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Abstract:

This paper, presents a theoretical description, elucidating conceptions of mentoring for beginning
teachers and the knowledge base of mentors’ courses in the Israeli school system. This
theoretical description is based upon the practical experience gained in these courses. Mentoring
is perceived as a gradual, dialectic function, replete with tension and conflicts, for which specific
training is required. The challenges inherent in these internal tensions stimulate discussion and
thought. No matter how effective teachers may be at their jobs, they will have to rethink their
professional function when serving as mentors. This paper serves to provide the rationale and
primary guidelines for mentoring courses. The professional conception of mentoring, as it has
emerged in Israel, bears implications for teacher education and mentoring and their respective
contributions to the entire educational system.
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1. INTRODUCTION

Professional development over time may be discerned in virtually every profession, generally compris-
ing three principal stages: pre-service, for study and acquiring education; induction, for entering the work
force and training, and in-service, for realizing professional skills [1]. This theoretical paper deals with
the second stage: Induction.

Certain professions define the induction phase as a period of training, preparing the trainee for the
professional licensing examination that culminates the process. Law [2], medicine [3], social work [4],
and other professions include an internship stage where novices gain experience in standard professional
practices under real conditions. In the professions that include internship as part of the induction phase,
the intern is accompanied by an experienced tutor or mentor assigned to assist the neophyte. The goals of
this stage are to provide Person Name support to trainees facing professional socialization difficulties, to
enable them to bridge the gap between the theory they learned and the practices required in the profession,
and to reinforce their professional outlook. All of this enhances the status of the profession.

Studies have demonstrated the effects of the induction stage on professional dropout prevention, career
success, personal growth, and greater job effectiveness [5—7]. As a result, professional organizations
and educational institutions have recently begun taking an interest in mentors who help new employees
integrate successfully into the organization [8].
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In education, although there are various programs that PersonNamesupport beginning teachers during
their first year of work, the literature suggests that there are very few professional training programs for the
mentors of these teachers [9]. In Israel, courses for the mentors in the school system have been provided
for a number of years, and since 2000, a forum for the instructors of the mentor courses meets monthly.
In this paper, I examine the dialectics inherent in five spheres of activity that frame the conception of the
mentor’s function in education and constitute the knowledge base of the courses for mentors in Israel. The
challenges inherent in these internal tensions reveal the complexity of the mentoring function, stimulating
discussion and thought, thus illustrating the dialectics of mentoring for beginning teachers.

2. HISTORY OF THE MENTORING CONCEPT

In this section, the history of mentoring from ancient times until the present will be described. The
word mentor is derived from a character in Homer’s Odyssey named Mentor. Mentor was Odysseus’s
wise and trusted comrade, who assumed responsibility for raising Odysseus’s son Telemachus when his
father set out on his long quest. Mentor became a friend to the young man, whom he educated and guided
through adolescence. As such, a mentor is a wise adult who takes responsibility for the learning and
development of a younger person ( [10]: p. 235).

For centuries, mentoring has served as a tool for transmission of knowledge and culture, thereby
guaranteeing future professional leadership. In the Middle Ages, guilds used mentoring to transmit
professional knowledge in various crafts. Learning through mentoring was a means of conveying
knowledge to a protégé. The mentor was a protecting teacher, guide, patron, and godfather.

The apprentice was the protégé of the experienced craftsman and worked closely with him, enabling
learning by imitation. Today, the theoretical aspects of vocational training and professional education
are far more complex [ 1]. The theoretical infrastructure includes principles, concepts, conceptions, and
ideologies that constitute the professional knowledge base acquired. At the apprenticeship stage, many
professions, such as medicine, accounting, law, psychology and the like, require not only mandatory
instruction and guidance but also licensing examinations. The ability to conceptualize experience and
understand it in the context of theoretical aspects is an important part of professional study and one that is
manifested throughout one’s professional life.

The practical component includes situational experience and development of skills, procedures, and
methods. In many professions, at the initial stage of professional involvement, the practical component is
accompanied by learning from an expert in the field, who possesses professional knowledge and extensive
experience in the given profession. The authority accorded to these practical supervisors or mentors is
that of an educator, derived from their experience, their practical success, and the theoretical outlook they
accord to their professional activity.

