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Abstract The aim of this phenomenological
qualitative study was to explore the opinions of the
teachers on mentoring process and their experiences. To
achieve this aim, the study sought information on
mentoring essences, practices, roles, and training needs of
mentor teachers. Experienced and beginning teachers
were purposefully selected from eight English-medium
secondary schools in South Africa. Data from the
literature review, 16 group interviews and 24 open-ended
questionnaires were triangulated and thematically
analysed to gain a deeper understanding of the
phenomenon. Forty-eight experienced teachers and 24
beginning teachers shared their life experiences,
perspectives, and perceptions on the mentoring process.
The study revealed that in South African schools,
mentoring was patchy and unsystematic. Data collected
revealed that a new working environment presented some
social, personal, and professional challenges to beginning
teachers. It was revealed that experienced teachers were
willing to support their fellow beginning colleagues even
though they were not trained in the mentoring process and
did not receive the necessary support from the school
management teams.

Keywords Beginning Teachers, Essences of
Mentoring, Formal Mentoring, Mentoring, Mentoring
Experiences, Mentoring Model, Mentoring Practices,
Mentoring Process, Mentoring Programme, Mentoring
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1. Introduction

The transition of beginning teachers from universities
to their real-life jobs is somewhat daunting. In most cases,
the theory they obtained during their training is contrary
to real-life experiences at schools. At this stage, beginning
teachers are usually met with the emotional and ecological
challenges of becoming accustomed to the new work
environment and new colleagues. To counter this daunting
new experience, experienced teachers could be of
assistance in assuring beginning teachers that their lack of
experience was normal. They could sympathise with
beginning teachers, offer them support and advice to make
them feel welcomed, thereby reducing their stress levels
[1]. A beginning teacher’s assistance must be treated as a
package that entails support to their whole being, such as
personal, emotional, and professional aspects. These
should include problem-solving skills that enable them to
look at the teaching profession and their contributions in a
critical manner [1]. Experienced teachers who usually
serve as mentors, though not officially assigned, are
essential supporters in directing beginning teachers to
improve their subject expertise and methodology.

2. Research Aim, Question and
Objective

The aim of this research is to explore the opinions of
the teachers on mentoring process and their experiences.
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This aim leads to the following research question:

® [s the mentoring process of beginning teachers
effective at schools in South Africa?

The objective of this study is to develop a model for
formal mentoring of beginning teachers.

3. Background to the Study

In their Consortium for Policy Research in Education
(CPRE) report, Ingersoll et al. [2] document an increase in
the intake of the teaching force. According to this report,
most of these new appointees are youth who just
graduated from universities. As much as new teachers can
be a source of fresh ideas and energy, it is also important
to have experienced teachers who can nurture these
beginning teachers into their new responsibilities.
Research into the mentoring process of pre-service
teachers regards mentoring as one of the main factors that
contribute to the beginning teacher’s success in their
teaching career [3]. Ingersoll and Strong [4] assert that
guidance and support offered by experienced teachers to
their fellow beginning colleagues yield positive results in
that their teaching skills, learner performance and
retention are all improved. Support given to beginning
teachers is spontaneous and haphazard, without forming
part of the school’s formal programme that can be
enforced [5]. Formal mentoring that is systemic and which
forms part of the organisation’s development plans is
needed. Where formal mentoring is done, people are
usually paired according to their compatibility [6].
Kahle-Piasecki [7] affirms that where formal mentoring
takes place, through formal processes, mentees are
allocated to mentor teachers in accordance with the
specific needs of mentees. However, there is no formal or
structured mentoring model offered at the schools in
South Africa.

3.1. Formal Mentoring

The definition of mentoring is very broad in teaching
profession. Fragoulis [8] argues that mentoring is inspired
by the character of a mentor in Homer’s Odyssey. Mentor
was the elderly friend who served as a counsellor to
Odysseus’s son Telemachus. According to McLaughlin
[9], a mentor is now regarded in a short and simple term
as “a wise and trusted teacher or counsellor” (p. 872).
Kahle-Piasecki [7] asserts that mentoring could be defined
from the verb ‘mentor’ which means educating and
providing knowledge for a beginning teacher. There is a
close connection between an experienced and a less
experienced person; it gives knowledge, guidance, and
support through conduct by the experienced person [10].
Mentoring magnifies one’s perception of oneself and
improves the beginning teacher’s professional growth.
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Mentoring can take place either formally or informally.
In informal mentoring, there is no official process, no
compensation, training or time-release for those involved
[11]. Nevertheless, with well-structured mentoring, the
experienced teachers are knowledgeable about providing
the required aid, which most inexperienced teachers do
not necessarily get [12].

In a casual and unorganised mentoring procedure, the
less experienced person (the mentee) requires the more
experienced one (the mentor) to provide information
about a career or be their guide. Informal mentoring also
happens when an adequately knowledgeable person
(mentor) voluntarily provides services for a person
(mentee) they know. The person can gain a great deal
from the  information provided [13].  This
interconnectedness strengthens over time and has the
power to produce the required effect. The people involved
in informal mentoring relationships may be from different
organisations [13]. Hoffer [14] describes informal
mentoring as a connection that develops naturally between
two people where one requires personal and career
development and looks upon someone for consistent
guidance and motivation. Vikaraman et al. [15] affirm that
casual relationships unfold spontaneously between the
experienced teacher and the beginning teachers who go
through the system, besides learning and advancing their
inquiry knowledge. A mentor should be well informed
and ready to provide the required help. It is imperative to
establish an atmosphere conducive or the casual
interactions between the mentor and the mentee to thrive.

