provided by the mentors, who are themselves experi-
enced teachers (Hennissen et al. 2011, p. 1050). Discourse and dialog that foster
autonomy and professional responsibility in one’s personal teaching style are com-
mon to all mentoring models (Dymoke and Harrison 2006). Responsibility plays a
major role among MNTs, who are expected to create an atmosphere of trust and pro-
fessional security that enables the novice teacher to develop, accept the mentor’s
professional authority and learn from the mentoring process. Trust encourages teach-
ers’ willingness to open up to one another with the confidence that such exposure
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will be handled with sensitivity, integrity and professional responsibility (Bouckaert
and Halligan 2008).

The literature addressing the mentoring role emphasizes four principal responsi-
bilities:

* Emotional support for novice teachers, based on trust, acceptance and empathy
(Rippon and Martin 2006), in order to help the novice teacher acquire self-
confidence and a sense of achievement. If they encounter difficulties, emotional
support allows them to express feelings such as frustration and anger (Trubowitz
and Robins 2003).

* Professional/pedagogical support, as in coping with classroom management and
discipline, conducting classroom discussions, managing time and handling
workloads (Stanulis er al. 2012). A joint assessment of teaching methods and
pedagogical considerations is also to be expected (Schmidt 2008).

+ Evaluation of the novice teacher’s readiness to be a teacher. In this respect, the
mentor serves as gatekeeper to the educational system (Korthagen 2007,
Nasser-Abu Alhija and Fresko 2010).

* The ecology system that copes with school norms, standards and expectations
of the novice teacher (Roberson and Roberson 2009).

The responsibilities inherent in mentoring often engender inner tensions. In the
mentoring models where mentors are appointed by officials bearing systemic author-
ity, such as the school principal or supervisor, the mentors, as part of the system, are
subject to the authority of their superiors. At the same time, however, they are obli-
gated to respond to the novice teacher’s needs. Mentoring models which emphasize
the conflict and professional tension resulting from simultaneous provision of both
support and evaluation, as in education, confirm that mentoring is a complex profes-
sional role (Schatz-Oppenheimer 2014). Moreover, such tension intensifies the men-
tors’ responsibility and emotional commitment to the act of mentoring, as they thus
become partners in the professional development of the novice teacher they are eval-
uating. Hence the issue of emotional support accompanied by evaluation ought to be
addressed in professional mentor training programs (Yusko and Feiman-Nemser
2008).

Mentoring demands familiarity with the connection between theory and practice.
Theory offers numerous opportunities for professional considerations and enables
reflective thinking concerning required practices (Hobson et al. 2009).

When the mentor and the novice teacher work at the same school, the connection
between theory and practice can also help novice teachers develop an awareness of
school norms and standards (Roberson and Roberson 2009), enabling them to cope
with becoming part of the school and improve their professional working methods
(Dynak and DeBolt 2000, Grossman and Loeb 2008).

In summary, the mentor’s responsibilities include forming interpersonal ties,
providing emotional and professional/pedagogical support in an atmosphere of
trust, and developing practical approaches and linking them with theory. Such
responsibilities demand professional training and study (Marable and Raimondi
2007).
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Content addressed in mentoring work

Professional mentoring involves two principal spheres of knowledge — teaching
processes and mentoring processes — covering both theoretical and practical aspects,
and the reciprocal relations between them (Korthagen 2001).

Mentoring focused on teaching processes entails emphasis on four types of activ-
ity: student centered — familiarity with students’ thinking and behavioral patterns
and their motives for learning; knowledge centered — including planning of long-
term learning goals and formulating objectives for each lesson; class centered —
focusing on cooperative learning and the creation of a social atmosphere suitable for
all students; and evaluation of students and learning — assessing the achievement of
learning goals (Feiman-Nemser 2012b, Stanulis et al. 2012).

Mentoring focused on mentoring processes: considers the world of the novice
teacher — an adult who lacks work experience, is undergoing professional develop-
ment and still manifests an amorphous professional identity — and consequently may
include questions of professional identity and professional ethics (Beijaard et al
2003, Schatz-Oppenheimer and Dvir 2014); addresses content through interpersonal
discourse and dialog, in which the mentor is expected to display empathy and sensi-
tivity toward the novice teacher (Roberts 2000); and is accompanied by covert and
overt reflective and dynamic processes (Edwards and Collison 1996).

