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Abstract

Purpose — This article aims to present a unique dimension to mentor studies in that unlike most research that
focuses on the novice-teachers-mentee, this study explores the influence of mentoring on the mentors
themselves. Two main questions were examined: “Which components of mentoring influence the mentors’
professional development?” and “What is the differential impact of each of these components as they are
internalized by the mentors?”

Design/methodology/approach — A total of 765 mentors completed a questionnaire composed of 47
multiple-choice questions and an open-ended question describing the contribution of mentoring. The survey
thus generated both quantitative and qualitative data.

Findings — The results show three main components of mentoring that influence mentors’ professional
development in the following order: personal-emotional, didactic knowledge and systemic—organizational. The
findings also illustrate how the mentors used a comparison process to develop their professional perception:
first, by comparing their role as a teacher and their role as a mentor, and second, by comparing their own
professional identity as a teacher with that of the novice-teacher.

Research limitations/implications — The implications of the study point to the importance of mentoring
for mentors’ professional development. Practical implications of this study encourage mentor training courses
that combine a body of knowledge of theory and practice, as well as supervision and mentoring for mentors. It
may be important for mentors to develop a professional identity as mentors that is distinct from their
professional identity as teachers.

Practical implications — The implications of the study point to the importance of mentoring for mentors’
professional development. Practical implications of this study encourage mentor training courses that combine
a body of knowledge of theory and practice, as well as supervision and mentoring for mentors. It may be
important for mentors to develop a professional identity as mentors that is distinct from their professional
identity as teachers.

Originality/value — The manuscript attempts to explore the dynamic relationships within the mentoring
process by investigating how mentoring impacts the development of mentors. It presents insights into the
benefits of mentoring novice-teachers for the mentors themselves via analysis of a large-scale,
nationwide study.
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Introduction

Mentoring provides an important contribution to professional development that continues
throughout a teacher’s career. This development begins at the training stage as a student,
continues through the induction stage as a teacher and is then intensified, shaped and
deepened throughout the teacher’s working life (Postholm and Boylan, 2018). Mentoring, as a
form of professional development, aims to enable learning and growth, which is significant
both for the individual and for the education system. At the academic training stage,

Open question. Describe an event you experienced which your professional attitude was different as a
result of your mentoring role. Explain what changed.
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mentoring is carried out by a pedagogic instructor along with an experienced teacher, and at
the induction stage, a peer teacher is assigned the task of mentoring the novice-teacher
(Darling-Hammond, 2017).

The purpose of this study was to understand the dimensions of the mentoring profession
that influence the mentors who accompany the induction of novice-teachers. We contend that
mentoring is a stage in the professional development of teachers, mentees and mentors alike
(Hudson and Hudson, 2018). In this article, we focus on two research questions:

RQI. What components of mentoring influence the professional development of the
mentor?

RQ2 What is the differential impact of each of these components as they are internalized
by the mentors?

Literature review
Induction is a specific stage in a teacher’s professional development, and the primary focus
of this stage is directed toward enhancing the novice-teacher’s professional skills,
nurturing their professional identity (McIntyre and Hobson, 2016) and preventing their
dropping out of the education system (Glazer, 2018). Mentoring is a long-term process of
personal and professional growth (Orland-Barak and Wang, 2021). In mentoring, there is a
sharing of knowledge, emotion, skills and experience in order to help the mentee to grow.
This is as opposed to coaching, which is seen as career mentoring in workplace contexts
(Coppin and Fisher, 2020) and is more often short-term guidance or advice on specific
issues (Delp, 2014).

Training processes for teachers, however good they are, leave novice-teachers with
numerous difficulties and challenges. Proper mentoring can identify these challenges and
help the new teacher to contend with them (Ingersoll and Strong, 2011; Nyanjom, 2020).

Mentoring novice-teachers

Mentoring is an accepted practice in a variety of professions such as medicine, law and
accounting; it aims to support and develop new workers (Geraci and Thigpe, 2017). In
addition, many mentoring programs and models are created to empower and assist novice-
teachers’ integration into the school system. Programs for novice-teachers attempt to
provide psychological, sociological and pedagogical adaptation for the novice-teacher
(Wexler, 2019). Those programs focus, inter alia, on the transition from “theory” to
“practice,” from a “learner” to a “teacher” with professional responsibilities and to address
the gap between the novice-teacher’s idealized expectations and the daily reality in the
classroom (Voss and Kunter, 2020). Resources are invested in unique mentoring programs,
employing experienced veteran teachers who support novice-teachers (Bullough, 2012;
Carmi and Tamir, 2021).

Mentoring provides a model for successful teaching and prevents attrition (Donitsa-
Schmidt and Zuzovsky, 2016).

