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Abstract: Mentors support novice teachers in the critical stages of their learning, which has an effect
on novice teachers’ ability to engage in teaching and to stay in the teaching profession for years. The
mentor teacher also helps the novice teacher become well integrated and develop professionally. The
current study aims to examine the factors that motivate mentor teachers to occupy this position, the
guidance and support components of the role and their implementation in the mentoring process,
and the frequency and planning of the encounters between mentor and novice teachers, in the context
of the Israeli education system. Also examined are the attitudes of mentor teachers towards their
role and their perceived ability to operate efficiently. The research population comprises 46 research
participants who mentor novice teachers in high schools in Israel. Analysis of their attitudes shows
that the factors that motivated them to serve as mentor teachers are related to a consciousness guided
by a sense of personal mission and intrinsic motivation to promote novice teachers. Also, factors
related to realizing their personal values and aims, such as realizing a vision, personal satisfaction,
interest, and challenge, were found to be common. According to self-reported findings, mentor
teachers were very helpful to novice teachers on issues such as class management, managing and
planning teaching, evaluating students, and nurturing a professional identity. They also supported
emotional aspects related to the teaching process, including their sense of efficacy and contact with
the students. Mentor teachers felt a great deal of satisfaction with the mentoring process and would
recommend this experience to other teachers to a high degree. Hence, a teacher who chooses the
profession from a sense of a personal mission in the education system will also see their mentoring
role as a mission for the sake of the next generation. Leaders in the education system are advised
to develop a more holistic mentoring model that incorporates the traditional mentoring model yet
guides us towards a mentoring process that is better adapted to the postmodern era, and is based on
a long-term strategy for helping retain novice teachers within the education system.

Keywords: teachers; mentor teachers; tradition; holistic model; postmodern era

1. Introduction
1.1. The Mentoring Process

Supporting novice professionals through mentoring has gradually become gradually
customary in the first two decades of the 21st century in the fields of health, politics,
business, and education. The understanding that induction into a new profession involves
not only learning formal knowledge but also matching theoretical knowledge to the unique
needs of the new worker has led to a recognition of the importance of mentorship as a
framework that entails regular and continuous support to facilitate the self-realization of
workers in their professional development within the organization.

Mentorship and support during teachers” induction is composed of processes intended
to allow novice teachers (teachers in their first year of practice) to contend with the “shock
of reality” in the education system and remain in the profession [1,2]. Mentorship is a
process intended to provide professional support for the development and enhancement
of teaching skills in novice teachers’ critical first year of practice [3]. The mentor teacher
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represents professional expertise that defines the boundaries of the profession for the
novice teacher in a framework that combines knowledge, facilitation, evaluation, and
supervision [3]. According to Matthews, 2015, mentorship consists mainly of emotional
support and alleviating the tensions created by the conflict between professional demands
and personal needs [4]. It is assumed that the mentorship process can help enhance novice
teachers’ confidence and self-esteem and sustain them emotionally and professionally [5].

Novice teachers who transition from the status of student to that of teacher must be
proficient practice-oriented individuals. Nevertheless, they lack practical knowledge of
teaching techniques and skills, sources and resources, and existing curricula. They also
lack contextual knowledge regarding the specific educational institution in which they are
placed. All of this is supposed to emerge during the process of mentorship and support [6].

Receiving support in the form of a professional discourse between new professionals
and experienced colleagues in the first year of work predicts less burnout and turnover
among novice teachers [7]. In recent years, a collaborative approach has emerged, such
that mentorship nurtures the learning and professional development of both the mentor
teacher and the novice teacher in an effective process based on partnership, openness, and
reciprocity [8]. The mentor teacher too experiences personal and professional learning
and development [9]. This approach sees mentorship as another level in teachers’ profes-
sional development [10], and accordingly, it combines the need to construct a process of
professionalization and more thorough engagement by focusing on unique knowledge
and practices.