3. MENTORING IN EDUCATION

As in most professions which develop a professional hierarchy among their members, mentoring in
education is a job with professional ranking based on advanced knowledge, experience, and appropriate
training. The different programs for training mentors attest to various professional conceptions (Vonk,
1995). In the literature, training programs are reviewed in conjunction with professional mentoring
models, such as the clinical model in stock ticker PDS (Professional Development Schools) programs
(Darling-Hammond 2006), distance learning and online computer programs, as well as short periods
of in-service training during vacation periods. These programs differ in scope, content, and objective
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[12]. Online training programs or brief in-service training during vacation periods, for instance, relate to
mentoring as a technical set of acquired skills, not as a developmental individual process [13].

Some models perceive the beginning teacher as the focus in framing and empowering professional
identity [14], whereas others concentrate on professional integration and aim at responding to the needs
of the educational system by preventing teachers from leaving the profession [15]. The aim of model of
Reciprocal Mentoring in Australian was to reduce profession isolation and prevent attrition [16]. Similarly,
there are models of mentoring where the mentor comes from outside the school to assist several beginning
teachers simultaneously, often with the purpose of implementing a new program or curriculum. These
mentors necessarily concentrate primarily on the technical training of the teachers, with individual teacher
development constituting only a marginal component of their work [, 17]. This model was applied, for
example, among teachers trained to teach alternative curricula, who were assisted by mentors on their
induction into the profession. These teachers had difficulty accepting the help they acquired, claiming
that the mentors did not understand the relevant school system and did not make themselves sufficiently
accessible [18]. The individual guidance model, on the other hand, considers beginning teachers as the
focal point and considers all other school system contexts in terms of the beginning teacher’s needs.

Induction stage is the first year in which the college graduates teach in real condition with salary.
Professional literature perceives the induction stage as “culture shock”, work under “survival conditions,”
and “practical professional shock” ([19]: p.454). Global and Israeli statistics reflect a dropout rate of
close to 50% amongst teachers during the first few years in the profession [20-22]. This has heightened
awareness of the significance of the induction stage in professional development.

One major objective of mentoring is to prevent beginning teachers leaving the profession by providing
PersonNamesupport and guidance. Nevertheless, a survey of recent professional literature on the topic,
based on position papers, studies, and program evaluation, indicates that whereas there are various
programs and PersonNamesupport workshops for beginning teachers, helping them cope with a wide
range of difficulties during their first year of work, there are very few professional training programs
for the mentors of these teachers [9, 23, 24]. Apparently, the mentor’s job is still perceivedas one in
formation, for which only partial training is available [17, 25].

Another reason for the scarcity of mentor education programs is the perception that the teaching
profession demands learning and training, as it possesses corpuses of knowledge, principles, concepts,
and research methods associated with professional performance. The mentor’s function, on the other hand,
is ostensibly based only on experience as a good teacher. Nevertheless, those who work with new teachers
do require generic instructional knowledge that mandates re-examination from a point of view other than,
and in addition to, “knowledge about teaching.” ([26]: p. 171) This assumption bolsters the rationale for
educating mentors in special courses, promoting their becoming true professionals as mentors as well as
teachers [27, 28].

4. MENTORING IN ISRAEL

Following is an account of the mentor’s function as it is perceived in Israel. This account illustrates the
necessity of offering educational courses for mentors of beginning teachers. In Israel today, mentoring is
considered one of the most important elements of the induction stage. Therefore, a number of programs
have been developed to advance the process. Mentoring is carried out according to individualized, personal
guidance models. Mentors are selected from among the more experienced teachers in a given school,
or in the case of kindergarten teachers, from more experienced teachers in the district. The minimum
seniority required in order to become a mentor is at list 5 years as a teacher. Their main job consists
largely of classroom instruction. Their mentoring work, for which they are compensated accordingly,
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takes place at their respective schools or districts. Each mentor offers personal assistance to beginning
teachers, accompanies them through their internal conflicts, and structures a relationship of trust oriented
towards individual needs [29].

Since the year 2000 the Government considers the induction stage as part of the new teachers’ qualifi-
cation for all those entering the teaching profession in the educational system. This reflects recognition of
the significance of induction as a distinct stage in professional development [20, 30].