Furthermore, a well-structured and organised mentoring
relationship relates to mentoring that is planned and is part
of the official programme, where both the mentor and the
mentee are from the same organisation. The relationship
which exists has been the idea and the formation of
organisational hierarchy [16]. Planned and formal
mentoring usually demands training. The organisation
establishes who requires assistance and who should be
appraised and rewarded. The time for formal mentoring is
strictly adhered to without fail [13]. Kahle-Piasecki [7]
affirms that this kind of mentoring occurs through a
structured programme in which mentors and mentees are
carefully selected and matched through a formal process.
Mentors receive training and mentoring programmes are
developed in line with the goals of the organisation.
Formal mentoring is a structured approach in the
mentoring process as opposed to informal mentoring,
where relationships develop naturally. In a formal
mentoring programme, individuals do not get to choose
their mentoring partners, while the organisation does.
However, it is cautioned that designated mentoring
interaction may not yield desired results as the one that
develops spontaneously, because of personal clashes and
the absence of sincerity because the mentor-mentee
relationship is not established by their own proposal [17].
Additionally, Tummons et al. [18] argue that
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well-structured and organised mentoring schedules may

limit the formation of high-quality mentoring connections

between mentor and mentee. The two participants are

often marked with feelings of awkwardness, anxiety,

tentativeness, and feelings of scepticism. However,

Beane-Katner [19] asserts that formal mentoring is the

way to go. The traditional or the informal ways of

mentoring a new faculty member should be done away

with. This is because it does not perfectly match the

characteristics of the next-generation faculty, as it is hard

to find a chance to create mentoring in casual settings.

Fragoulis [8] indicates that formal mentoring has some

benefits, namely:

® it offers help and guidance from an experienced
person to a person with less experience in the frame
of an interpersonal relationship, which is developed
between the two people;

® gives to the protégé the broader picture of the
socio-economic and educational frame in which the
educational programme is implemented;

® offers the protégé learning opportunities in a
non-threatening environment;

® supports the inexperienced teacher in matters of
design, organisation, implementation, and evaluation
of innovative educational programmes;

® offers help in resolving problems which arise during
the implementation of innovative educational
programmes (p.52).

These benefits imply that if properly planned and fully
implemented, formal mentoring programmes offer both
emotional and instructional support to the mentee [20].
Though the focus might be on the progress of effective
classroom management, broadening the subject
knowledge and teaching methods, mentees themselves
should be allowed to inform the programme by being
given the opportunity to indicate their areas of
development. Effective formal mentoring programmes do
not only add to the improvement of status and expected
standards of beginning teachers, but also assist and
enhance the expertise of teachers in the whole school [21].

Competence Levels after Informal and Formal Mentoring
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Competence levels after informal and formal mentoring [22,

Figure 1 depicts competence levels which exist after

1937

informal and formal mentoring. The first image (left)
represents teacher growth in an informal “buddy”
mentoring relationship, where the mentor gains
experience in mentoring but does not grow professionally.
The second image (right) shows professional growth in
both the beginning teacher and the mentor when the
mentoring offered is supported within a formalised
programme.

3.2. Mentoring Programme

A formal mentoring programme is a well-thought plan
which outlines how mentoring should be done in line with
the set organisation objectives. The programme is an
official activity that must be supported by everyone in the
organisation. The organisation sets up a structure and
draws some guidelines that dictate how mentoring
relationships are to unfold from the beginning until the
end and how they are to be maintained and improved [23].
Formal organisational mentoring programmes often seek
to address specific development needs or an
organisational issue, such as an employee retention
strategy. Usually, specific short-term and long-term
objectives are set for a formal programme and all
necessary human and capital resources are offered to help
realise or accomplish the set objectives [24]. A formal
mentoring programme offers support to participants.
Ongoing monitoring of the programme ensures that the
expected outcomes are achieved. Mentoring programmes
are designed to provide guidance and direction above and
beyond that offered through the employee’s management
chain [24]. In this study, a mentoring programme is
regarded as a model or framework which is used by
schools as a guide on how beginning teachers are to be
supported in order to function optimally.

An effective formal mentoring schedule rewards
inexperienced teachers’ insufficient preparation and
lowers the level of resignations [25]. Dishena and
Mokoena [26] contend that people crave connection and
therefore mentoring programmes which promote
interaction are necessary and provide job satisfaction.
Additionally, giving sufficient guidance and assistance to
beginning teachers ensures that capable, skillful,
knowledgeable, and highly qualified teachers are kept in
the profession [25]. Through mentoring processes, new
teachers can mix, thereby promoting good human
relations at schools.