1.2. The Role of Mentor Teachers

The mentor is required to conduct regular weekly meetings of one hour with their
mentee at a fixed time to discuss issues that arise in the course of the mentee’s work.
The mentor must observe at least two lessons by the novice teacher in each semester,
after scheduling the observation in advance with the notice teacher. Each observation
must be documented and followed by a feedback conference. The mentor also plays an
active role in assessing the novice teacher’s suitability for the profession by providing
an evaluation of the novice teacher’s performance at two stages: a formative mid-year
evaluation and a summative evaluation at the end of the year, in preparation for the issue
of their teaching license.

The mentor’s role in the organizational socialization process is essential for novice
teachers [11], as its aim is to provide a consistent and systematic experience for the novice
teacher in their new profession and organizational context [12]. The mentor trains the new
teacher during their first year and provides personal and professional guidance as well
as emotional support such as enhancing the novice teacher’s self-image by establishing
a relationship of trust with the mentee. Professional guidance includes the development
of the mentee’s professional identity, guidance in teaching skills, class management, and
the development of a professional state of mind. In addition, they help novice teach-
ers integrate into the educational institution by providing information about the school
environment, rules and regulations, and rights and obligations [13]. The mentor culti-
vates the mentee’s essential work skills through various means, including joint planning,
observations, feedback, and joint analysis of students [14].

Bradbury noted that the mentor has five roles: befriending, offering suggestions,
advising, training, and assisting [15]. Other researchers recommend educational mentoring
in two dimensions [16]: emotional support that enables a comfortable relationship and
environment for the novice teacher’s personal development, and professional support
based on the principles of understanding teachers and their way of working [17]. Novice
teachers need practical knowledge and logistical information, the exchange of practical
knowledge with experienced teachers, reflective discussions with colleagues, and emotional
support without pressure.
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1.3. Who Is the Mentor Teacher?

A mentor teacher is an experienced educational practitioner who provides pedagogical,
social, and organizational support to a novice teacher who is in their first year of practice.
In the Israeli education system, each novice teacher is assigned a mentor for one year, in
their first year of teaching, as part of the efforts of the education system to strengthen the
professional status of teachers. Mentoring allows novice teachers to optimally integrate
into the education system, making the best use of their abilities, and promoting novice
teachers’ current and future contributions [13].

A mentor must be an accredited teacher, holding either a teaching certificate or a
teaching license, and have at least four years of experience in teaching. In general, the
mentor will be a member of staff in the school where the novice teacher is employed.
Mentors must have a positive attitude toward onboarding new teachers based on a desire
to empower their colleagues’ success in teaching. Mentors are also required to complete a
60 h training course given at a teacher-training institution. Remuneration is equal to a 2.4%
monthly bonus for each mentee.

The mentor teacher is a professionally inspiring educator who has gained the admira-
tion of the school’s teaching staff. The mentor has a high status among the teaching staff
and management and is expected to help the intern become integrated into the school and
form connections with teachers and staff. The mentor has knowledge and experience of
teaching as well as the desire to share their knowledge with novice teachers. Mentors are
able to explain and demonstrate good teaching, and can identify and discuss dilemmas
and problems that arise in the course of the teaching practice. The mentor provides pro-
fessional, emotional, and organizational support and serves as the pedagogical authority
that promotes the novice teacher’s professional practice. The mentor has professional
knowledge in various fields and helps the novice teacher expand their knowledge of the
relevant subject areas and how to identify students’ needs. The mentor provides answers
to the issues and challenges that the novice teacher encounters, such as class management
or communications with parents. The mentor has the ability and the willingness to provide
emotional support to the novice teacher and to help the novice teacher cope with frustration
and other challenges by providing encouragement and positive reinforcement [18].

1.4. The Importance of Mentoring Novice Teachers

In Israel, in their first year in the profession, novice teachers are assigned a mentor
who works with them during school hours, and also participate in an internship program,
both of which are intended to help novice teachers cope with the difficulties and frustration
at the stage of induction into teaching and persevere in the profession [19].