The induction stage for beginning teachers in Israel lasts 3 years and has four principal components:

1. Teaching in the school system under real conditions for a number of hours per week, equivalent to
at least one third of a full-time position. Thus, all relevant parties recognize that beginning teachers
are an inseparable part of the educational system, though they are still at the learning stage and
being tested by themselves and the system alike.

2. Participating in group workshops that meet every week during the first year of teaching at an
institution of higher education. The purpose of these workshops is to maintain the essential process
of reflection upon the process of teaching, assess the connection between theory and practice, and
provide a venue for collegial discourse conducive to reciprocal learning.

3. Mentor accompaniment during the induction period in order to generate learning oriented toward
the individual’s professional needs.

4. Two-stage professional evaluation on the first year of the induction: A mid-year formative evaluation
and an end-of-year summative evaluation aimed at assessing the trainee’s professional suitability
for teaching. In the end of the first induction year, those who get the score needed, get the teaching
license. One, who’s not getting a high enough score, has to repeat the first induction year. Those
who finish the whole three years, get teacher tenure in the education system.

According to Strahovsky, Marbach, & Hertz-Lazarowitz [3 1] Lazovsky & Reichenberg [32], of these
four components, mentoring is the most significant, especially considering the difficulties facing beginning
teachers in the system. In keeping with the conception that mentor training involves academic learning
processes, courses for mentors have been offered at academic teachers’ colleges and universities in
Israel for several years, with a forum for instructors of mentor courses meeting monthly since 2000.
Some 40 courses for mentors are offered annually, attended by about a thousand kindergarten and school
teachers. Maintenance of the connection between actual practice under real conditions and processes
associated with the academic and research world, such as analysis, assessment, reflective thinking, and
the study of such processes is a substantive part of the mentor training conception. Similarly, based on
the assumption that the learning process is constructive, the principles learned in mentoring positions
embody accumulated knowledge of the difficulties faced by beginning teachers, as well as the conflicts
inherent in the mentor’s work. In other words, the courses do have theoretical - academic basis. However,
since learning is constructive, they are also based on the mentor’s own accumulated knowledge of the
difficulties experienced by beginning teachers and the conflicts the mentors themselves face in carrying
out their mission.

The mentoring function is framed by a combination of trends that may occasionally generate internal
tension and reveal the complexity of the mentoring function. Such tensions are elucidated in mentoring
courses and constitute a source of mandatory professional empowerment for mentors. The internal
dialectics inherent in the mentors’ professional work, originating partly in ostensible contradictions in the
nature of the job, actually enrich the mentor’s function.

This following section describes conception of the mentor’s role and the dialectical trends that comprise
it. It is supported in two theoretical contexts: Constructivist and phenomenological.
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The constructivist approach perceives the person and the surrounding realities as a holistic and complex
entity. Human experience constitutes the basis for the significance that a person accords to phenomena
observed, that in turn structures the mind. Human activity within changing realities and discourse
conducted with the environment structure these realities (Bruner, 1996).

The phenomenological approach perceives that the only thing that’s certain is the human experience and
it’s capability of structuring the mind. Consciousness is constitutive of reality and repeating phenomena
create and structure our understanding of reality [11].

Interpreting phenomena and giving it meanings create a complex dialectical process in which the
subject structures his/her realities in an ongoing process of negotiation.

The various courses comprising the training program for mentors are based on these theoretical-
dialectical conceptions. In Israel, the mentoring role incorporates a variety of trends, at times engendering
tension among them. The courses apprise participants of these inter - functional tensions and constitute a
source of empowerment for the professional work that mentoring demands.

Below, we elucidate five key types of tension that constitute the core of the mentor’s function. These key
types of tension were elicited from practical mentoring situations and theoretical-dialectical conceptions
discussions with the mentors themselves. They exemplify how experience contributes to the formation of
generalizations, theories and the formation of concepts.

The Knowledge Base of the Courses: Dialectics Inherent in Five Spheres of Activity that Frame
the Conception of the Mentor’s Function.

1. Supporting and encouraging beginning teachers while assessing their performance for professional
certification.

2. Understanding the novice’s dependence on the mentor as an experienced professional while expect-
ing the novice to exercise professional discretion and autonomy.

3. Developing an empathetic approach that is fully attentive to the trainee’s needs while providing
practical and judgmental advice.

4. Maintaining a mandatory framework of fixed, consecutive, weekly meetings while meeting demands
for flexibility and availability in response to everyday occurrences.