Mentoring novice-teachers is based on a personal and professional relationship between
mentors and their mentees (Feiman-Nemser, 2012) who generally have something in common
such as the disciplines or age groups they teach (Achenushure ef al., 2020). Mentoring is not a
casual encounter between a novice-teacher and the mentor but rather a professional process,
intentional act and regular encounter in which a professional discourse takes place (Wolff
et al., 2020). Courses have been developed to help experienced teachers learn to use various
models of mentoring (Aspfors and Fransson, 2015; Schatz-Oppenheimer, 2014).



Models of mentoring

Over the years, the definition of what constitutes good mentoring has changed (Ellis ef al,
2020), and various approaches have been defined (Orland-Barak and Wang, 2021). There are
several models of mentoring for novice-teachers, each having its own outcomes and benefits
(Jeong et al., 2018), such as:

(1) a personal/individual “one-on-one” mentoring model (Crasborn et al, 2011; Hobson
et al, 2009) that emphasizes the importance of meeting the novice-teacher’s needs and
constructing a professional identity;

(2) a group model in which the mentor facilitates a group of novice-teachers; in this
model, as peer-group mentoring works in Finland (Pennanen and Hanuu, 2020), the
participants share and relate their experiences and professional deliberations;

(3) reverse mentoring, a system that is not hierarchical and in which the participants are
equals who share their knowledge; this model is more prevalent, especially in fields
related to technology and innovation, where the novice-teachers are more digitally
literate (Clarke et al, 2019);

(4) e-mentoring, where in the global world, mentoring can be remote, by Internet and
include various professions in an asynchronic process (Williams et al, 2012). This
mentoring is at times anonymous, which provides a feeling of openness and lack of
criticism from the mentor. Models of mentoring have different underlying
assumptions such as a humanistic interpersonal orientation, orientation to the
personality of the mentee or orientation that emphasizes the necessary knowledge for
the mentee (Feiman-Nemser, 2012).

The location of the mentoring process is also important. An individual or group mentoring
model can be intra-systemic or extra-systemic (Ewing, 2021). In the intra-systemic model, the
mentor is a peer teacher within the school, a member of the school’s professional staff who is
also employed as a mentor. In extra-systemic programs, the mentor is employed by the school
as a service provider (Feiman-Nemser, 2012). Internal mentors can be more professionally
relevant as they are a part of the school system. However, external mentors can reduce
interpersonal conflicts (Daly and Milton, 2017).

The importance of mentoring is reflected in its widespread use in different countries such
as the United States, Australia, Finland and Singapore (Achenushure ef al, 2020; Kutsyuruba
et al., 2019). In Australia, programs for mentoring beginning teachers are located in their
schools (Hudson and Hudson, 2016). In Finland and Israel, for example, these programs are
mandatory nationally, whereas other countries have different internal policies (Schatz-
Oppenheimer, 2021). Schools in Shanghai, China, employ two mentoring systems: one-on-one
mentoring and group mentoring (Salleh and Tan, 2013). In Japan, cultural influences can be
seen in their mentoring process: the impact of wuchi (in-group) and sofo (out-group)
(Asada, 2012).

Contribution of mentoring to the mentor

The contribution of mentoring to mentors may be evident in professional practices and the
concepts driving them, and these may be either overt or latent (Smith and Nadelson, 2016). On
the overt level, the act of mentoring focuses on teaching: content analysis, familiarization with
varied and diverse teaching methods, use of technology, familiarization with the student’s
world, dealing with behavior problems and so forth, all of which are components that the
mentor observes from the novice-teacher (Hudson and Hudson, 2018). Observation often
engenders personal reflection: how do I behave (Feiman-Nemser, 2012). On the latent level,
mentoring focuses on the novice-teacher’s professional perceptions, educational beliefs and
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professional identity. Furthermore, the novice-teacher frequently contends with numerous
pressures deriving from schedule difficulties, workload and ambiguity in decision-making
processes (Rippon and Martin, 2006). Moreover, during mentoring meetings, mentors help
mentees to be aware of the organization of the school and to understand the complexity of
relationships within the school. As a result, a mentor’s familiarity with an organization may
be deepened, and they can consolidate their status within it, which is reflected in their power
to influence the conditions that will help novice-teachers to persevere with teaching and
prevent them from dropping out of the system (Craig, 2017; Eisenschmidt and Oder, 2018).

Mentoring in Israel

The mentoring induction model in Israel was launched nationally in 2000 with the aim of
ensuring qualitative absorption for novice-teachers as well as improving teacher retention in
the education system and reducing the teacher dropout rate (Donitsa-Schmidt and Zuzovsky,
2016). The novice-teacher works in a school, is paid a salary, takes part in a peer workshop
and is accompanied by a mentor. At the end of the first year, following professional
evaluation, the novice-teacher receives a teaching license. To qualify for the mentoring role,
mentor-teachers must have at least five years’ seniority in teaching, teaching must be their
principal occupation and they must have successfully completed a mentor training course at
one of the academic teacher training institutions (Schatz-Oppenheimer, 2021).