There is broad consensus regarding the importance of the mentorship process for
the professional development of teachers [13,20]. In the mentorship relationship, mentees
receive practical support that helps them acquire self-confidence, solve problems, and
implement critical thinking competencies, and thus influence learners [21,22]. The concept
of mentorship encompasses interpersonal dialogue between mentor and mentee based on
the relationship formed between them. The classical conception of mentorship sees the
mentee as a protégé and the mentor as a person with experience, maturity, and proven
fields of expertise who harnesses these resources to provide the mentee, who is younger or
less experienced, with an opportunity for development and growth. Mentorship focuses
not only on ‘what needs improving’ but also on "how to do it in real-time’. A relationship
of trust is vital for the success of this support, and to build trust and strengthen it, various
tools are utilized during the process, such as joint planning, exchanging opinions, mutual
observation, giving advice, and learning from experience. Fundamentally, the mentorship
process emphasizes the development of the mentee’s abilities and realizing their designa-
tion. Most mentorship models that focus on processes of personal growth or professional
development are appropriate when the mentor and mentee come from the same sector, sim-
ilar fields of occupation, and, at times, the same organizational environment [23]. Kearney
and Klinge found that a strong relationship between the mentor teacher and the novice
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teacher is a major condition for the success of the mentorship [24,25]. The mentorship of a
novice teacher by an experienced teacher has also been found to be based on shared fields
of interest. This approach assumes that the mentee strives to emulate the mentor to some
degree or in some aspects [15,26].

The research literature may be divided into three categories: empirical research and
case studies, intervention programs and personal descriptions, and literature reviews and
policy papers [27]. These researchers have also identified different types of support that
novice teachers receive—mentors, in-service training, and collaborative work with experi-
enced teachers—that are have a positive impact on novice teachers, their teaching practices,
and their attitudes toward teaching. Each type of support additionally affects other out-
come measures including increased retention, adjustment to the school’s organizational
culture, and the ability to teach according to the curriculum. In-service training for novice
teachers was specifically found to improve classroom practices and students” achievements.
Specifically, support for novice teachers in their first year of practice was found to be more
effective in preventing attrition compared to support given in subsequent years [7].

1.5. Challenges and Difficulties Faced by Novice Teachers

At the stage of their induction into teaching, novice teachers experience a dramatic
transition from the teacher-training college to their new school [28]. The initial difficulty
evident upon their induction into the teaching profession is the sense of shock experienced
by novice teachers. Novice teachers begin their professional journey from a position of
idealism and belief in their willingness and ability to work hard. For many, the difficult
conditions of teaching in the classroom are quickly revealed. Particularly in their early years
of teaching, novice teachers are required to cope with complex demands in challenging
classrooms, frequently without a supportive organizational climate.

The challenges that teachers face when beginning work have been described as a “war
of survival” and encountering a “practical professional shock” [29]. The encounter with
reality in the field is described in the literature via metaphors such as “culture shock” [30]
and “baptism by fire” [31]. Novice teachers transitioning from the training stage to the stage
of professional practice meet with difficulties that generate strong feelings of helplessness,
loneliness, alienation, foreignness, and insecurity and afflict them to the degree of paralysis.
Sometimes, teachers must conceal their pain and repress their feelings and deliberations
to comply with the organization’s demands and integrate within systemic norms. The
workload and the need to deal with a large number of lessons hasten novice teachers’
decisions and also add to an experience of emotional burden [32] and burnout. At this
stage, many teachers tend to “float or drown” [16], and a considerable proportion of novice
teachers choose to leave the profession [33]. In Israel, this proportion reaches 16% on
average, and might eventually lead to them dropping out of the system entirely, primarily
in the first two years [34].

The novice teacher experiences three types of difficulties:

1.  Emotional and psychological stress—These difficulties can stem from several factors:
the frequently changing character of the education system; the very complex nature of
teaching work; coping with different elements within the system, such as principals,
inspectors, teachers, parents; and the need to bridge and balance the demands of the
profession and familial-personal needs. These difficulties can manifest as considerable
fatigue, restlessness, frustration, and a sense of despair.

2. Difficulties with teaching—These are practical and technical difficulties that derive
from a dearth of skills and techniques related to different aspects of the teaching prac-
tice and a lack of routines and habits. These difficulties include discipline problems,
problems involving class management, problems relating to diversity, the evalua-
tion of assignments and exams, and contact with parents, class management, issues
with study materials, knowledge of specific disciplines, and students” personal prob-
lems [35]. Novice teachers experience some of these issues during their training but
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often without overall responsibility, so they must learn about them while working in
teaching and education.