5. Attending to the individual teacher’s needs while upholding the policies of the organizational
system in which mentoring takes place.

These tensions occur simultaneously for both the mentor and intern, affecting their professional growth
as a parallel process, as detailed below.

Intern PersonNamesupport vs. evaluation for certification. The first year of work is characterized
by transition from pre-service education, in which the student’s responsibility focuses on his own learning,
to the induction stage, when the beginning teacher is required to assume responsibility for other learners —
the students. The shift from status of student to teacher, from a position of acquiring knowledge — with
emphasis on theoretical aspects — to one of being tested according to the practical abilities acquired [25].

Such a transition requires support of the beginning teacher, professionally and personally. Encourage-
ment as they undergo new experiences and gather the courage to address unfamiliar issues as part of the
job are also anticipated. They may experience frustration, helplessness, and at times even failure. The
mentor is expected to provide PersonNamesupport through these difficulties, but at the same time, is
charged with evaluating the beginning teacher’s professional skills and ability to cope with adversity. Such
evaluation involves revealing the beginning teacher’s professional capabilities and skills, as manifested
in the present and as expected to be expressed in the future. In other words, the mentor assesses the
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beginning teacher’s potential as a future professional. As such, the mentor carries out a highly responsible
‘gate-keeping’ task at the threshold of the teaching profession [33].

In Israel the evaluation procedure is based on a procedural approach that perceives the beginning
teacher as one who will develop and change over time. There are two stages to the evaluation process: a
formative mid-year evaluation and a summative evaluation at the end of the year. The mid-year evaluation
is submitted on an open form to be worded by the mentor with the full cooperation of the beginning
teacher. The end-of-year summative evaluation, in turn, has a structured format, defining the beginning
teacher’s professional skills in clear terms connected with the professional norms required of teachers.
This evaluation is carried out by a team of evaluators, convened by the mentor and headed by the school
principal.

This part of the mentor’s responsibility intensifies the existing conflict between PersonNamesupport
and evaluation. Many mentors seek to avoid their obligation to assess beginning teachers’ suitability
and attempt to limit their involvement in such critical value decisions, instead focusing on the Per-
sonNamesupport component that occupies a more central position in the conception of their function
[34].

This duality is essentially the lot of every educator, as teachers, too, are required to PersonNamesupport
their students as well as grade them. Authentic PersonNamesupport is based on trust that allows weak-
nesses to be revealed and positively framed. The duality of the mentor’s position engenders difficulties
and uncertainty from the intern’s point of view as well: The mentor PersonNamesupports the beginning
teacher in time of need, but evaluates him at the end of the process. The intern seeks PersonNamesupport
and assistance at work, yet may fear that the mentor will interpret a call for help as a sign of professional
weakness, leading to a poor evaluation.

The tension between intern PersonNamesupport and evaluation and their place among other mentor
functions reveals and intensifies the complexity of the mentor’s job. These evoke challenges and constant
thought regarding personal and professional conceptions of the act of mentoring. This complex position
is clarified in mentor training courses and contributes to the development of challenging discourse on the
conception of mentoring as a professional process [35].

Understanding the trainee’s professional dependence vs. expectations of professional discretion
and autonomy. By nature, every learning process entails the learner’s dependence on the instructor,
who serves as a source of authority. Professional mentoring uses the knowledge source possessed by
the mentor, obtained during the mentor’s years of cumulative work experience. The various difficulties
encountered by the intern intensify the need for assistance from a source of knowledge and experience.
Hence interns tend to develop dependence on the professional model that assists them [36].

The beginning teacher perceives himself as dependent on the mentor’s PersonNamesupport for the
development of a sense of professional capability and consolidation of subjective professional identity.
At the same time, however, recognition of personal skills and the need of developing independence and
professional discretion through belief in one’s own abilities, rather than reliance only on mentor support,
is a factor that must be acknowledged.

Nurturing an autonomous approach that emphasizes professional growth and mastering of skills involves
professional dialogue. The concept of the mentor’s function as a source of authority with defined limits
enables the mentor to develop the beginning teacher’s professional discretion and promotes framing
professional identity [37]. Such a belief in the intern’s own ability to make independent decisions may
even conflict with the mentor’s overall conception and work methods [38? , 39].