Wechsler et al. [27] assert that well-planned effective
formal mentoring plans enable new teachers to celebrate
their colleagues, to be celebrated themselves and be part
of interconnected systems that motivate them to perform
at the utmost level of their abilities. Kutsyuruba et al. [28]
report that well-thought teacher-mentoring programmes
are linked with high teacher morale and career
commitment. Ambrosetti [29] indicates that mentors see
mentoring as the opportunity to make a positive difference
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for other professionals. Ambrosetti [29] further argues that
mentors perceive mentoring as an opportunity to look
back on their strategies and energise them. Ingersoll [30]
claims that the inexperienced teachers who have been
inducted excel in different fields of teaching, for example,
ensuring that learners concentrate on the activity given,
drawing appropriate plans that fit the current situation,
employing relevant questioning methods, changing the
classroom tasks, and making them appeal to learners’
attention and curiosity, keeping the exuberant mood in the
classroom and showing their best in maintaining their
classes. This shows that teachers who are actively
involved in professional development programmes,
particularly mentoring become empowered and are most
possibly going to stay in the teaching profession for a long
time to come. Mentoring and professional advancement
chances are the main factors that teachers consider for
staying in the profession [31]. It can be concluded,
therefore, that promoting professional integration through
informal or formal mentoring and other professional
programme is essential for teacher capacitation, retention,
and job satisfaction [26]. Contrary to these findings,
however, some researchers argue that mentoring has
virtually no impact on retaining employees [32].

Drawing from one of the researchers’ past experiences
as a former teacher and principal, the researchers concur
that mentoring is critical in nurturing beginning teachers.
However, it is considered that mentoring alone is not
sufficient to keep teachers in the profession as many
teachers who are dedicated and motivated to work do find
themselves tempted to go for other jobs due to salary
packages and Dbetter working conditions. Though
mentoring is deemed necessary, its nature whether formal
or informal has a bearing on the expected results.

3.3. The Role of Experienced Teachers in the
Mentoring Process

The presence of experienced teachers is necessary for
building the teaching capacities of beginning teachers.
The success of mentoring is reliant on the skills and
knowledge of the mentors who enact the mentorship role,
rather than on mere experience, which accumulates with
age [33]. It can, therefore, be assumed that not everybody
can become an effective mentor since mentors might not
have experienced struggles like the ones experienced by
beginning teachers and that not all experienced teachers
have the necessary skills and knowledge necessary to
handle beginning teachers’ problems. Mentors should be
well-selected, well-trained, and given the time to work
intensively with their mentees. Mentors should not only
help beginning teachers to become good but should also
help create a healthy atmosphere which promotes
effective teaching and learning.

Mentors must provide guidance in a productive manner.
They must be able to identify and develop the potential of
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their mentees and emphasise the importance of ongoing
communication. Cho et al. [34] suggest a continuous and
healthy conversation between the mentor and mentee to
ensure that the set goals are achieved. Good mentors
should aim at leading the mentees to success in their
profession. Furthermore, Cho et al. [34] claim that a
mentor should have admirable personal qualities. An
effective mentor must be energetic, compassionate,
generous, honest, insightful, and selfless and have good
time management skills. It is further argued that an
excellent mentor is a person who assists the mentees to
find solutions by themselves rather than providing them
with ready-made answers [35]. Experienced teachers tend
to accept that their main responsibility is to give
instructional and sentimental assistance, aid with
paperwork and planning and give information about
processes and governance and provide answers to
problems as true [36]. lancu-Haddad and Oplatka [37]
affirm that good mentors do understand and are willing to
execute their responsibilities of helping beginning
teachers by being empathetic on all levels and acquainting
the beginning teachers with the norms and values of the
institution.

Personal Support

Personal support rendered by mentors to beginning
teachers in trying to help them cope with the transitional
challenges they encounter during their first years of
teaching is necessary and does help. The transitional
challenges beginning teachers experience can sometimes
lead to despair, heightened levels of stress, uneasiness and
make teachers wonder if they really are competent in their
work [38]. Mentoring programmes assist beginning
teachers and enable them to create their own identity as
teachers [39]. Ingersoll and Strong [4] submit that
teachers who once participated in mentoring schedules
recount high levels of capability, motivation, alertness and
support due to having gone through the mentoring process.
Mentoring does not only provide emotional support, but
also builds up healthy relations among staff members. The
level of emotional support they receive plays a significant
role in determining the existence and continuance of the
relationship with their mentors as well as their stay in the
profession. Ingersoll [30] affirms that teachers who had
access to mentors in their inception to teaching were
unlikely to leave the field. Early experiences have
significant influences on teachers’ practices and attitudes
to their profession, including how they are being
socialised into their new environment and into the
profession.

Social Support

Mentoring programmes create a common time for new
teachers to formally meet and work together with their
experienced colleagues. These partnerships stimulate
feedback and the exchange of new ideas. Beginning
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teachers can sense being part of the team that accepts new
perspectives [5]. Aspfors [40] also affirms that social
support enables the creation and support of a collaborative
learning environment within the school and between the
stakeholders in the educational system (district officials,
parents, community, etc.). Another important factor in the
social support of beginning teachers in schools is the
school culture. Through their social interactions with their
experienced colleagues, beginning teachers get to learn
about the tradition and culture of the school.

Correct matching of mentees to mentors for
professional support is important. Mentors can help
mentees with the development of good classroom
practice(s) and can even provide constructive feedback
that supports professional reflective dialogue [41]. The
way a beginning teacher is ushered at the school and into
a new job has a bearing on the productivity and life span
of the teacher in the profession. In most schools, teachers
spend much of their school day in the classrooms, isolated
from contact with their fellow colleagues. Nantanga [42]
confirms that beginning teachers may face problems of
being neglected and not being part of the whole, as there
are already groups in the school with very close ties. On
the contrary, Iancu-Haddad and Oplatka [37] assert that
beginning teachers may positively or negatively influence
the prestige of the school and based on their reputation,
talents and content knowledge, professional envy and
disagreements may surface among experienced and
beginning teachers.