3.  Difficulties with developing a professional identity—The novice teacher joins the
field of teaching and education with personal perceptions regarding good teaching,
proper learning, and efficient educational approaches. These perceptions are formed
from the teacher’s experience as a student at school, their academic studies, and
their teacher-training studies. In their first encounter with teaching, it becomes
evident that these perceptions are not always applicable to the circumstances in the
educational workplace.

1.6. Organization Culture and Climate Contribute to the Retention of Novice Teachers

Novice teachers’ adjustment to the school climate and environment is extremely
important [36] and significantly affects their satisfaction and burnout. A study found that,
the less the climate was perceived as being supportive, the greater the sense of tension and
burnout, and vice versa, the more the climate is considered to be supportive, the more such
emotions are alleviated [33].

Fresko and Alhija claim that the processes within the socialization of novice teachers
with the school staff are a major cause of their satisfaction in the first year of work [37].
Their findings show that schools mostly provide interns with support from a mentor, help
from the principal, and the assistance of colleagues. Nevertheless, some novice teachers
reported a lack of support from their teacher colleagues [38].

The institutional credo, the procedures utilized within the system, the customary work
and communication methods among the team—all these and others create the unique
institutional culture of each institution. The intake of new teachers requires the educa-
tional environment to create proper, functioning, conditions, an environment that allows
professional and personal establishment and development.

The teachers’ lounge is a unique informal environment that teachers use during their
breaks, to work, and meet with other teachers. All schools in Israel have a teaching lounge.
Meetings with the school administration, the professional staff, the didactic staff, and
the psychological staff are held in the lounge, which is equipped with a broad range of
pedagogical aids that teachers can use. Teachers hold conversations, share their experiences
with different methods of teaching and ways of coping with the pressures of the profession,
learn about students and school norms, and provide each other with mutual support. In
the Israeli context, the teachers’” lounge contributes significantly to the body of knowledge
about teacher communities and their professional lives [39], which is especially important
for novice teachers, who may find it hard to understand the organizational culture at their
school and might find themselves lacking the necessary tools to contend with problems
and difficulties [40].

Mentoring is another more formal resource for novice teachers. The traditional men-
toring model used in schools is based on a hierarchic outlook whereby the mentor is the
teacher with experience and professional knowledge, while the novice teacher lacks experi-
ence, is guided by the mentor, and operates accordingly [41]. The traditional model (see
Figure 1) applied in Israeli high schools today is based on weekly mentor-mentee meetings.

Mentor
teacher Novice
by teacher
discipline

Figure 1. Traditional mentoring model in the education system.
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1.7. Motivators and Characteristics of the Mentorship Process

While mentors are selected by the school principal, the position is typically awarded
to teachers who embrace the opportunity to mentor novice teachers. Mentors are generally
selected for the role on the basis of their personal traits, including their willingness to
invest the time and effort to serve as role models, and apply their experience and expertise
to guide novice teachers. A mentor’s personality is thus the main consideration in the
selection process, but a suitable personality is neither a necessary nor a sufficient criterion
for selection. Mentors and school principals report that a teacher’s expertise in a specific
specialty is an important reason for their selection. The selection of mentors is apparently
based on a combination of personal traits, didactic skills, and disciplinary knowledge [42].

Mentors are motivated to do assume the role of a mentor for diverse reasons. Empirical
research finds two main categories of motivation: (a) Self-focused motives, such as an
opportunity to learn, to gain admiration, to influence others. A mentor motivated by such
motives conceptualizes mentorship as a reciprocal relationship with a mentee in which the
mentee’s developments is an important and intentional part of the process rather than a by-
product; and (b) other-focused motives, such as the opportunity to help, build other people’s
competencies, respect and pass on traditions, and realize personal and professional beliefs.
Here, mentorship is conceptualized as the realization of the mentor’s need to foster and
train young professionals and contribute to future generations [43]. Mentors report that they
choose to become mentors in order to contribute to the professional development of novice
teachers, share their knowledge, and contribute to their own professional development.