The mentoring model in Israel is a face-to-face individual model and is intra-systemic —
namely, the mentor is a peer teacher in the same school. The perception of the mentoring
model in Israel is dialectic and conflictual (Schatz-Oppenheimer, 2014, 2017). On the one hand,
mentors are a source of professional support, and on the other, they are required to evaluate
novice-teachers and act as “gatekeepers” over their absorption into the education system
(Ford, 2017). However, this dialectic mentoring model gives the mentors added professional
skills as well as recognition and career advancement in their schools (Hobson and
Malderez, 2013).

Research questions
The following research questions guided the present study:

RQI. What components of mentoring influence the professional development of the
mentor?

RQ2. What is the differential impact of each of these components as they are internalized
by the mentors?

Methodology
Research context
In 2010, a study was published rating the influence of mentoring in Israel with an emphasis on
the novice-teacher (Nasser-Abu Alhija and Fresco, 2010). The present research adds a new
perspective: the influence of mentoring on the mentors themselves.

To answer the research questions, we performed the following stages:

(1) Wecreated a new questionnaire for the mentors based on preliminary interviews with
professional experienced mentors.

(2) We used this online questionnaire to study a country-wide population of mentors.

(3) We analyzed the questionnaire answers quantitatively, as well as performed a
qualitative analysis of the open-ended question.



(4) Based on the results, we identified the components of mentoring for the mentors.

(5) We developed recommendations for professional mentor training courses and for
future research in this field.

Participants

An information bank of mentors in the Education Ministry of Israel contained 3,057 names
and email addresses of mentors of novice-teachers. An online questionnaire was sent to this
population as part of a broader study dealing with the components of the internship and
induction stage in Israel. A total of 765 mentors participated in the study by responding to
this questionnaire, representing a response rate of approximately 25%. This rate is consistent
with that cited in the literature for email surveys (Yun and Trumbo, 2000), especially those
using unverifiable email addresses where the number of undeliverable questionnaires cannot
be subtracted from the initial sample to compute the exact response rate (Fincham, 2008).
However, this response rate may have some implications for the external validity and
generalizability of the present study. All respondents had been experienced teachers in the
school system for at least five years. A distribution of the types of schools in which the
mentors worked shows that the mentors who responded to the questionnaire reflected the
structure of the students in the Israeli education system.

Tools

A quantitative questionnaire measuring the contribution of mentoring to the mentor’s
professional development was developed in three stages. In the first stage, the researchers
interviewed eight experienced mentors representing the educational regions in Israel in order
to identify the possible components of mentoring that influence the mentor. According to
ethical guidelines, the mentors gave their permission to participate anonymously in the
interview (Lindorff, 2010). In the second stage, the researchers created a questionnaire based
on a content analysis of the statements obtained from the preliminary interviews with
professional mentors (Lieblich ef al., 1998). This questionnaire focused on the contributions of
mentoring to the mentors themselves. In the third stage, the questionnaires were validated by
15 expert researchers in the field of induction.

This questionnaire was self-reporting, anonymous and administered online. It contained
47 multiple-choice questions on a five-point Likert scale. The questionnaire included
background questions on the respondents — for example, seniority and place of employment.
Five areas were tested in the research questionnaire: (a) how the mentors were selected and
their training, (b) mentoring actions and the mentoring experience, (c) factors that promote or
hinder mentoring success, (d) the contribution of mentoring to the mentor’s professional
development and (e) outlooks regarding the accompaniment of teachers at the start of their
career.

In addition to the quantitative questions, the questionnaire included an open-ended
question that the mentors were asked to answer independently and authentically. The
question was worded as follows: “Describe an event you experienced in your work as a
teacher in which your professional attitude was different as a result of your
mentoring role.”

For the present article, we analyzed only those questions from the questionnaire that
focused on the mentors’ professional development, which included a general core question on
the degree of influence mentoring had on their self-development, and 31 statements relating
to various components of mentoring. For each statement, the mentors were required to
evaluate the degree of influence on a five-point Likert scale: 5 = toa very great degree; 1 = not
at all. Means and standard deviations appear in Appendix. Factor analysis was conducted
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using the Varimax rotation method on all 31 statements, and three distinct factor scores were
found: the personal-emotional factor = 18.4 (containing 15 statements and explaining 61.2%
of the variance), the systemic—organizational factor = 2.0 (containing five statements and
explaining 6.8%) and the didactic factor = 1.4 (containing 11 statements and explaining
46%). These three factors combined explain 72.6% of the variance. These findings are
consistent with the factors uncovered in previous studies that measured novice-teachers
(Nasser-Abu Alhija and Fresco, 2010), providing additional support for their reliability. Three
scores were built as a result of these findings from all the statements. The scores were built
using the sum score method by calculating the average of all the statements in the factor: a
score for each of the factors, the personal-emotional, the didactic and the systemic—
organizational. This method was employed to retain the scale metric, which allows for
easier interpretation, to foster comparisons across factors when there are differing numbers
of items per factor and to preserve the variation in the original data. This approach has been
cited as generally acceptable for most exploratory research situations (DiStefano ef al., 2009).
Correlations between the three scores were relatively high (» = 0.70-0.78), as is often found in
self-report questionnaires due to a response bias causing a halo effect (Kahneman, 2011).