The induction process demands that mentors are familiar with the content
studied, the world of children and, reflectively, with themselves as teachers. It is
also important to assess the positioning of the teacher in the organizational system.
Mentoring includes discourse concerning the organizational structure of the school,
its overt and covert power relations, appropriate intake into the organizational sys-
tem and familiarity with the system’s hierarchies and the functions of its various
officials (Hobson ef al. 2009, Feiman-Nemser 2012a).

Qualities required in mentors

To fulfill their responsibilities appropriately, mentors must be endowed with person-
ality-related qualities, qualities based on professional knowledge and practice-based
skills. These are derived from bodies of professional knowledge concerning the nat-
ure and practice of mentoring (Johnson 2003).

Personality-related qualities require that each mentor manifests certain qualities
at work which are largely related to their personality and apparently cannot be
acquired in training courses, although the learning process may develop their aware-
ness of their strengths and weaknesses. The specific qualities conducive to mentor-
ing include: integrity and concern (Johnson 2003), assertiveness and leadership
(Rippon and Martin 2006), flexibility, tolerance, teamwork capabilities (Lazovsky
et al. 2007), facility in forming and maintaining interpersonal relations, and the abil-
ity to motivate trainees and enrich their professional skills (Orland-Barak and Hasin
2010).

Qualities based on professional knowledge required for the unique position of
MNT include the ability to identify the difficulties of novice teachers and to recog-
nize the stages of their professional development (Johnson 2003), familiarity with
the mentor’s professional boundaries, the development of reflective skills with
respect to the novice teacher and the mentoring activity (Crasborn et al. 2010), the
ability to maintain a coherent balance between theoretical concepts and practice
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(Orland-Barak and Hasin 2010), the ability to organize and structure mentoring
activities, and adherence to professional ethics (Lazovsky et al. 2007). Knowledge
of this type may be acquired through suitable professional training.

Practice-based skills cover three spheres of activity — cognitive, emotional and
social — and enable acquisition of tools for mentoring work: cognitive — analysis and
interpretation of classroom phenomena according to relevant theoretical material, as
well as discernment and identification of significant events (Feiman-Nemser 2012b);
emotional — accepting novice teachers and recognizing and understanding the differ-
ences among them (Rowley 2006); and social — enabling novice teachers to undergo
processes of socialization and to work as part of a team in a safe professional
environment (Rippon and Martin 2006).

In conclusion, the qualities required for mentoring work originate in the mentor’s
personal world and professional experience. Mentoring integrates cognitive, emo-
tional and social aspects. Some may be acquired and developed, thereby expanding
the range of qualities and intensifying them professionally.

Professional skills required for mentoring

The skills and methods through which teacher mentors carry out their job can be
divided into two categories: teaching oriented and guidance oriented.

Teaching skills and practices include classroom management, lesson time
management, planning and implementation, and the ability to provide feedback and
evaluation. Mastery of these skills is likely to improve the mentor’s support of
novice teachers (Roehring er al. 2008). Some mentoring models propose that the
mentor joins the novice teacher in the classroom and participates in teaching,
thereby optimizing assessment of the novice teacher’s performance (Trubowitz and
Robins 2003).

Guidance skills consist of lesson observation, feedback discussions (Schmidt
2008), skills in asking significant questions (Stanulis et al. 2012), discourse and
dialog skills to promote the novice teacher’s autonomy and empowerment
(Schatz-Oppenheimer 2014), the ability to encourage professional reflective pro-
cesses, planning mentoring strategies and evaluating them accordingly (Molner
Kelley 2004), creating an atmosphere in which the novice teacher feels free to
take risks (Trubowitz and Robins 2003) and helping them to develop evaluation
methods (Tillema et al 2011). In summary, teaching-oriented and guidance-
oriented skills appear to be similar. But whichever skill category they exercise,
mentors can choose to focus either on the revealed content of the lesson (how to
teach) or on the hidden process of the situation (what the novice teacher feels).
Mentoring methods that fulfill the mentor’s responsibility to advance the novice
teacher consist of teaching activities.

Indicators of successful mentoring

Standards and criteria for evaluation of the mentor’s performance have not been
fully developed (Kuijpers et al. 2010.). Performance assessment can be based on
four aspects: the process of mentor action; the outcome of mentor success; the
novice teacher’s perspective of the development of teaching; or the outcome of the
novice teacher’s professional success. Wood and Stanulis (2009) enumerate six crite-
ria for determining mentoring standards: training; reflective thinking skills regarding
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teaching; systematic observation of the novice teacher’s performance throughout the
induction period; formative evaluation of novice teachers; rallying the system to
benefit the novice teacher; and creating an optimal atmosphere for the novice
teacher’s integration in the system.