The theoretical distinction between extrinsic and intrinsic motivation contributes to our
understanding of different behavior motives and is also a customary tool for understanding
the motivations which underlie occupational choices, the choice of a professional training
track, and the image and attractiveness of professions. Two types of causes explain mentor
teachers’ decision to occupy this role: intrinsic motivators and extrinsic motivators [43].
Intrinsic motivators lead to actions that stem from interest and pleasure, while extrinsic
motivators lead to actions that stem from anticipated benefits; for teachers, such motivations
include the satisfaction of promoting students’ learning, “collegial stimulation” provided
by teacher colleagues, and intellectual involvement [44]. Motivations for occupying the
role of mentor are based on factors that are known to encourage teachers to choose a career
in teaching: assisting students, imparting knowledge, and the desire to develop personally
and professionally. Moreover, extrinsic motivations, which have a low weight in teachers’
career choice to begin with, will probably have little weight in the choice of becoming a
mentor teacher [45].

These motivations are defined as elements perceived by the individual as generating
benefits originating from the goals of teaching and its fundamental characteristics and
are perceived by future teachers as being compatible with their skills and personality [45].
Among the most significant motivators for choosing teaching, which has a low status
and is accompanied by few material rewards, is the need for self-realization, which heads
Maslow’s “hierarchy of needs” theory [46]. Individuals tend to choose a profession in
which they think they will be able to realize themselves in the most significant manner and
in which they expect to express their unique skills. For example, working with children and
youth, a fundamental characteristic of teaching, is an intrinsic motivator typical of many
who choose to engage in teaching. Some see themselves as people with social awareness
and seek to engage in a field that involves interpersonal contact. Engaging in the teaching
discipline is a fundamental characteristic as well [47].

There is an association between the function of mentor teachers as models of effective
teaching and as coaches who support the development of novice teachers and the latter’s
sense of preparedness for teaching at the end of their training period [46]. A mentor is
someone who shares their knowledge, skills, and/or experience to help another to develop
and grow and constitute role models for effective teaching, while a coach is someone who
provides guidance to a client on their goals and helps them reach their full potential. The
more positively novice teachers perceive the coaching practices of their mentor teachers,
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the more ready they feel to teach [48]. The support they mention is manifested in providing
assistance with teaching in their discipline, frequent and appropriate feedback, a balance
between autonomy and support, cooperative work, shared planning, joint teaching, help
with job seeking, maintaining satisfaction, and remaining in the profession [49]. The
strongest predictors of novice teachers’ sense of satisfaction at the end of their first year
were found to be the support of the mentor teacher, the principal, and their colleagues; the
workload; and completing teacher-training studies before beginning work [37]. Orland-
Barak claimed that mentorship has a positive effect on novice teachers remaining in the
profession [50].

2. Purposes of the Study

The goals of the study were to examine the perceptions of mentors about novice
teachers in Israeli high schools, and specifically their personal motivation for choosing the
mentoring role, their perceptions of the role, their perceived personal ability to effectively
mentor novice teachers, the material reality of mentoring, and the nature of their encounters
with their mentees.

3. Research Procedure

The research participants consisted of 46 teachers who serve as mentors to novice
teachers in Israeli high schools. Using the convenience sampling method, we asked novice
teachers who participated in a workshop in an academic institution to name their mentor in
an online questionnaire. We then contacted the mentors. Mentors who agreed to participate
in an online survey were informed that their information would be anonymized and would
be used only for research purposes. Table 1 presents the demographic characteristics of the
research population: gender, age, and length of teaching experience.

Table 1. Demographic characteristics of the study participants.

Number (N) Age (M) Length of Teaching Experience (Years) (M)
Male mentors 7 485 7.3
Female 39 38.7 13.2
mentors
Total 46

3.1. Research Tools

The research data were collected via a structured self-report questionnaire developed
as part of the Proteach (Promoting Teachers’ Success in Their Induction Period) program,
which is an experimental program for integrating an incubator model for novice teachers
into the Israeli education system. The program was supported by the EU Erasmus+
program and was led in Israel by Kibbutzim Seminar and Mofet Institute, in conjunction
with six teacher training colleges in Israel and four European institutions.