The reliability of the three scales was tested in a Cronbach’s alpha test, and reliability was
found in the personal-emotional scale (o = 0.94), in the didactic scale (x = 0.98) and in the
systemic—organizational scale (a = 0.96).

Data collection

As described in the “Participants” section, the questionnaires were emailed to the entire
mentor population in Israel. Using online questionnaires enabled direct and anonymous entry
of the study data into the database. The questionnaire included an explanation of the aim of
the national online study, and the mentors were informed that their responses would be used
solely for the purposes of the study. It was further clarified that the findings would be
confidential and anonymous consistent with ethical guidelines (LaMarre and Chamberlain,
2022) and that the respondents’ details would be automatically deleted when the
questionnaire was returned. We expected that completing the questionnaire would
take 15 min.

Data analysis

The questionnaire was analyzed by quantitative statistical analyses using SPSS software
that included testing scale reliability, factor analysis of the statements, calculation of
averages and percentages of the statements from the individual questions and calculation of
weighted scores and correlations between the meta-measures and the general core question —
the influence of internship on a mentor’s professional development.

The findings of the open question were used in the data analysis in accordance with the
approach that structures the material obtained into categories (Lieblich et al, 1998). As is
currently accepted, combining the quantitative and qualitative methodologies created a
research methodology that combined the quantitative data with qualitative findings
(Creswell, 2012; Mitchell et al, 2020). This combination of methodologies enriched and
deepened understanding of the findings.

Results
The results presented in this section are based on quantitative results from the questionnaire
and qualitative findings from the analysis of relevant descriptions in the open-ended
question.



Analysis of online questionnaires

The contribution of mentoring to the professional development of the mentor was initially
examined as a general core question: “To what degree does mentoring influence your
professional development?” The response average was 3.52 with a standard deviation of 1.07
on a five-point Likert scale: (1 = not at all; 5 = to a very great degree). The distribution of the
mentors’ responses showed that the majority (84 %) thought that mentoring influenced their
professional development to an average and above-average degree (we should note that 54 %
of the mentors estimated the contribution of mentoring to their professional development at a
great to a very great degree). Four per cent of the respondents felt that mentoring did not
influence their professional development at all (full results in Appendix).

After examining the influence of mentoring on the mentor in general terms, the three
components in which mentoring is likely to influence the mentor were examined: the
personal-emotional, didactic knowledge and systemic—organizational components (see
figures below). Table 1 presents the averages of each of the factor scores, as well as the
correlation between them and the core question.

Emerging from Table 1 are three ranked components: the greatest influence on the
mentors’ sense of professional development is in the personal-emotional dimension
(average = 3.20), followed by the mentors’ sense that their professional development is in
the didactic knowledge dimension (average = 3.0) and the least influence was found in the
systemic—organizational dimension (average = 2.8). The differences between the averages of
these three factors were found to be statistically significant (F(2) = 87.198; p < 0.0001). These
results support to a certain extent the definition of professional mentoring as a personal—
emotional interaction and less systemic—organizational (Feiman-Nemser, 2012).

Additionally, Table 1 shows statistically significant correlations between the factor scores
and the general core question — the influence of mentoring on professional development. The
strongest correlation (» = 0.56) was found in the personal-emotional dimension, the second
strongest in the didactic knowledge dimension (» = 0.47), and the least strong but still
reasonable correlation was found in the systemic—organizational dimension (» = 0.40). These
correlations support the research results that the main contribution of mentoring to the
mentors is in development of their skills in the personal-emotional dimension.

The cumulative contribution of the three components to professional development was
tested using a linear multiple regression analysis.

The findings in Table 2 reinforce the data presented above and substantiate the order of
contribution of the three components to evaluating the influence of mentoring on professional
development. Once again, the personal-emotional dimension leads in its contribution to
professional development, with a lesser contribution of the didactic knowledge dimension
and finally, despite the positive correlation between the systemic—organizational dimension
and the influence of mentoring, its marginal addition to the overall influence is negative after
deducting the influence of the first two components. All these correlations were found to be
statistically significant (p < 0.01). The negative contribution of the systemic—organizational
dimension to the mentor’s professional development is explained by the mentors’ focus on the

Dimension Average Standard deviation Correlation with the core question
Personal-emotional 32 1.0 0.56*
Didactic knowledge 3.0 12 0.47*
Systemic—organizational 2.8 13 0.40*

Note(s): *The correlation is significant p < 0.001
Source(s): Author’s own creation
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Table 2.