A handbook published by the US Association of Teacher Educators (Odell and
Huling 2000) also attempts to draft criteria for mentoring assessment, addressing three
spheres of activity: how mentors should perceive relations with the novice teacher (e.g.
guiding and challenging them regarding adherence to basic school standards); mentors’
participation in learning, preparation and professional development (e.g. establishing
contact with research institutions and sources of new teaching and learning knowledge);
and focusing on the mentor’s work with the novice teacher over time (e.g. providing
support and guidance before studies begin and continuing to do so throughout the
school year). These principles serve as general, open criteria that enable periodic self-
evaluation but do not supplant indicators of successful mentoring.

Evaluation of the mentor’s performance with respect to their effect on the novice
considers the latter’s sense of satisfaction at work and statistics regarding abandon-
ment of the teaching profession (Donaldson and Johnson 2010, DeAngelis et al.
2013). Successful mentoring is also measured according to the mentor’s influence
on the novice teacher’s ability to cope with personal, interpersonal and organiza-
tional issues (Mclntyre and Hagger 1996). Furthermore, assessing success of men-
toring can also be accomplished by focusing on teachers’ mentoring performance
(Berliner 2001), as a successful mentor is likely to help the novice teacher make
decisions and deal with new situations (Roberts 2000). Under the mentor’s guidance,
the novice teacher experiences a process of socialization concerning the teaching
profession and the school and becomes involved in the teaching community, mani-
festing the knowledge, skills, values and norms acquired at the training institution
and the school (Nasser-Abu Alhija and Fresko, 2010).

In summary, the literature indicates that mentoring comprises professional com-
ponents derived from both the teaching and guidance fields (Long et al. 2012) and
entails an essential process of socialization, obligating the mentor to display certain
inherent personal qualities and to acquire skills and both theoretical and practical
knowledge. Scholars concur regarding the definition and complexity of mentoring,
with no significant differences of opinion regarding the importance of training for
the job. Training programs can offer mentors the opportunity to engage in problem-
solving as they cope with the conflicts encountered at work, enabling them to define
their vision of optimal teaching, analyze guidance models and develop observation
and evaluation skills (Feiman-Nemser 2001). This study sought to construct an
effective mentor training model. It is based on two parts: the prospective mentors’
point of view and the knowledge they possess before beginning their training; and
the expectations of the course planners as policy-makers with respect to the knowl-
edge that professional mentors should acquire.

Method
Research context

In Israel, the mentoring pattern according to which experienced teachers mentor
novice teachers in an induction program has been in practice for over a decade. Offi-
cial mentoring is carried out in regular weekly guidance sessions at school. Suitable
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candidates are selected from the staff by the school principal (Schatz-Oppenheimer
and Zilbershtrum 2014). Formal job requirements include a teaching certificate and
license, at least five years of experience in the educational system and participation
in a mentor training course (Schatz-Oppenheimer and Zilbershtrum 2014). Mentor
training courses (168 study hours in duration — 112 hours of class work and 56
hours of mentoring experience during one school year) are conducted by experts in
teacher training and guidance at academic teachers’ colleges and university depart-
ments of education. It is important to understand the various aspects of training for
the mentoring role in terms of content and cost alike, considering the limited budget
for planned courses and the limited time allotted for training. These constraints
demand identification of the most essential topics for optimal mentoring (Villar and
Strong 2007).

Mentoring constitutes an inseparable part of the teacher-mentor’s instructional
and educational work and entitles them to salary increments. According to the for-
mal definition of the Ministry of Education, mentoring of novice teachers includes
the provision of personal and professional support and assistance to the novice
teacher. Personal/emotional aspects consist of establishing trust and developing self-
image, while professional issues include the development of professional identity,
instructional assistance, classroom management and the development of professional
thinking, along with such environmental matters as familiarity with the school envi-
ronment, including regulations, rights and obligations, and integration into the
school culture and the teaching staff. At the same time, the mentor also plays an
active role in evaluating the novice teacher’s suitability to the teaching profession.