The current study used the assessment tool developed for mentors in the Proteach
project. This self-report questionnaire was built based on existing and valid research tools.
With the exception of the background questions, respondents rated their agreement to
items on a Likert scale ranging from 1 (not at all) to 5 (very much). The reliability of the
questionnaire was very high (« = 0.98) [34].

3.2. Research Questions

1.  What are the factors that motivate teachers in the Israeli education system to choose
the role of mentoring novice teachers?

2. What elements of mentoring are provided to novice teachers?

3. What are the perceptions of mentor teachers in the Israeli education system regarding
their role as mentors in the education system?
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4. What is the nature of the encounters between the mentor teacher and the novice
teacher (frequency of encounters, extent of planning the encounters, and factors that
affect the planning of the encounters)?

5. To what extent are mentor teachers able to work effectively with their mentees?

4. Research Findings

The first research question addresses the intrinsic and extrinsic motivators that caused
experienced teachers to mentor novice teachers in the education system. Table 2 presents
the attitudes of mentor teachers to choosing this role.

Table 2. Factors underlying the choice to occupy the role of mentor teacher in school.

Factors Underlying the Choice of Being a Mentor Teacher (1 = Not at All, 5 = Very Much)

Mean SD
It is important for me to promote novice teachers who are beginning their work ~ 4.71 0.75
Promoting and nurturing a new generation of teachers 4.57 0.79
Contributing to the education system 429 0.75
Personal gratification 4.29 0.49
Realizing my vision as a mentor 4.14 0.69
Interest and challenge 4.00 0.58
Advancing my professional development 3.57 113
Promoting and developing school processes 3.43 0.79
Exposure to new pedagogies and receiving updates on them 3.43 0.79
Contributing to the education system 4.29 0.75
The role is financially rewarding 3.14 1.07
The school principal/inspector asked me to take part in the process 2.57 0.97

The data presented show that the motivations of mentor teachers to engage in their
role are mainly intrinsic. These are associated with the basic features of teaching, thinking,
a personal mission, and contributing to the education system by promoting novice teachers,
and include, on the highest level, reports of factors associated with realizing their values
and personal goals, such as realizing a vision, personal gratification, interest, and challenge.
Factors associated with personal or professional development were reported to a moderate
degree. Extrinsic factors, such as the financial factor or the request of the principal that they
take part in the process, were mentioned only to a limited degree.

The second research question focuses on the extent to which guidance and support
content were provided to novice teachers by mentor teachers in their first year at the school.
Table 3 shows the extent to which mentors provided various elements of guidance and
support to novice teachers.

The mentor teachers noted that they made significant contributions to novice teachers
in the areas of teaching, class management, and disciplinary knowledge (coping with
difficulties in teaching, sense of efficacy, and others). Their contributions to the mentees’
pedagogical knowledge (assistance with innovative teaching methods, familiarization with
the study program, managing and planning teaching, and others) were also perceived as
considerable, although slightly less so. Their contributions to increasing novice teachers’
sense of belonging to the organization, integration into the school staff, relations with the
management, cooperation with the parents, familiarization with the organizational culture,
and others were also perceived as considerable but less than the two previous dimensions.

The third research question focuses on the attitudes of mentor teachers to their role as
mentors of novice teachers within the education system. Table 4 presents the attitudes of
mentor teachers regarding their role in supporting novice teachers.
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Table 3. The extent to which guidance and support content were provided to novice teachers.

Extent to Which Guidance and Support Content Were Given to Novice Teachers

(1 =Not at All, 5 = Very Much)

Mean SD
Class management 4.43 0.69
Dealing with difficulties in teaching 4.29 0.49
Familiarization with the study program 429 0.95
Disciplinary knowledge 4.14 0.69
Student evaluation 4.14 0.69
Ethics code and professional conduct 4.14 0.36
Familiarization with the organizational culture 4.14 0.38
Adapting the teaching methods to the student’s needs 4.12 0.38
Enhancing sense of capacity 4.00 0.58
Innovative teaching methods 4.00 0.58
Managing and planning teaching 4.00 0.58
Constructing teacher-student relationship 3.86 0.69
Nurturing professional identity 3.71 0.75
Awareness of teachers’ rights (such as retirement pension, advanced study 357 0.97
fund, forms) ’ ’
Nurturing sense of belonging to the organization 3.43 0.79
Becoming integrated into the school staff 2.86 0.90
Relations with the management and with key figures at the school 2.71 0.95
Including parents 243 0.97

Table 4. The attitudes of mentor teachers to their mentorship role.