Professional Support

Professional support through mentoring programmes is
the start of an endless journey of post-initial learning and
it is intended to close the gap between earlier teacher
training and the actual teaching environment [43]. Deacon
[44] professes that professional support empowers
beginning teachers and other staff members. Vikaraman et
al. [15] advocate that professional support creates a
healthy, professional working environment. Mentoring
programmes help beginning teachers sense that they are
aided and cherished by other professionals [20]. Deacon
[44] maintains that quality mentoring requires mentors to
acquire knowledge as to exactly when they should give
assistance to mentees and when they should distance
themselves to allow mentees to be able to walk the path
on their own. Mentees differ with respect to their
personalities, skills and expertise; thus, mentors are
expected to be knowledgeable about what mentoring
knowledge, skills, and expertise they should use to be able
to offer appropriate personal and professional
development to the mentees. Mentors need to be attentive
to the particularities and diversities of the mentoring
context and become aware that not everything is for
everybody. lancu-Haddad and Oplatka [37] suggest that
all teacher mentors should have access to a model of
mentoring knowledge before they could assume their duty
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as mentors. This would ensure that there is consistency in

‘good’ practice across all schools within the country and

will also contribute to better quality mentoring

programmes being instituted at the different schools.

According to European Commission Staff Working

Document SEC [5], elements of professional support

could be:

®  Contributions by experts (e.g., from universities).
This can be organised through formal courses or
information sessions or by the opportunity to consult
experts.

® Exchange of practical knowledge between beginning
and experienced teachers (in different schools), for
example through participation in collaborative
learning communities (p. 18).

Mentoring is a good strategy for professional
development, and it should be well-planned, understood
by those involved and be properly carried out.

4. Research Design and Methodology

This study follows a qualitative approach, using a
phenomenological design. In a phenomenological study,
the researcher seeks to understand the essences of the
phenomenon by looking into the participants’ experiences,
perceptions, and perspectives [45]. Leedy and Ormrod [46]
confirm that in a phenomenological study, the researcher
describes and interprets the participants’ perceptions,
perspectives, and understandings of a particular situation.
A phenomenological design was used to explore the
teachers’ experiences and opinions on the mentoring of
beginning teachers at schools. A research design is a
logical set of procedures that outline how the researcher is
to collect, analyse and report their data in a research study
[47]. The researchers collected data that relate to the aim
of this study from the teachers at their workstations, at
English-medium high schools in South Africa. During the
data collection process, whilst participants were giving
their experiences and views regarding the phenomenon,
the researchers carefully observed the participants’
emotions and reactions.

4.1. Population and Sample

The population comprises experienced and beginning
teachers. It is usually not feasible to work with the whole
population hence participants were purposefully selected
to offer the best information to address the research aim
and question. Purposeful sampling was done to select the
research participants. In a purposeful sampling, specific
cases or individuals are selected due to their massive
knowledge about the topic [45,46]. A total target
population of this study consisted of teachers in eight
English-medium high schools in Welkom, South Africa.
In each school, six experienced teachers who served as
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mentors to the Post Graduate Certificate in Education
(PGCE) and Baccalaureus Educationis (B Ed) fourth-year
student teachers of the Central University of Technology,
Free State in the past three years were interviewed.
Additionally, three beginning teachers who did not have
more than two years’ experience in the education system
were selected, because of the sufficient information and
experience they had on how teacher mentoring occurs in
schools. In each school, a minimum of six core subjects
was offered to the Further Education and Training (FET)
band to meet the promotion requirements of progressing
to the next grade. Therefore, the group of six experienced
teachers selected was a representation of any of the six
core subjects offered at a particular school and three
beginning teachers per school were a sizeable number,
considering the limited number of new recruits. Table 1
below illustrates a total number of 72 participants who
participated in this research.

Table 1. Distribution of participants
.. Group . . High
Participants members Questionnaires schools Totals
Mentors 6 8 48
Beginning 3 3 24
teachers

Table 1 shows that data were collected from eight high
schools. There were two kinds of participants, namely
mentors and beginning teachers. Mentors participated in
group interviews. For each school, there was one group
consisting of six mentors. Three beginning teachers from
each school responded to the open-ended questionnaire.

4.2. Data Collection Instruments

The researchers used group interviews and an
open-ended questionnaire to collect data in this study. The
group interviews were used to obtain as much information
as possible regarding the research question. An
open-ended questionnaire was used to obtain the relevant
data from the beginning teachers. Open-ended items in the
questionnaire elicited information that sought to discover
how beginning teachers had experienced their mentoring
processes at their respective schools. The researchers
requested each of the selected schools to form a group
consisting of six mentors who were to go through a
30-60-minute interview.