Research sample

Participants in the study comprised 170 female teachers with between five and
25 years of teaching experience, from elementary schools and high schools, who
attended nine courses out of a total of 15 existing courses conducted at teachers’
academic colleges and university departments of education from all over Israel.

Ethical approach

In the research, ethical issues were taken into account. All subjects received an
explanation about the purpose of the study. They were also promised that neither
their names nor any identifying information would be published. The subjects
answered the open questionnaire and consented to the findings being used and
published for the study (Birch et al. 2012).

Research tool
A two-part open-ended questionnaire was used:

 Part I — Background questions, teaching experience, type of school and guid-
ance experience.

* Part I — The following open-ended questions concerning the nature of the job
as was defined in the theoretical section:
(1) What are the areas of responsibility of the teacher mentor?
(2) What content should be addressed in mentoring sessions?
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(3) What personal qualities does a mentor require?
(4) What professional skills does a mentor require?
(5) What are the criteria that determine successful mentoring?

This questionnaire was derived from the definition of the term ‘profession’ given
by the Australian Council of Professions (2004). The open character of the questions
enabled respondents to base their answers on intuitive knowledge derived from their
own experience and understanding. For each question, four lines were provided for
free and detailed responses, with the stipulation that answers could, if necessary, be
continued on the reverse side of the sheet.

Procedures
The research was conducted in four stages:

» Stage 1. At the first meeting of coordinators of teacher mentor courses, which
took place before the beginning of the school year, a draft of the questionnaire
was presented to 15 coordinators, whose comments were helpful in selecting
questions and determining their final format. A preliminary test to provide con-
tent validity was conducted at two courses for mentors.

» Stage II. The coordinators were asked to administer questionnaires to partici-
pants during the first month of the teacher-mentors’ course. Nine coordinators
did so and 170 of the 181 participants responded.

« Stage III. For each of the five open-ended questions, a list of all the statements
made by participants was drawn up, yielding a total of 1573 statements for the
five questions.

» Stage IV. The statements were classified into categories. As the questions were
topic oriented, responses were sorted for each question separately, determining
the components structuring the category for each topic. Structuring of category
components for the five topics took place as follows:

(1) Similar statements were located, enabling the division of each category
into component parts.

(2) All identical and similar statements were unified, placing the least general-
ized definition into the same common category.

(3) A summary table was constructed for each of the categories, with the com-
ponents of the category.

This subcategory structuring process is based on the grounded theory assumption
that data may be gathered inductively, analyzed with attention to meaning and struc-
tured into general categories (Strauss and Corbin 1994). Statement analysis also
relied on the thematic analysis approach that focuses on messages revealed in text
excerpts, as demonstrated by Lieblich et al. (1998). Throughout this process — disas-
sembling

the statements and then reassembling them in categories — the meanings of
the statements were kept in their contexts (Shkedi 2003, Denzin 2008). This
subsequently enabled us to reveal the participants’ intuitive perceptions on
mentoring.
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Findings
All of the findings are gathered and relate to the categories that were explained in
the theoretical background.

Participants’ conceptions of mentoring before mentor training

Analysis of the questionnaires filled out by the prospective MNTs before beginning
their mentor training revealed their intuitive perceptions of their role. Most of their
statements were brief (see examples in Tables 1-5) and even those that extended
over all four lines provided concise remarks rather than detailed descriptions. Such
brevity may be indicative of a lack of more intensive knowledge, or perhaps an
attempt to list as many distinct items as possible in the space provided. In any event,
these statements enabled identification of the respective components of the five cate-
gories to which the questionnaire referred, as described in the following.

Mentors’ spheres of responsibility

Three chief responsibilities were noted: forming interpersonal ties, providing emo-
tional support and providing professional support. The statements in Table 1 reflect
the components of the mentor’s responsibility. The ideal mentor is perceived as an
expert in professional knowledge who helps the so-far-uninformed novice teacher.
In other words, the relationship between mentor and novice teacher is perceived as a
teacher—student relationship. The emotional support component is emphasized as
well, reflecting acknowledgment of the difficulties that novice teachers face. Respect
is also considered an important part of mentoring. Only the statement ‘building
mutual trust’ can be interpreted as an expression of reciprocity.

Content to be addressed at mentoring sessions

Statements addressed content connected with novice teachers, whom mentors view
as the focus of the teaching environment: inside the classroom, as teachers of study
material; and outside it, when addressing personal/emotional issues and integration
within the school system. Table 2 shows that the MNTs understand mentoring as
attention to the needs and difficulties of the novice teacher inside and outside the

Table 1. Mentors’ spheres of responsibility.