What Are Your Attitudes towards Your Role as a Mentor Teacher for a Novice Teacher?

(1 = Not at All, 5 = Very Much)

Mean SD
The mentorship does not make it harder for me to perform my other 443 113
roles optimally. ' '
It is important for me to coordinate expectations with the novice teacher. 4.29 0.49
I am capable of providing a good response to the needs of the novice teacher. 429 0.49
I'have the necessary tools to perform the role. 4.14 0.69
I experience satisfaction from my mentorship work. 4.00 0.58
I would recommend acting as a mentor/supporting teacher. 4.00 0.58
My areas of responsibility within the mentorship are clear to me. 3.86 0.69
The mentorship helps me develop my instruction skills. 3.71 0.49
The mentorship helps me improve my reflective ability, which improves 371 0.49
my teaching. ' '
The mentorship helps me with my own professional development. 3.71 0.49
The school supports the mentor/supporting teacher. 3.43 0.79
I'learn new things from the novice teacher. 3.00 0.58
The mentorship allows me to promote my status at the school. 2.43 0.79
I received professional training for the role. 1.86 1.07

The attitudes of the mentor teachers regarding their role showed that, in their opinion,
mentoring does not constitute an obstacle to performing their other roles in the education
system optimally. They believe that they have the necessary foundation and tools to be
effective mentors and provide a good response to novice teachers’ needs, although they
also noted that they did not receive suitable training for mentoring novice teachers. Coordi-
nating expectations with the novice teacher is perceived as an important part of their role,
their areas of responsibility as mentors are clear to them, their work is satisfying, they feel
that the school supports their work, and they would recommend the role of mentor to other
teachers. Moreover, the mentors clearly perceived their role as moderately contributing
to their own professional development: developing instruction skills, improving their
reflective ability, and thus improving their teaching, and learning from the novice teacher.
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Most of the mentor teachers claimed that their status in the school did not change as a
result of this role.

The fourth research question focuses on the nature of encounters between the mentor
teacher and the novice teacher in terms of their frequency (Table 5) and the extent to which
they were planned (Table 6).

Table 5. Frequency of encounters between the mentor teacher and the novice teacher.

Frequency of Encounters between the Mentor Teacher and the Novice Teacher

Once a week, day and time not fixed 38.6%

Once every two weeks 28.8%

Once a week, fixed day and time 18.4%

More than once a week and according to the teacher’s needs 14.2%
Once a month 0.0%

Total 100%

Table 6. Planning the encounters with the novice teacher.

Planning the Encounters with the Novice Teacher (1 = Not at All, 5 = Very Much)
Mean SD

To what degree are the encounters with the novice teacher planned? 3.57 0.53

The data show that encounters between the mentor teacher and the novice teacher at
the school are held at a high frequency. As shown in Table 5, 71.2% of mentors meet with
the novice teacher at least once a week.

Most encounters between the mentor teacher and the novice teacher are planned and
scheduled in advance. Consequently, the study examined the extent to which planning is
affected by various factors (Table 7).

Table 7. The effect of different factors on planning the encounters with the novice teacher.

To What Degree Is Planning Affected by These Factors? (1 = Not at All, 5 = Very Much)

Mean SD
Requests/needs of the novice teacher 3.83 0.983
Requests/needs of the school 3.33 0.516
Predesigned schedule 3.17 0.753
Ministry of Education directives (to maintain weekly meetings) 2.33 1.033

Most of the novice teachers’ encounters with the mentor teacher are planned according
to the requests of the novice teacher. The next highest priority is given to requests related
to school needs, with the Ministry of Education directives given the least priority. In sum,
most respondents (71.4%) reported that no set hour had been defined in the curriculum
for talking with the novice teacher, and the frequency of their encounters is also usually
not fixed. Accordingly, the mentor teachers reported that the encounters with the novice
teacher are planned only to a moderate degree.