Linear multiple
regression testing the
cumulative
contribution of three
dimensions of
mentoring influence
against the core

novice-teachers and their teaching methods, whereas their connection with the organizational
environment is minor.

After presenting the core question and the correlations between the general core question
and the three components, we shall present the contents comprising each dimension
separately and the contribution of each component to the mentors’ professional development.
The quantitative results for each component will be followed by the qualitative subjective
answers given by the mentors in answer to the open question described above. The following
figures show the statements that create the components and the mentors’ evaluation of the
influence of each individual statement on their professional development. The figures show
the percentage of mentors who noted the statement as contributing “to a great degree” or “toa
very great degree” to their development.

Figure 1 illustrates the contribution of the personal-emotional dimension to professional
development.

Figure 1 shows that the mentors evaluated the contribution of mentoring to their
personal-emotional development in fairly high percentages, which are distributed over the
various statements. The 14 statements in this dimension seem to represent three different
aspects of the mentor’s work:

Dimension Beta R Significance
Personal-emotional 0.55 0.57 0.000
Didactic knowledge 0.17 0.58 0.002
Systemic—organizational —0.14 0.58 0.009

question Source(s): Author’s own creation
100%
90%
80%
66% 70%
60%
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8% se%  ae%  46% s0% 9
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o
35% 40%
2% 7% 309
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10%
Figure 1. 0%
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The mentors’
evaluation of the
contribution of
mentoring to their
personal-emotional
development

0 12 13 14
statements* pertaining to personal-emotional development

Note(s): *See statements in following index

(continued)



Index of statements in the personal-emotional dimension

1) I provide more effective feedback

2) It reinforces my sense of professional efficacy

3) Ihave greater responsibility and authority

4) My interpersonal communication skills are more developed

5) Tam more willing to accept criticism

6) My sense of professional self-efficacy has strengthened

7) 1 get greater satisfaction from my work

8) It increases my self-confidence as a teacher

9) I have higher motivation and invest more in my teaching work

10) Ireceive greater professional appreciation from the teaching staff

11) My sense of belonging and involvement in the school has
strengthened

12) I am more sensitive to students’ personal problems

13) I arrive at school with increased enthusiasm

14) The principal appreciates and consults with me more

Source(s): Author’s own creation

(1) The first group includes six statements connected with the personal-emotional
aspect. These statements focus on the mentor’s mentoring skills, for example
providing more effective feedback, a sense of professional self-efficacy, more
developed communication skills and willingness to accept criticism.

(2) The second group includes five statements connected with the mentor’s professional
self-image, for example self-confidence, satisfaction from mentoring, motivation,
sense of belonging and greater sensitivity.

(3) The third group, which was marked with lower percentages, is less homogeneous and
includes statements connected with the perception of the mentor’s sensitivity to
students’ personal problems, their enthusiasm and their relationship with the school
principal.

The mentors’ responses to the qualitative open-ended question support the findings from the
quantitative questionnaire, relating to these aspects of the mentor’s work.

Responses relating to the personal-emotional dimension emphasize the mentor’s
discovery of personal qualities of which they were previously unaware. Statements related
to the first category described above show the emotional development of the mentor, for
example: “I have more empathy and attentiveness,” “My listening ability has improved,” and
‘T've become forgiving.” The mentor’s self-image was enhanced, as can be seen in a
characterization of the criticism expected from an instructional process as development of
“tolerance”: “I've become more tolerant when new teachers err by conveying inaccurate
knowledge, my correction has become gentler.” In the responses, there was a reference to
construction of their professional self-value: “I thought at first that mentoring was to convey
material, and later I realized that it's a meaningful role.”

The qualitative descriptions not only reinforce what was found in the quantitative results,
but also allow us to see the reflective process the mentors undergo when, on their own
initiative, they speak about the mentoring work. For example, when one mentor writes, “T've
become more tolerant.”

Figure 2 illustrates the contribution of the didactic knowledge dimension to professional
development.
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Figure 2.

The contribution of
mentoring to the
development of
didactic-knowledge
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Figure 2 shows a relatively uniform structure (limited distribution) of the responses to all the
questions on the contribution of mentoring to professional development in the didactic
knowledge dimension. It should be noted that the percentage of respondents who thought
that mentoring influenced the didactic dimension ranged from 34% to 46%.

The components in which the mentors ranked a high level of influence consisted of
learning processes (e.g. displays of empathy toward children’s difficulties) and teaching
processes (e.g. expanding teaching skills). In response to the open qualitative question, the
mentors described the change that took place in didactic and professional practices in these
two processes.