4.3. Ethical Considerations

Research ethical standards were observed in this study.
An approval to the research at the schools was obtained
well in advance. The researchers arranged and held
preliminary interview meetings with the participants to
introduce themselves, establish an appropriate rapport and
clarify important aspects of the study, such as the purpose
and aim of the research as well as the contents of the
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instruments to be used. During the preliminary meeting, a
consent form was issued which participants signed. The
consent form outlined all the relevant information about
the study and the procedure that was to be followed during
the group interviews, including the recording of the
sessions and who was to have access to the recording or
read the transcript. Ethical values which all participants,
especially the members of groups, were to live up to were
thoroughly explained to ensure that all participants knew
what was expected of them. This was done to avert
unethical behavior during and after the collection of data.
Members of the groups were advised that whatever was
discussed during the group interviews was not to be
divulged and that sexist and racist language was not
acceptable. The researchers committed to demonstrating
respect and not being judgemental.

4.4. Data Analysis and Interpretation

Inductive content analysis was used in this research.
Data collected from the participants through group
interviews and an open-ended questionnaire were
transcribed then anonymised and read several times to
find words, phrases, ideas, or opinions that stood out in
the data and arranged them into workable units or
categories. This was done to develop codes and themes.
Various themes and subthemes emerged from the short
sentences. Data were narrated in such a way that original
meanings or participants’ opinions were retained.
Participants were quoted verbatim. The findings of the
research were used to make conclusions.

5. Findings and Discussions

The findings of this study reveal that beginning teachers
receive personal and professional help from their fellow
experienced colleagues, especially in the aspects such as
gaining confidence, building a positive attitude, handling
learners, time management and learner assessment.
Findings also reveal that mentoring is not mandatory, no
time is set aside for it, proper attention and support is not
received from the school management team (SMT), it is
haphazard, and progress cannot be traced. The findings
reveal that experienced teachers do assist beginning
teachers in challenges which they usually experience
during their first year of employment. Findings also
indicate, as put by a teacher in Focus Group 1:

Currently, there is no formal written tool which

stipulates how mentoring should unfold, we just

approach it through experience, and this usually causes
problems as it cannot be enforced and measured.

Findings further indicate that mentoring is an important
aspect of teacher development; it should not be left to
chance or be the sole responsibility of the heads of
department (HoDs) and some teachers as it happens.
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Findings further reveal that mentoring is not taken
seriously as it does not receive support from the school
management team (SMT) and the district office. A teacher
from Focus Group 2 voiced:
I take it that new teachers were mentored enough
during practice teaching. They are now no longer
babies and should be able to do things on their own
without depending on us.

Another teacher from the same focus

counteracted the above notion and emphasised that:
Not everything can be learned during training, being in
the field present situations that are sometimes better
handled through experience; after all, we also got help
when we were newcomers. A good thing here is, we use
team working where if we are on the same grade, we
work together to show each other what should happen
and also tackle problems together. A new person is
checked time and again to see if he is on the right track
and is moving with us.

group

A teacher from Focus Group 3 said:

I expect a person who needs help to come to me and not
me going after her, but sometimes there are those who
are shy and would not consult when they have problems,
in this case, formal mentoring would assist.

Mentors understand mentoring as a tool that beginning
teachers need to be shown better ways of handling
learners, as they seem to have low self-esteem, they
cannot handle the assembly or participate in the staff
meetings. Mentors have also indicated that sometimes
beginning teachers look stressed when they are to present
lessons in some other classes where learners are
troublesome. A teacher in Focus Group 8 confessed that in
an experience, one of the beginning teachers could
literally not go to classes because the learners were unruly
and openly defied her; they even said this to her face:

You can do what you want to do, we are not going to

listen to you because you don’t know the subject.

Another teacher in the same focus group interrupted by
saying:

Sometimes when you listen to them delivering the

content you feel like stopping them and taking over the

lesson.

This shows a need for formal mentoring for beginning
teachers in this area. The other area of development is
time management. Beginning teachers need to learn to use
time effectively. According to the participants, beginning
teachers forever complain about the workload, but when
they have free periods, they rush down to their cell phones
instead of doing paperwork, like planning, setting tests
and marking.

Assessment is also a challenge which is experienced by
beginning teachers. This assertion was corroborated by a
teacher in Focus Group 5 who claimed that:
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Some of these beginning teachers don’t apply Blooms’
taxonomy technique of varying questions, they ask low
order questions or do the cut and paste.

Another area of concern that should be investigated is
the attitude of beginning teachers. This has been
mentioned by a teacher in Focus Group 4 who said:

Sometimes the attitude of beginning teachers leaves

much to be desired, you would make efforts to show

them something, but they would deliberately not
implement or follow what you showed.

Findings indicate that beginning teachers are found
wanting in terms of proper ways of handling learners, time
management, assessment and displaying the correct
attitude towards all stakeholders. Findings further indicate
that the alluded challenges could be alleviated if an
effective and efficient mentoring programme that seeks to
address emotional and other teaching aspects could be
implemented.

Findings indicate that mentoring is not necessarily
spontaneous and therefore not everyone can become an
effective mentor. Mentors need to be people of high
integrity who display good work ethics and ethos, as one
of the beginning teachers said:

They should be respected by colleagues and all

stakeholders at all levels.

Mentors need to demonstrate a good attitude towards
their work and their seniors, colleagues, and the entire
school populace. Findings reveal that mentors are to be
tolerant and empathetic. They need to be patient and
determined in their effort to grow the beginning teachers
professionally. A beginning teacher had this to say:

Mentors should be disciplined and have a love for work

and people.