One manifestation of the mentor’s conflicting attitudes concerning this role is that at times, the mentor,
who is also a member of the school teaching staff, does not consider mentorship as bearing hierarchical
professional authority. Moreover, identification with the interns and their difficulties, intensifies the
mentor’s efforts to act collegially as a friend and equal of the intern. This leads to a tendency to avoid
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exercising professional authority, thus forgoing part of the function. Emphasis on distance and detachment
between the mentor and the beginning teacher and avoidance of contact lacking clearly-delineated
boundaries are conducive to authentic, productive dialogue in which the participants in the process
recognize one another’s limits, and consider each other as separate and distinct (Buber, 1966, p. 128).

Another factor that affects the professional autonomy of the mentor and the beginning teacher is
that those engaging in education bear the “landscape imprints” of teachers in their past. The personal
history and experience in the educational system that each of the partners in the process underwent may
leave them captive to conceptions based on their educational past. Exposure of prior conceptions and
development of awareness of dependence on images from the past will enable each of them to uncover
and acknowledge these images without depending on them for autonomous development.

For the beginning teacher, this development process entails another change: freedom from dependence
on the utopian images of himself/herself as a teacher that he/she formed during his/her studies. Mentoring
work involves exposing these images to the beginning teacher’s inner world and clarifying their incompat-
ibility with reality. Such clarification will enable the beginning teacher to rely on his/her authentic skills
and intensify his/her professional freedom. In such situations as well, the mentor must be available to the
beginning teacher as a PersonNamesupportive factor that enables him/her to confront his/her fantasies
and develop his/her professional identity and self-image independently [26, 40].

Mentor training courses address the tensions involved in framing the professional autonomy of the
beginning teacher. For example, consider a case in which the mentor observes the intern’s classroom
teaching. The reflective discourse that develops as a result of such observation is not intended solely for
assessment of the intern’s professional skills but primarily as a source of dialogue about the teaching style
and an attempt to encourage independence [41].

Empathy and attentiveness vs. practical and judgmental advice. The mentoring process is based
on an empathetic attitude and identification with the difficulties the beginning teacher faces. The mentor
is able to “get into the beginning teachers’ shoes” and see the professional world from their points of
view [42, 43]. Along with such empathy, however, the mentors must also pay attention to their own inner
world and their limits of identification with the beginning teacher, with their resounding difficulties and
uncertainties inviting acceptance or rejection. Thus, attentiveness to and acceptance of the beginning
teacher’s difficulties demands addressing the mentors’ personal world, past experiences as beginning
teachers and their ability to identify past and present difficulties [44]. As experienced professionals, they
allow the interns access to their experience, displaying professional confidence, personal receptivity, and
belief in the skills revealed to the beginning teacher, with all their strong and weak points, achievements,
and failures (Johnson, 2003). The mentor’s attention to, empathy for, and acceptance of the intern’s inner
world demands awareness and differentiation between their world and that of the beginning teacher’s.
This reflective process, generated by empathy, establishes the trust relations essential to the mentoring
process that are required for the development of professional mentoring work (Rippon & Martin, 2006).

At times, displaying empathy for the beginning teacher coping with various difficulties, conflicts with
the mentor’s other functions. When a beginning teacher faces distress and chaos, he seeks structured,
quick solutions and practical advice to alleviate his situation. The mentor is ostensibly required to provide
clear, impressive, rapid, and promising responses, spelling out behaviors that purport to be absolute truths,
facing a powerful temptation to take shortcuts and tell the beginning teacher how to behave and what to
do. The duality between developing empathy as a mandatory process over professional time and space
and the provision of a practical and immediate response to the needs of the beginning teacher causes
tension for the mentor and demands professional discretion in determining what action to take.

The mentor and intern meet to examine students’ behavioral problems, analyze discussions with parents,
and so on. Hence the mentor may find himself in conflict between the need to listen and empathize and
the desire to provide practical advice that will yield an immediate solution. The mentor’s responsibility
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is to differentiate between temporary and developmental difficulties and those liable to accompany the
beginning teacher throughout his professional life. Reflective discourse and dialogue between them will
determine which situations require an empathetic position and which a judgmental one [45].