Category components  Sample statements

Developing Building mutual trust; sharing my experience; giving the novice
interpersonal ties teacher the feeling that I am listening to him; allowing for his lack
of knowledge; being available at all times
Providing emotional Letting the novice teacher know how important the job is; imparting
support self-confidence; revealing emotions; helping novice teachers cope
with initial difficulties
Providing professional Helping with problems of discipline and motivation; serving as a
support professional role model; helping to identify difficulties and find
solutions; analyzing events; providing lesson plan guidance;
elucidating the novice teacher’s strong and weak points
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Table 2. Content to be addressed at mentoring sessions.

Category components Sample statements
Professional content concerning the Sharing content concerning the mentor’s
novice teacher teaching specialty; reporting on classroom

activity; evaluating lessons; shaping the learning
environment; handling difficulties with students;
coping with heterogeneous classes; addressing
disciplinary problems; teaching methods;
evaluating students’ achievements
Personal/emotional content concerning Helping teachers resolve doubts; supporting
the novice teacher novice teachers emotionally; helping novice
teachers deal with crises during the first year
Content concerning the novice teacher’s Discussing becoming part of the school staff;
integration into the educational system  analyzing relations with parents; analyzing
relations with auxiliary teaching staff; familiarity
with teachers’ rights and obligations; familiarity
with the school system; coping with
organizational issues

classroom. Within the classroom there is attention to practices, needs and problems
encountered during teaching, while topics concerning the area outside the classroom
are clearly linked more closely to the job of mentoring, with emphasis on emotional
and systemic/organizational aspects.

Qualities required for mentoring

These include personal, interpersonal and professional qualities. Most statements in
Table 3 denote skills that cannot be taught and usually constitute part of the educa-
tor’s character. Participants accorded little attention to professional qualities that can
be acquired, such as analysis of teacher-related events or identification of the tea-
cher’s professional credo.

Professional skills required for mentoring

These include emotional/interpersonal, instructional and mentoring skills. While the
statements relating to qualities were associated with the mentor’s personality, those
in Table 4 are more closely connected to the professional/pedagogical sphere, possi-
bly because the question about ‘professional skills’ allowed for inclusion of numer-
ous pedagogical components of the type that can be acquired through learning.

Table 3. Qualities required for mentoring.

Category compo-
nents Sample statements

Personal qualities Flexibility; candor; tolerance; consistency; self-criticism; initiative; self-
awareness; responsibility; emotional receptivity; self-confidence;
assertiveness; sense of humor; clear overall outlook and sense of mission

Interpersonal Able to listen; empathetic; trusts others; able to take charge and lead
qualities others; creates positive atmosphere
Professional Analytical skills and ability to see situations in perspective; overall view

qualities of classroom realities
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Table 4. Professional skills required for mentoring.

Category components  Sample statements

Personal and Being assertive when necessary; finding ways of coping with
interpersonal skills tension between mentoring and friendship; conducting discussions;

managing conflicts; developing guidance skills; learning to become
more receptive; proper ways of displaying empathy and support
towards novice teachers; honing guidance-related self-expression
skills to avoid offending novice teachers; expressing trust; knowing
oneself before facing the novice teacher

Instructional skills Teaching children teamwork; composing tests suiting the material
studied; coping with disciplinary problems; coping with parents;
learning what the system demands of teachers and guiding trainees
accordingly; intensifying teacher—student cooperation; learning
about teaching methods

Mentoring skills Learning to ask the novice teacher questions; evaluating novice
teachers and obtaining feedback; familiarity with sources of theory;
developing classroom observation techniques; developing novice
teacher’s reflexive thinking

Indicators of successful mentoring for evaluation of the mentor’s performance

Four subcategories were noted — two focusing on the assessment of novice teachers
and two addressing the mentor’s point of view. Furthermore, two of the categories
consider the success of the final outcome (mentoring) and the other two concentrate
on the process that takes place during mentoring. These statements indicate that
before being trained for the job, mentors find it easier to detail success with respect
to the products of the novice teacher, just as teachers are evaluated according to their
students’ achievements. Preference for evaluation of the mentor’s work according to

Table 5. Indicators of successful mentoring.