Learning processes: Observing students in the novice-teachers’ classes encouraged the
mentors to reexamine their own interactions with their students: “Observing from the
sidelines in the novice-teacher’s class enabled me to get to know my students from a different
angle.” Here are some more examples that show how the mentors acquired interpersonal
skills following observation of their novice-teachers: “I learned to involve and to encourage
more students” and “From her, I learned to compliment children in class.”

The respondents reported that they learned to readdress classroom management,
including dealing with disruptions and discipline problems, and relating to weaker students
who were not part of the learning process:

In one of the encounters, I saw how the novice-teacher related to a student who is usually
mischievous, playing with something that enables him to concentrate . . . In my class, I've also got a
student like that, and from that day on I provided him with the possibility of concentrating on what
he’s doing . . . [ saw another side of the coin.

Another response was: “As a result of mentoring it occurred to me that I was relaxing
discipline too much . . . and that actually creates difficulty for the students, especially those



with attention deficit disorders and concentration issues” and “When I observed one of the
novice-teacher’s lessons, I saw numerous students who were quiet and not learning.”

Teaching processes: As a result of their exposure to the technological innovations that
the novice-teachers brought with them, the mentors described that they were making greater
use of technology such as the Zoom platform for distance learning during the Covid-19
epidemic. “My novice-teacher uses presentations and short films to illustrate the subject. I
found that this is a very good way of teaching my students to become more aware.”

According to the respondents, their encounter with the novice-teachers led to changes in
teaching preparation and lesson organization and greater use of a variety of classroom
teaching methods and evaluation tools: “When I observed the novice-teacher ... and she
failed to meet the timetable it made me careful to meet my lesson times in my own class.”
Additional descriptions show the influence of the novice-teacher on the mentor’s evaluating
skills: “After reading and checking the novice-teacher’s tests, I ensure the quality of my own
tests even more.”

Observing students in the novice-teachers’ classes encouraged the mentors to reexamine
their own interactions with their students: “Observing from the sidelines in the novice-
teacher’s class enabled me to get to know my students from a different angle.” Further
examples that show interpersonal learning as a result of observing the novice-teacher are: “I
learned to involve more students” and “To encourage new students.”

These sentences illustrate how observation, a significant component in the mentoring
process, created awareness and reflection in the mentors. The mentor watching the novice-
teacher used these observations as a mirror that reflected their own role as a teacher.

Figure 3 illustrates the contribution of the systemic—organizational dimension to
professional development.

Figure 3 shows that about one-third of the mentors (29%-41%) reported a great to very
great influence in the systemic—organizational dimension as a consequence of mentoring — for
example, deepening familiarization with the organization, its procedures and norms, and the
feeling that they filled a greater number of roles in the school and were better integrated into
the school staff.

Responses to the open-ended qualitative question relating to the systemic—organizational
dimension show how as the mentoring process advanced, mentors took upon themselves
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organizational responsibilities, beyond the teaching content: “I learned to support the novice-
teacher in confrontational situations with parents, other staff members, and so forth.” The
respondents wrote about a burgeoning awareness of the value of the mentoring process that
developed in their schools.

When I mentor new teachers, it is built into the timetable, they’ve got an hour in the
timetable, and I've got an hour in the timetable. The time is arranged according to a regular
day and time, but my door was also open.

Recognition of constructing a time and place for mentoring attests to recognition of a role
that is of value to the system.

I help whoever wants to listen or receive advice. Now I've also got my own room, not
everyone in the school has one. So, I've also got a whole raft of stuff, like a library with books I
can give, and I have regular meetings in the room.

Establishing mentoring in “a place of its own” in “my own room” lends meaning to
occupying a physical systemic—organizational place in the school.

Discussion
In this study, we examined the contributions of mentoring to the mentor from the mentor’s
perspective. We tried to answer the research questions and to identify the components of
mentoring that influence the professional development of the mentor. The study also showed
the differential impact of each of these components as they were internalized by the mentors.
The factor analysis of the questionnaire that the mentors completed revealed three
components of the mentoring profession: personal-emotional, didactic knowledge and
systemic—organizational. These three components appear to be compatible with those
presented in Vonk’s (1995) theory that relates to novice-teachers. He created one of the first
theoretical frameworks for understanding and classifying the components that novice-
teachers face, and he found three similar components. The results of the questionnaire that
the mentors completed illustrate the components of the mentoring process that contribute to
the mentors. The quantitative findings emphasize the differential strength of each
component, whereas the qualitative findings shed light on their quality and content from
the point of view of the mentors.