Similarly, interns are occasionally in a situation in which they are unable to cope, or may feel a need
for immediate, even emergency solutions to certain problems. At such times, the mentor who gives advice
is greatly appreciated. At other times, the intern may resent the mentor’s advice or consider it interference
with the way the intern thinks the problem should be solved. Through dialogue and reflection, both the
interns and mentors learn to distinguish between situations which require immediate responses compared
with those which should be relegated to a longer-term process during which the interns makes their own
decisions.

Fixed, regular encounters vs. constant availability. Determination of guidance boundaries — in terms
of time and place — is significant in all interpersonal, therapeutic, and instructional contact. In education
and teaching work as well, defining time limits, determining routines, and establishing consistency of
habits is of great professional value. Allocating time resources — time units — for the mentoring function
and for structuring a framework of regular, ongoing meetings imparts a professional and efficient character
to the job of mentoring. A regular time and place schedule defuses a wide range of emotional tensions
and increases confidence in the consistency of PersonNamesupport, even if the beginning teacher errs,
loses his temper, or experiences desperation. Furthermore, it prevents impulsive behavior and enables
suppression of emotions that may prove to be overwhelming

A mentoring framework is required for systemic recognition and PersonNamesupport by the school
administration, as it enables creation of an induction culture. The structuring of permanent, regular, and
open meetings is realized through the “contract” between the beginning teacher and the mentor. The
mentor is compensated for work accomplished; not as a “volunteer” or “buddy” but as a professional.
Mutual expectations and the structure of joint work are clarified at the outset of interpersonal contact.
The fixed framework enables various professional issues to be addressed, such as contact with parents,
discourse following lesson observation, preparing syllabi, and test grading methods [13].

Notwithstanding all the above, “chance mentoring,” that ostensibly takes place in a casual manner
during recess, in the hall, or on the way to a lesson, is also of considerable significance. The mentor’s
presence and availability in the school, however, may cause tension between conceptions of mentoring as
a professional function. The mentor is indeed a teacher and colleague, a member of the school staff, who
may meet with the intern by chance in the staff room after a lesson and even respond to a brief request for
assistance (“‘a parent called me last night and sounded angry”) or dispense some kind of advice concerning
children’s behavior in class.

Mentoring thus involves structured and organized activity taking place at predetermined times and
places, as well as chance encounters. This duality requires the mentor’s professional discretion, requiring
differentiating between the various types of requests for assistance and determining whether to channel
them into brief encounters or pre-set appointments.

The intern may find the duality of formal vs. informal meetings to be comfortable but also tension-laden.
The availability of an encounter may boost confidence, but at the same time, personal difficulties are
exposed to the mentor at all times. Scheduled meetings help the beginning teacher prepare in advance and
focus on the topics he intends to discuss. He thus learns to rely on his own professional discretion and
frame his identity while relying on professional PersonNamesupport in the background.

In addition, mentors’ courses clarify the professional boundaries of guidance. (e.g., until what time
may the beginning teacher phone the mentor at home?). Assessment of various situations that test
the boundaries of behavioral norms enables a deeper understanding of the importance of the relevant
professional aspects.

Mentoring oriented towards individual vs. systemic needs. The mentor must be aware of the
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objectives and goals of mentoring. Are the objectives of an immediate nature, i.e. professional Person-
Namesupport of beginning teachers, or do they extend beyond individual assistance with the long-term
goal of improving the educational system? Who are the mentor’s clients? Beginning teachers? Their
students? Parents? The educational system? The mentor’s ability to exercise his ethical responsibility and
shift among the various objectives of mentoring entails certain tensions.

The political-social system of the educational organization is inundated with tensions and covert
and overt dynamic processes. It is difficult for the beginning teacher to identify these and maneuver
through the organization’s labyrinths. The mentor is part of this organization with its social, political, and
organizational system. Should the mentor reveal the difficulties, covert layers, and social network of the
organization to the intern, or allow him to identify them according to his own conceptions [39, 46, 47]?

The mentor has professional responsibility to the beginning teacher but is also a partner in the or-
ganizational staff. The principal, as head of the organization, demands the mentor’s commitment to
the organization and perceives the beginning teacher’s successful functioning as one of the mentor’s
professional requirements. The principal may, in fact, be responsible for selecting the mentor, whose
commitment would lie not only with the principle but also with the beginning teacher. Such duality is
liable to lead to conflicts in the mentor’s world.