Some beginning teachers have stated that mentors
should possess good time management skills. They need
to be up to date with their work and make provision to
talk or meet with their mentees. Another beginning
teacher mentioned:

A mentor should be both a strategic and tactical thinker.

Should make positive critics and be able to appreciate

good work as by so doing a mentee would open up and

be free to ask for help that would relate to improved
classroom  management and  overall learner
improvement.

Findings further reveal that effective formal mentoring
requires matching of mentors and mentees according to
common interests and specialisation of subjects. One
beginning teacher stated that:

My mentor was assigned to me by our HoD; we are in
the same department, teaching the same subject but in
different grades. Honestly speaking we don’t have
interests in common and as a result, I don’t benefit
much from her, I wish I were given a chance to choose
who to be my mentor.
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Most beginning teachers suggest that mentees should
have a say in who should be their mentors and that
informal staff meetings where beginning teachers could
make connections with experienced staff before the actual
allocation of mentors should be done. This would allow
the beginning teachers the opportunity to have input as to
who they would like to have as their mentors.

The study also reveals that effective mentors are usually
the people who possess a strong personality and
professional qualities as well as extensive practise skills.
Schatz-Oppenheimer [48] states that mentors who have
personality-related qualities demonstrate a certain innate
set of qualities which make them unique and acceptable to
their fellow colleagues. This notion is supported by this
study’s participants who link qualities of mentoring to
caring, integrity, assertiveness, flexibility, tolerance,
teamwork, ability to form and maintain interpersonal
relationships and the ability to motivate and influence
mentees to develop personally and professionally. The
above assertions are corroborated in the following
comment by an experienced teacher who said:

Although there is a belief that every experienced
teacher has the potential to mentor, it depends on the
discretion of the HoD who does he see as a better
person to mentor. For example, a Maths teacher may
be appointed and we are four experienced teachers in
that department, HoD will not assign all of us but one
particular teacher whom he sees befitting for the duty
based on amongst other things conduct, personality and
performance.

An understanding created by participants is that not
everyone can be a good mentor. Over and above the
previously mentioned qualities, mentors need to possess
extensive professional sense and knowledge, which would
include awareness of ones’ professional boundaries and
willingness to grow and the ability to identify the
beginning teachers’ areas of development. In addition,
Orland-Barak and Hasin [49] postulate that mentors need
to plan and develop sound mentoring programmes and
adhere to professional ethos and ethics. Unlike the
mentioned personality-related qualities which are said not
to be acquired through training, the professional related
qualities may be acquired through suitable professional
training; therefore, mentors need proper training to
function effectively. A teacher in Focus Group 4
explained:

Ideally, every experienced teacher should be capable of
mentoring but because the world keeps on changing
and whatever knowledge one has might not be enough
or relevant it is, therefore, necessary that we should
also update ourselves and be workshopped on new
trends.

Practice-based skill is mentioned as the other skill or
quality necessary for effective mentoring and it is a
three-dimensional activity — namely emotional, social, and
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cognitive [48]. Feiman-Nemser [50] outlines that the
cognitive part entails the ability to analyse and interpret
content according to required theoretical packages. The
emotional part is associated with recognition, acceptance
and understanding of beginning teachers as a unique
individual with unique challenges. Lastly, the social part
has to do with unleashing beginning teachers’ potential to
socialise and to work with others as part of the team in a
healthy and safe corporate environment.

The findings confirm that mentors need to be properly
prepared and mentoring programmes be properly
structured. There should be a well-designed document
which outlines what formal mentoring is about, what it
aims to achieve and how it is to be carried out at the
school. Most beginning teachers have indicated that those
earmarked as mentors should be carefully selected based
on the track record of proven success, knowledge, and
skills. Participants further elaborated that a mentor should
be in the system for more than three years, be good in
their subjects and be willing to assist or share knowledge
and skills. The mentor’s personal and professional
experiences and capacities form the basis for qualities
required for mentoring work. Mentoring embodies
emotional, social, and cognitive aspects. Some of these
aspects may be newly acquired while others may just be
developed.

Findings further indicate that since mentors are also
teachers and have their duties it would be fair and
encouraging to reward them for extra efforts at mentoring.
Moreover, rewards cannot necessarily be in monetary
terms but also in the form of appreciation certificates,
reduced duties and Dbetter working conditions.
Furthermore, beginning teachers and their mentors could
thrive and flourish when all complexities, challenges, and
motivating factors such as monetary and non-monetary
rewards could be taken into consideration. A teacher in
Focus Group 6 emphatically stated:

Remuneration package should be improved and be

made attractive to keep teachers in the system, young

teachers are enticed by private sectors and they leave.

The other teacher interjected, we are also frustrated, if

it were possible, we would all quit. There is too much

administration work, paperwork.

Another teacher, also in the same focus group, stated:

It would be better if we were at least bought computer
programmes that we could use to set tests, marking and
for some other things to reduce the burden.

The notions above are backed by Cropanzano and
Wright [51], who argue that in general, happy people
perform better and are willing to help others than the less
happy or unhappy people in a social interaction setting.
Similarly, happiness is a feeling of pleasure usually
extrapolated from pleasant environmental events and
tends to respond positively to therapeutic interventions.