Category components Sample statements

Novice teacher: successful mentoring Ability to apply what was learned; success in
assessed according to outcome — novice the field; possesses knowhow and access to
teacher’s performance pedagogical knowledge; obtains feedback;

recognizes ability to realize goals; accepts
additional teaching assignments; school,
supervisor and parents satisfied; meets self-
imposed goals

Novice teacher: successful mentoring Sense of advancement and development; risks
assessed according to the process the failure; senses acquisition of tools; rallies
novice teacher undergoes strengths when facing difficulties and the

system; possesses self-confidence and self-
reliance; displays a desire to continue to

develop
Mentor: successful mentoring as reflected in ~ Provides effective feedback for work process
mentor’s outcome evaluation; simultaneously maintains personal

and professional ties
Mentor: successful mentoring as reflected in  Provides social, emotional and professional
the process the mentor undergoes support for the novice teacher throughout the
latter’s first year; gradually enables the novice
teacher to develop insights concerning his
work, as well as professional autonomy




Professional Development in Education 285

outcome ascribed to them or processes that the novice teachers undergo because of
them enables open and personal presentation of the concept of success.

Insights derived from the findings

An overall examination of findings concerning all categories points to a broad,
detailed and significant range of components comprising the qualities and profes-
sional skills required according to the MNTs’ conception of their future job. The
detailed descriptions of these five categories and their components also indicate cer-
tain similarities among them, including interpersonal communication, emotional sup-
port and emphasis on professional guidance. Besides detailing the various
components and determining their common features, attention should be paid to
what the participants’ statements did not express, namely the components that are
lacking and the difficulties that arise in defining the mentor’s job.

Participants’ responses

The participants’ responses yield a complete, idealized and conflict-free picture.
Ostensibly, they reproduce the prevailing culture’s view of varied support and assis-
tance for novice teachers, without revealing any contradictions among statements in
the various categories.

Reflective process development

Few statements refer to the reflective process. The ability to conduct extended reflec-
tion as a hidden process in mentoring appears to be of only secondary interest to
participants. Before training, mentors are aware of their responsibilities, required
qualities for the job and the content to be addressed, none of which is seen to
involve reflection except in the skills category, in which mentoring is portrayed as
‘development of reflective thinking among novice teachers’. Reflection is also men-
tioned as a criterion for evaluation: ‘Mentoring gradually enables the novice teacher
to develop insights concerning his/her work.’

Attitude toward practice

MNTs often mentioned practices used in mentoring, but only one respondent
addressed the concept of theory; the required ‘knowledge of theoretical sources’ was
essentially ignored.

Conception of guidance as a process

Many statements conceive of mentoring as an extended process, including ‘enabling
the trainee to consider issues with an open mind ...’°, ‘to share my experiences’ and
so forth. It is important to note, however, that most criteria for evaluation describe
outcomes rather than processes.

Conception of the mentors function as similar to that of a teacher

Most statements do not differentiate clearly between conceptions of mentoring novice
teachers and teaching. The mentor’s and teacher’s roles are perceived as largely
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similar, as reflected primarily in the definition of the mentor’s commitment to novice
teachers; for example, ‘providing them with security’, ‘giving them the feeling that
I'm listening’, ‘helping teachers resolve doubts’ and so on. These situations are famil-
iar to teachers as a result of their educational experience and commitment to their stu-
dents. The same is true of the qualities required of a mentor, such as ‘patience’, ‘sense
of humour’ and ‘receptivity and empathy’, which are equally appropriate for both
mentors and teachers.

Norms and values originating in job conception

The participants’ conception of mentoring includes the behavioral norms practiced
in the teaching profession and the values to which mentors are committed. The find-
ings show that before their training MNTs do not maintain an agenda calling for
professional change or reshaping of novice teachers. They experience a powerful
sense of commitment to novice teachers and acceptance of them as they are, accord-
ing to their qualities and professional skills: ‘allowing for lack of knowledge’, ‘being
available at all times’ (mentors’ spheres of responsibility); ‘helping teachers resolve
doubts’ (mentoring session content); ‘initiative’ and ‘responsibility’ (qualities
required of mentors); and ‘the novice teacher will feel good about him or herself
and the chosen profession’ (successful mentoring). Only the professional skills cate-
gory includes three skills, hinting that commitment to novice teachers requires
reshaping and boundaries: ‘being assertive when necessary’, ‘finding ways of coping
with tension between mentoring and friendship’. We may assume that such skills
will be acquired in time.