The personal-emotional dimension

The findings show that the personal-emotional aspect focuses on the mentor’s mentoring skills,
the mentor’s professional self-image and the perception of the sensitivity of the mentor to
students’ personal problems. The personal-emotional dimension emphasizes the mentor’s
discovery of personal qualities of which they were previously unaware (Zembylas, 2020). This
finding is very interesting because the mentor is first and foremost a teacher, and their role is to
guide the novice-teacher professionally. However, these findings show that the mentors
preferred to give the novice-teachers “emotional support,” to a greater degree than they saw
their role as pedagogic. It appears from the present results that they preferred emotional
mentoring rather than solving problems as cognitive mentoring (Elshaw ef al, 2018).

Observing the novice-teachers’ difficulties and feelings of frustration evoked empathy and
sensitivity in the mentors and, at the same time, made them more reflective of their personal
and professional abilities. They recognized their professional skills, and their self-efficacy
empowered them as mentors (Hudson and Hudson, 2016).

The mentors’ identification with the novice-teachers’ primal feelings and emotions
enabled the mentors to clarify for themselves in what ways they became more effective and
meaningful and what professional added value they possessed that enabled them to mentor
novice-teachers (Hudson and Hudson, 2018).



The didactic knowledge dimension

The study’s findings indicate that a mentor who is exposed to a novice-teacher’s work is
generally influenced by this exposure and introduces changes into their own classroom, such
as varying teaching methods in lessons, dealing with discipline problems, using teaching
aids, understanding events and occurrences in class and student evaluation (Hudson and
Hudson, 2018).

The qualitative findings indicate that a novice-teacher who comes to teaching from
academe possesses current theoretical knowledge and proficiency in technological teaching
skills. This challenges the routines familiar to the mentors from their teaching experiences.
The mentors’ encounter with the new generation of novice-teachers engendered thoughts and
moments of reflection associated not only with the quality of the mentors’ own teaching, but
also with their instructional skills. Hence, it seems that the mentoring process provided
mentors with an opportunity to develop professionally and enhance their didactic component
(Crashorn et al,, 2011).

The systemic—organizational dimension
The findings relating to the systemic—organizational component showed a deepening
understanding of the organization and its structure, its procedures and norms, the position in
the school as mentors. Recognition of constructing a time and place for mentoring attests to
recognition of a role that is of value to the system.

The mentors take upon themselves organizational responsibilities, beyond the teaching
content: The respondents wrote about a burgeoning awareness of the value of the mentoring
process which developed in their schools (Eisenschmidt and Oder, 2018).

Consequences of being a mentor

The professional structure of teaching is virtually hierarchy-free; that is, it is “flat,” and there
is little room for professional advancement. Teachers accumulate years of seniority and
professional experience almost without promotion in the organizational hierarchy of the
education system. The role of mentoring, however, enables mentors to reposition themselves
in the organizational structure of the education system in general and that of the school in
particular (Coppin and Fisher, 2020). Mentors assume a role with professional status that
includes recognition of their professional knowledge and skills. They are not simply teachers
in a classroom but professional leaders among their peers (Willis et al, 2019). Moreover,
mentors serve as the education system’s “gatekeepers” to the induction of new teachers. They
possess the professional “power” to decide who enters the gates of teaching. The role,
therefore, entails responsibility and authority (Cuconato et al.,, 2015). This aspect of mentoring
has gained insufficient expression in the research literature, and in the present study, too, we
found no answers that engage with it. It may be assumed that mentors prefer to engage with
the “soft” part of mentoring, the part that provides emotional support to the novice-teacher’s
induction into teaching, and that they avoid engaging with critical decisions. It seems that the
mentor’s professional role of “gatekeeper” is worthy of study in the professional mentoring
training courses in order to accord concrete validity to the responsibility and authority
required of the mentor.

Sources of learning are not always formal or measurable; they entail experiences and a
process of reflection. The practices required for mentoring serve as a source of learning
whereby the mentor examines their own professional path (Kissling, 2014). Mentors’
professional examination of their work through the eyes of “the other” (the novice-teacher)
affords them a “defamiliarization” with their educational work. They are required to provide
a renewed explanation of their professional concepts and the rationale guiding them in their
acting as practitioners.
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As well as the benefits of mentoring for the mentors, they should be aware of possible
conflicts that might give rise to negative feelings. The mentors expect that the mentee will
take them as their model and be similar to them. This negative process can prevent the
development of the mentor’s individual autonomy. The professional dialogue and
confrontation with an “other” that is “new” encourages the mentors to create new
thoughts on and insights into their world of teaching. A novice-teacher with no previous
teaching experience who is open to discourse, who is curious and who is seeking new
opportunities to succeed, despite a lack of experience, may arouse the mentor’s interest in
forming a connection between the “old” and the “new.” The encounter with the novice-teacher
affords the mentor a fresh look at a world that is familiar, known and constant (Ulvik and
Langoergen, 2012; Wexler, 2019).