Findings further reveal that at any workplace, including
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schools, there are those people who are identified as
unhappy. They are sensitive to threats, do not want to take
risks and are defensive and cautious around their fellow
colleagues. They are also characterised as less optimistic
and complaining a lot. The following beginning teachers’
responses corroborate the above assertions:

Not all mentors are willing to assist, they complain that

they already have too much work to do and can’t afford

any additional responsibility.

A beginning teacher’s response reflecting mentors’
willingness to assist regarding mentoring:

Most mentors are prepared to exchange information,

share their skill, knowledge, and expertise with

inexperienced teachers.

The above response shows some mentors have a
positive attitude towards mentoring. A teacher in Focus
Group 6 stated:

We are willing to guide and help them but sometimes

they seem not keen to learn and don’t implement the

things we suggest to them:

A teacher in Focus Group 4 ‘nailed it” when stating:

I am always happy to assist where I can because I like
seeing new a teacher succeeds and doing his share of
making a positive difference in the lives of learners. If a
teacher struggles other teachers get affected and so are
learners.

Findings reveal that there are also happy teachers who
show a positive attitude towards their work and are
willing to take risks and use opportunities available to
increase their valuable resource. Likewise, teachers who
look happy are more open, outgoing, confident, optimistic,
and helpful to their colleagues.

Despite the highlighted possibility of teachers’
displaying different attitudes based on their levels of
happiness, the findings reflected that in general, most of
the experienced teachers are more willing to assist their
fellow beginning colleagues. However, it would be more
convenient and better if the timetables of mentors and
mentees could be such that the parties are free at the same
time to afford them an opportunity to meet.

The given perspective of happy and unhappy people
presents a possibility that teachers may display different
attitudes towards their work and one another based on
their levels of happiness. This is confirmed by the
findings of this study, which have revealed that even
though there are those mentors who seem unhappy and
unwilling to assist beginning teachers unless there is some
sort of compensation for extra efforts, most of the mentors
are motivated to work hard and willing to assist their
fellow beginning teachers without expecting any kind of
reward.

6. Conclusions and Recommendations
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The literature and responses from both mentors and
beginning teachers indicate mentoring as a process in
which the experienced and the inexperienced teacher
engage in a relationship that seeks to guide and help the
latter with work-related matters. Findings also indicate
that effective mentors are best performers who are
knowledgeable, experienced, and committed. In South
African schools, there is no official formal mentoring
program; HoDs and experienced teachers do find means
and ways to help the beginning teachers to navigate
through new roles of teaching. It is revealed that the
attitudes and behavior of both mentors and mentees affect
mentoring relationships and that happy mentors are more
willing to help as compared to those ‘grumpy’ ones who
forever complain. Furthermore, lack of time as well as
inadequate material and financial resources, hamper
mentoring processes. Teachers have a lot of work to do.
They hardly find time to meet for other work-related
things or even to socialise as colleagues, because they
have an excessive workload. Since there is no mentoring
blueprint, experienced teachers are not sure how to go
about it. At times they are not able to render the expected
support due to lack of knowledge on other aspects and
lack of resources. There is, in some instances, a lack of
trust between beginning teachers and experienced. All
these findings reveal that the mentoring process of
beginning teachers is ineffective at schools in South
Africa. However, it is easy to talk and learn when mentors
and mentees are open, honest and have positive attitudes.
Socialisation into teaching should be regarded as an
interactive process of interpretation between the beginning
teacher and the school as a collective. Mentoring should
be made part of the school development plan. Experienced
teachers are to receive training in mentoring. There should
be some means or ways of identifying compatible
mentoring partners. Beginning teachers should receive
training on professional ethics and ethos. This process will
improve relationships between mentors and their
beginning teachers. Therefore, this study recommends that
the following mentoring model should be implemented at
schools. This model aims to socialise and to render
personal and professional support to beginning teachers. It
is an original model that has its own distinctive features
and dynamics. It is to be implemented continually for a
period of two years with its first four objectives being
addressed during the first year and the last two objectives
during the second year. The model will be implemented
during school hours according to a specific schedule. The
objectives of the model as informed by the study are to 1)
ensure compatibility matching of mentors to mentees, 2)
provide training for mentors, 3) determine the needs of
beginning teachers, 4) ensure the smooth transition of
beginning teachers into their career, 5) provide effective
professional guidance and support for beginning teachers,
and 6) foster accountability.
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Figure 2. A model for effective formal mentoring of beginning teachers

Figure 2 displays a model for effective formal
mentoring of beginning teachers that gives a planned
transformative approach to implementing the six
interrelated components of a formal mentoring process.
During the implementation of the mentoring process, all

members across all levels of the organisation cooperate
and communicate with one another so that a culture of
responding to the needs of beginning teachers and all
other staff members is cultivated. The six components of
the model can be implemented as follows:
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The six major interrelated components of the model

To achieve the objectives of the model for effective
formal mentoring of beginning teachers, six interrelated
components are used, namely: staff members and the
school management team (SMT), experienced
teachers/mentors, beginning  teachers  /mentees,
development needs and enablers such as the school
governing body (SGB), union representatives, district
offices and universities, as well as accountability. The
operational framework or roles of each component are
provided in the following section.