Discussion and conclusions

The findings focus on five categories that elucidate how mentors perceive their job
prior to training. The discussion examines the significance of these findings in under-
standing what it means to mentors to be a MNT, and how their perception of the men-
toring role affects what is required for the development of mentor training courses.
The discussion will also relate to what is appropriate specifically for inclusion in train-
ing courses for MNTSs, taking into consideration the review of the literature that deals
with the function of the mentor, as well as the findings of this study.

Recognition of the complexity of support for novice teachers

The findings of this study and previous research by lancu-Haddad and Oplatka
(2009) indicate that before being trained as mentors, teacher mentors are unaware of
the complexity of their prospective job. They do not understand that emotional
support based on interpersonal relations, the very core of mentoring, is a personal
quality that is not easy to acquire through learning and takes time. Furthermore, they
are unaware of the conflicts inherent in mentoring that render the job so complex
(Iancu-Haddad and Oplatka 2009), especially the inherent contradiction between
supporting the novice teacher and evaluating his/her job performance (Yusko and
Feiman-Nemser 2008, Schatz-Oppenheimer 2014) and the possible contradiction
between adherence to norms instituted by the principal and the educational system
and loyalty to the novice teacher (Roberson and Roberson 2009).
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The complexity of mentoring and the conflicts it entails may be revealed, identi-
fied and studied during the mentors’ course when addressing professional identity
and authority (Stanulis and Brondyk 2013). Mentors’ training courses need to
emphasize conflict management between teachers and parents or educational staff
members, as well as among children (Crasborn et al. 2010, Stanulis and Brondyk
2013). Furthermore, they should explore methods of encouraging the development
of professional and rational judgment in dealing with novice teachers’ difficulties
and coping with conflicts that arise in the course of their work in various situations,
with attention to the teacher’s personality. Addressing such issues will enrich
mentoring and subsequently empower the novice teacher (Tillema et al. 2011).

The dichotomy between teaching and mentoring

The findings show that the mentors’ conception of their job before undergoing train-
ing does not differentiate clearly between their functions as teachers and as MNTs.
Participants’ statements attest that they perceive mentoring and teaching in a similar
manner. Prima facie, the two jobs resemble one another in several ways, as both
involve interpersonal relations, transmission of information, non-egalitarian hierar-
chical authority in teacher—student and mentor—novice relations, as well as unlimited
responsibility for and commitment to the novice teacher, just as teachers are bound
to protect their students. It is unclear whether this perceived similarity is due to the
actual resemblance between the two job descriptions or the result of the as yet
untrained mentors’ inability to distinguish between behavior toward the youngsters
who are their students and the adult novice teachers they expect to mentor, who are
in the process of acquiring a profession. Belief that the qualities necessary for fulfill-
ing the role of mentor resemble those required for teaching and the assumption that
a good teacher will make a good mentor were evident in participants’ statements
and in the relevant professional literature as well (Hennissen et al. 2011).

Similarities notwithstanding, several obvious conceptual differences distinguish
mentoring from teaching (Rochring et al. 2008): mentoring demands the ability to
communicate with an adult who has life experience and a profession (Rowley
2000), to analyze and interpret teaching and learning situations as adjustment pro-
cesses, to develop procedures for evaluating the novice teacher (Yendol-Hoppey
et al. 2009) and to construct the mentor’s professional identity (Rippon and Martin
2006, Devos 2010).

Because of the ostensible similarity between the types of jobs, mentor training
courses should differentiate between them, focusing on practices likely to appear
similar and pointing out the differences between them (Bullough and Draper 2004).
While mentoring may indeed benefit from the sound teaching qualities that each
prospective mentor has internalized, it is important nonetheless to address the differ-
ences and uniqueness of each job. Mentoring focuses on observing novice teachers,
analyzing their classroom performance and evaluating their competence for the
teaching profession, all of which demand professional qualities differing from those
required for teaching children (Long et al. 2012).