Limitations

An online anonymous questionnaire has the inherent limitations of respondents’ self-
selection, as seen by the response rate to the questionnaire, which should be taken into
consideration in the present study. This research was conducted on the basis of one particular
mentoring model. It is important to examine the effect of mentoring on the mentor according
to other models — for example, on mentors who do not teach students but serve as extra-
systemic mentors employed by the school as service providers (Hobson and Maxwell, 2020).
In addition, the results of both the quantitative research and the qualitative research indicate
the short-term effect of mentoring on professional development. It would be interesting to
study the long-term and lasting effect of mentoring on the mentor and the mentee.

Conclusion

In the present article, we sought to learn about components that empower mentors and
develop them as professionals. Three components of mentoring were uncovered in this study,
each having a different impact on the mentors. It follows from this that mentoring has a
professional body of knowledge, which can be conceptualized and serve as a basis for mentor
courses (Schellings et al, 2023). Advancing interpersonal communication skills and
encouraging reflection on their professional activities can create supervision—mentoring
for the mentors (Melton et al, 2019). In addition, mentor training courses can develop
sensitivity and an approach to diversity, promoting social justice (Orland-Barak and Wang,
2021). Reflective thinking leads to the professional development of the mentor, and it has the
power to influence the quality of the novice-teacher, the school and the education system
(Darling-Hammond, 2017; Olsen, 2021).

Mentoring is a complex act (Aspfors and Fransson, 2015). As we have seen, there are
several models of mentoring that attempt to answer the needs of the mentors and the mentees
in today’s educational system. Perhaps a hybrid model of mentoring, combining aspects of
different mentoring models, can help advance the mentoring profession (Ewing, 2021). Future
research should examine the characteristics of different mentors and different models. This
research may benefit from ethnographic or case study approaches.

It is not always possible to make an unequivocal distinction between the three
components: the personal-emotional, the didactic knowledge and the systemic—
organizational. Therefore, the main contribution of this article lies in identifying the
contents constructing each component separately and creating a full, broad canvas on the
influence of the mentoring role on the mentors.

The encounter with the novice-teachers’ experimentation and inexperience creates a
process of comparison for the mentors in which they examine their role as a teacher of
students and mentor of a novice-teacher (Wexler, 2019). The observational skills required of



them and the process of providing academic feedback often inspire the mentors to rethink
their perceptions regarding the question: “What is good teaching?” (Feiman-Nemser, 2012).
Comparison with the novice-teacher engenders reflection processes and sharpens the
mentors’ discernment of their professional identity as a teacher and mentor (Nyanjom, 2020).
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Appendix

To a very Toa To an Toa
great great average small Not at
Mean SD degree degree degree degree all

To what degree does 35 11 197% 33.9% 30.1% 12.1% 4.2%
mentoring influence your
professional development?
To what degree does your role as a mentor influence each of the following aspects for you? Mean SD
In the personal-emotional dimension
1) I have greater responsibility and authority 35 12
2) It reinforces my sense of professional efficacy 36 12
3) It increases my self-confidence as a teacher 3.3 13
4) T come to school with greater enthusiasm 2.7 12
5) I get greater satisfaction from my work 3.3 1.2
6) I receive greater professional appreciation from the teaching staff 26 13
7) I am more sensitive to students’ personal problems 29 13
8) The principal appreciates me and consults with me more 2.6 13
9) My interpersonal communication skills are more developed 34 13
10) I provide more effective feedback 37 11
11) I am more willing to accept criticism 34 1.3
12) I have higher motivation and invest more in my teaching work 3.2 13
13) My sense of belonging and involvement in the school has strengthened 31 13
14) My sense of professional self-efficacy has strengthened 34 13
In the systemic-orgamizational dimension
15) I am more conversant with school procedures 3.0 14
16) I am better integrated in school staff work 2.8 14
17) I have better relations with various entities in the school (principal, counselor, caretaker, 2.8 15
nurse, etc.)
18) I organize activities like parent meetings, field trips, class committees, parties, etc., more 2.6 14
efficiently
19) I fill additional roles in the school with greater efficiency 2.7 15
In the didactic knowledge dimension
20) I have extended my skills in the discipline I teach 30 13
21) I teach better 3.0 13
22) I display greater empathy for the children’s difficulties 31 14
23) I handle discipline problems in my class better 30 14
24) I vary the lessons more 3.2 13
25) I make greater use of teaching aids (photographs, library, computers, worksheets, etc.) 30 14
26) I evaluate my students with a greater variety of tools 30 14
27) I encourage the students to study more 3.0 14
28) I am more attentive to parents’ inquiries 2.8 14
29) In the teaching field I understand the events and occurrences and can connect them with 31 14
theories
30) My students’ achievements have risen 2.8 14

Source(s): Author’s own creation

Professional
mentoring’s
mpact

Table Al.

Means and standard
deviations of
questionnaire
responses
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