Certain elements of the beginning teacher’s professional socialization are linked to the system. Envi-
ronmental conditions may facilitate or hinder realization of talents (Kelchtermans & Ballet, 2002). For
various reasons, such as personal distress or a lack of professional discretion, an intern may find himself
carrying out a highly difficult assignment. Some interns are assigned to rowdy, overcrowded classes and
are thus doomed to failure from the outset [48]. Can the intern-oriented mentor intervene in systemic
decisions?

Alternatively, an intern may have educational conceptions and professional views that are incompatible
with those of the organization. Should the mentor reveal these differences? Should the trainee be made to
adjust to the system’s requirements or encouraged to express opinions even at the expense of sabotaging
professional integration?

From the beginning teacher’s point of view, the mentoring process ought to clarify the tension between
the need for optimal integration in a system that may be opposed to his educational and professional
views, and the motivation to change things, exert an influence, and express his views. Hence the mentor
should fulfill his commitment to the beginning teacher while bearing the organization in mind, not only
from his own point of view but also from that of the beginning teacher, encouraging the revelation and
processing of these tensions.

Clarification of the principal’s role in the beginning teacher’s adjustment, differentiation between
the system’s needs and those of the human elements active therein, and recognition of the dynamic
interpersonal processes inherent in the system all entail interpersonal tensions. The mentor not only
PersonNamesupports the beginning teacher but also increases awareness and exposure to the complexity
of the systemic realities in which they both work.

5. CONCLUSION

I have elucidated the dialectics of mentoring for beginning teachers, described and analyzed the content
of mentoring courses. Mentors play a decisive role in determining beginning teachers’ suitability for the
teaching profession, assessing their professional integration at work, addressing systemic considerations,
preventing beginning teachers from dropping out of the profession, and developing an efficient and
compassionate acceptance culture for them.

Conception of the function and awareness of the professional development process for mentors and
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beginning teachers alike, constitute dialectic processes, that entail tensions experienced by mentors and
interns. Exposing these tensions and coping with them serve as a source of professional empowerment.
Mentors gain experience in developing leadership through the gradual implementation of mentoring
at school, advancing not only beginning teachers but also their own professional skills and the entire
organizational system [49, 50]. The beginning teacher, in turn, is exposed to the system’s professional
complexity and is given PersonNamesupport and a set of professional skills for achieving advancement.

Homer’s Mentor was faced with many responsibilities. Not only was he charged with his protégée’s
learning and development, but he also had to demonstrate understanding of Telemachus’s problems, gain
his trust as a wise and older friend, while guiding him in the right direction and disciplining him when
necessary. No doubt his responsibilities entailed tensions and conflict at times. Mentoring has always
been accompanied by conflicting responsibilities. In today’s world of the twenty-first century, the mentor
of beginning teachers is faced with an even more complex situation.

The traditional practice of mentoring embodied inherent assumptions concerning knowledge and power.
Mentoring relations were defined in terms of paternalism and dependence, originating in the hierarchic
relations prevailing between mentor and trainee, and were designed to preserve the status quo regarding
professional and social power and knowledge [5].

While we are no longer interested in maintaining “the status quo regarding professional and social
power and knowledge,” and, in fact hope to develop the interns’ independence, it is important to maintain
clearly delineated boundaries between the mentor and the intern. Although both the mentor and the intern
are members of the same teaching staff, the mentor is chosen to guide, having the acquired years of
experience and knowledge which should lead to a measure of hierarchical authority. In order truly to help
the intern, a certain distance must be maintained between them. This should not prevent the mentor from
acting collegially as a friend.

The practice of mentoring today includes complex processes replete with tensions, some of which
result from conflicts between the beginning teacher’s needs and difficulties and the differential responses
to be applied [51] . We believe that dialogue and reflective thinking by both the intern and the mentor
serve not only to relieve these tensions, but also to enhance professional empowerment in both parties.
We believe in the importance of developing courses which expose these complex processes, conflicts, and
tensions. Exploring the dialectic components framing the tension-laden function of mentoring, and the
corpuses of professional knowledge that accompany the mentor’s work, form the basis of courses for
mentors of beginning teachers in Israel.

Dialectic mentoring and mentor education promote professionalism in the individuals involved — the
mentor and the beginning teacher — and benefit the organizational system as a whole. Our theoretical
description of the content of mentoring courses in Israel suggests how such courses could be structured.
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