Connecting theory and practice as a mentor and as a teacher

The findings of this study relate to the practical character of the statements made by
prospective mentors before training for the job and to the lack of attention to
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creating the essential connection between theory and practice (Shulman 1987,
Cochran-Smith 2005, 2012). The mentor is responsible for helping novice teachers
develop professional judgment and for determining and analyzing the factors that
guide their classroom performance (Cook 2009). What the literature lacks, however,
is a detailed explanation of how the connection between theory and practice is to be
realized (Allen 2009). Mentoring courses should train mentors intensively to recog-
nize the two processes inherent in manifesting the theory—practice link: one repre-
senting the ‘what’ — observation-based pedagogical analysis of teaching work; and
the other the ‘how’ — that is, building trust while guiding novice teachers, and forg-
ing meaningful ties between theory and practice in the context of the mentoring pro-
cess itself. When examining mentoring styles, for example, the various types of
bonds formed between mentor and novice teacher should be specified (Yusko and
Feiman-Nemser 2008).

The reciprocal relations between theory and practice are of great importance in
the mentoring process, as they enable the mentors to intensify the novice teachers’
work and help them gain a better understanding thereof, seeking alternative teaching
methods that suit their needs and character (Langdon 2014). Furthermore, such rela-
tions enable novice teachers to cope with a process of personal change — to become
autonomous and independent of prescriptive suggestions based on practical solutions
achieved by others (Jones and Straker 2006, Feiman-Nemser 2001). Instead, novice
teachers can exercise their own judgment to find solutions appropriate for them-
selves and their students that prove beneficial in achieving professional development
(Dymoke and Harrison 2006).

Training programs for MNTs should emphasize the connection between theory
and practice: how and when mentors should choose a theoretical stance or a practi-
cal stance in acting as a mentor; the difficulties entailed in applying the connection;
and the various methods of evaluating factors that promote or impede success.

The role of reflection in mentoring

The findings show that although reflection is a key mentoring tool, it is hardly men-
tioned in participants’ statements. The professional literature indicates that reflective
abilities are developed before, during and after teaching (Schon 1983, 1988). At each
stage, reflection consists of inner contemplation of the educational act by the person
performing it. It is a tool, a means of learning about overt and covert processes
(Harrison et al. 2005) that is particularly important to mentors because it enriches the
cognitive, emotional and interpersonal aspects of mentoring (Crasborn et al. 2010).
Mentors who develop self-reflective ability regarding their performance, who can
identify their own weak and strong points, will increase their self-confidence and also
encourage novice teachers to trust in themselves and their own qualities, to uncover
and examine their working methods and the quality of their performance (Rowley
2006, Cook 2009). Transmission of lesson content based primarily on personal exam-
ple (role modeling) and not on development of reflective thinking is insufficient and
may limit the novice teacher’s success (Jones and Straker 2006). Reflection as a learn-
ing act engenders critical thinking that is neither spontaneous nor intuitive, but rather
constitutes an integral component of one’s performance, a major objective that calls
for intensification of insights concerning the connection between practices and their
theoretical foundations, interpersonal communication skills and awareness of the
emotional processes that motivate interpersonal ties. All such elements are substantive
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and even critical in MNT work, and should be an essential part of mentor training
courses (Molner Kelley 2004).

In conclusion, this study — its preliminary and limited nature notwithstanding —
elucidates the conception of mentoring expressed by prospective mentors about to
begin their training, thus offering an opportunity to examine their needs and assess
the knowledge content of the courses that train them for their job. Their statements
addressed the job responsibility they anticipated, the expected content of mentoring
sessions, the various qualities and skills required by mentors, and indicators for eval-
uation of successful mentoring. The bodies of knowledge from which participants
derived their information apparently overlook certain important issues, such as the
complexity and conflict-ridden nature of mentoring, the essential need for connec-
tion between theory and practice, and the importance of developing reflective abili-
ties that inspire innovative thinking among candidates training for the highly
responsible job of mentoring novice teachers. The participants did apply professional
thinking, based on their experience, comparing their prospective job with teaching,
yet hardly mentioned the dichotomy that invariably results from such a comparison.
This issue appears to be critical in enhancing the mentor’s professional abilities and
status in the organizational and social structures of the educational system. Courses
that include the presentation of mentoring as a status-bearing systemic/social posi-
tion will increase the professionalism of their graduates (Orland-Barak 2010).

Although fledgling mentors feel the need for acquisition of predefined skills to
help them carry out mentoring forthwith, it is important not to forgo a long-range
study of topics such as personal/professional development, with emphasis on
job identity — what it means to be a mentor (Hobson et al 2009, Thomas and
Beauchamp 2011) Similarly, training programs should forge a more intensive bond
between theory and practice and make the bond more relevant and significant to
mentors by accompanying discussion of practices with reading assignments in the
relevant professional literature (Margolis 2008)
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