Staff members and the school management team

A systematic matching process is necessary to ensure
compatibility between experienced and beginning teachers,
which is objective number one. The rise or fall of the
mentoring process depends on the quality of the
professional and personal match between experienced and
beginning teachers. SMT, together with all teaching staff,
meets and discusses the matching of mentors to mentees.
Beginning teachers are also staff members and have every
right to make inputs on whom should be their mentors.
Key points to be considered when matching are
experience, expertise, performance, leadership, and
personality. Mentors are people who have been in the
system for at least five years. They should be offering the
same subject or grade as the mentee, have a thorough
content knowledge or have an acceptable track record or
performance in the area in which they will be assisting.
The mentor’s personality should be compatible with that
of the mentee.

Mentors

To achieve objectives two and three, mentors must
know exactly what is expected of them so they can live up
to the standards of the mentoring programme. Prior to the
commencement of the mentoring programme and based
on the specified needs of the beginning teachers, the
mentor might require training. Along with this preparation,
SMT and all other parties are expected to cooperate and
show continuous support of the mentoring process. A
mentor will use this mentoring model to develop a
specific mentoring programme designed to address the
specific needs of the mentee as determined by both parties.
The programme will then reflect the specific development
needs of the mentee in which the mentor is to provide
guidance and support.

Development needs

To achieve objective number four, the uniqueness of
the beginning teachers and their specific needs will be
considered. Beginning teachers need emotional support
based on trust, acceptance, and empathy in order to build
their self-esteem and sense of achievement. Social support
somehow helps them to adapt to the tradition and culture
of the school quickly and smoothly and it also encourages
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a collaborative learning environment, while professional
support focuses on teaching and learning aspects.
Beginning teachers’ mentoring needs are in teaching and
learning, organisational procedures, communication,
school culture, time management, emotional support, and
professionalism [52]. It may not be possible for the
mentor to assist with some other needs and in that case,
assistance from colleagues, the SGB, district officials that
are Department of Basic Education (DBE) officials,
experts from universities and teacher union officials may
be required. Outsourcing of stakeholders might require
some enticement when the SGB’s assistance is much
needed.

Mentees

As with mentors, mentees should possess excellent
interpersonal communication skills - that is being able to
communicate their needs politely and eloquently. This
ability can help boost the morale of the parties and
eliminate any effects of discouragement and
disillusionment that might prevail during the mentoring
process. Mentees should be engaged in a preparatory
workshop dealing with the development of interpersonal
skills, to strengthen their abilities to participate in the
personal and professional exchange process with their
mentors. They need to understand their predicament and
appreciate an endeavour on the part of mentors and the
school to help and support them. The mentoring process
happens because mentees already experience challenges
which need to be addressed. It is therefore expected of
them as adults and mature people to show responsibility
and positive attitudes towards their learning. As indicated
in the andragogy theory of Knowles, adults are aware of
their needs and what is in it for them even before they
decide to go through the mentoring process [53]. Their
commitment to the programme should be motivated by
the envisaged internal and external benefits, such as
increased self-esteem, improved human relations, job
satisfaction, and increased productivity and job
promotions.

Support team

The support team in the mentoring process should
include the SGB, teacher unions, district officials and
experts from universities. The support team are enablers
and can provide many benefits to the mentoring process.
The SGB is entrusted with the governance of the school.
Some of its duties are to:
®  Promote the best interests of the school and strive to
ensure its development through the provision of
quality education for all learners at the school.

®  Support the principal, educators, and other staff of the
school in the performance of their professional
functions.) [54, pp. 8-9].

Furthermore,
A governing body may establish committees, including
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an executive committee; and appoint persons who are
not members of the governing body to such committees
on grounds of expertise, but a member of the governing
body must chair each committee [54, p. 12].

The above functions indicate that it is the responsibility
of the SGB to ensure the smooth running of the school
and its overall improvement. The SGB and SMT’s
involvement in the mentoring programme is well within
their jurisdiction. Their active participation will highlight
the importance of the mentoring programme and
challenge all other members to take it seriously. It will
also eliminate the unnecessary hassles that might erupt
during the implementation of the mentoring process,
especially when money or some material resources are
needed.

Mentoring is a matter of human resource. It is usually
advisable to work with the unions when human resources
are involved. Unions can guide and advise accordingly on
labor issues. They may also be able to resolve personality
conflicts that may occur between a mentee and mentor.
District offices and universities can bridge the gap where
mentees and mentors cannot reach each other.
Involvement of universities and district offices can ease
the mentor teachers’ burden of trying to address beginning
teachers’ wide range of personal and professional needs.
Instead of wasting a lot of time to figure out how to
address a particular need, a mentor teacher can save time
by outsourcing an expert from the university or district
office. In this way, mentors can focus on things within
their reach or area and level of specialty.

Accountability

This model is a deliberate and organised plan of
accountability. The mentoring programme is purely
developmental and is in no way trying to regulate and
frustrate the parties with evaluation processes, portfolios,
or any paperwork. However, the mentor will be expected
to report the progress of the mentee and the mentee will
also be expected to reflect on the mentoring programme
and its benefits. The model suggests that the mentee and
mentor should meet throughout the year as per the agreed
dates reflected on the plan. Meetings will take place
during defined periods that are factored into the timetable
within school hours. This is done to make the mentoring
programme as effective, sustainable, swift, and enjoyable
as possible.
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