The fifth research question focuses on the mentor teacher’s capacity to operate effec-
tively when training novice teachers at the school. Table 8 presents the mentors’ perceived
capacity to work effectively with the novice teacher.

The mentor teachers believe that they are effective in providing emotional support
and advancing the novice teacher in different aspects of their teaching practice, including
improving classroom skills by observing classes and providing evaluation. Mentor teachers
feel that they make a moderate contribution to novice teachers’ independence and auton-
omy, and a limited contribution to their mentees’ integration into the institutional culture
and providing explanations about working terms at the school.
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Table 8. The capacity of the mentor teacher to operate efficiently with the novice teacher.

To What Degree Are You Capable of Carrying Out the Following Role Effectively?
(1 =Not at all, 5 = Very Much)

Mean SD
Providing emotional support for the novice teacher 4.93 0.76
Improving the teaching skills of the novice teacher 4.85 0.22
Observations of the novice teacher’s classes and their evaluation 4.76 0.43
Developing the autonomy of the novice teacher 4.00 0.89
Integrating the novice teacher into the institutional culture 3.71 0.95
Explaining work terms 3.71 0.85

5. Discussion and Conclusions

Mentorship is a milestone in the socialization of novice teachers. It is a practice based
on peer learning, interpersonal relations, and mutual relations between an experienced
professional and a new professional in the first stages of their career [50]. The availability
of a mentor is an important and significant source of support for the recruitment of novice
teachers in many countries. The contribution of mentoring is described as providing a
professional, social, and emotional anchor for novice teachers upon their entry into the
profession [38].

The first research question related to motivations that lead teachers to choose the
role of mentor for novice teachers. Teachers’ choice of the role of mentor was found to
derive, to a large degree, from intrinsic motivations: the desire to contribute to the system,
to promote and develop school processes, to promote and nurture a new generation of
teachers, interest and challenge, personal satisfaction, realizing their vision as educators,
improving their teaching skills, exposure to new pedagogies and receiving updates about
them, and others. To a lesser degree, their choice derived from extrinsic motivations such
as pay.

The second research question related to the guidance and support components of
mentorship and to what degree they are implemented in the process of mentorship within
teachers’ in-service training. Mentor teachers stated that they contribute to novice teachers
to a great degree in the context of teaching, class management, and disciplinary knowledge.
Their contributions to imparting pedagogical knowledge, familiarization with the study
program, and managing the teaching and its planning were also perceived as considerable,
although slightly less so. They make major contributions to increasing novice teachers’
sense of belonging to the organization, integration with the school staff, cooperation with
the parents, familiarization with the organizational culture, and others.

The third research question related to mentor teachers’ perceptions regarding their
role as mentors in the education system. They felt that they had the foundations for optimal
mentoring as they are capable of providing a good response to the needs of novice teachers
and the tools to mentor them: coordinating expectations with the novice teacher was
perceived as important, their areas of responsibility as mentors were clear to them, their
work is satisfying, they feel that the school supports their work, and they recommend
acting as mentor teachers to others. Moreover, the participants clearly perceive their
role as contributing to a moderate degree to their professional development as mentors:
developing instruction skills and improving their skills of reflection, which improves the
quality of their own teaching. They also note that they learn from the novice teacher whom
they mentor. Most of the mentor teachers claimed that their status at the school did not
change as a result of this role. They also noted that they did not receive suitable training
for mentoring novice teachers.

The fourth research question related to the nature of the encounters between the
mentor teacher and the novice teacher. Most respondents (71.4%) reported that no set
hour had been defined in the curriculum for meeting with the novice teacher and that the
frequency of the encounters is also usually not constant. Accordingly, the mentor teachers
reported that the encounters with the intern are planned only to a moderate degree. The
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needs of the novice teacher, the needs of the school, and predesigned plans were reported
to have only a moderate effect on planning the encounters. The mentor teachers testified
that, to a large degree, they have the professional ability and necessary tools to perform
their mentor role optimally, with no negative impact on their other roles.

The fifth research question related to the capacity of the mentor teacher to operate
effectively. Mentor teachers considered themselves very effective mentors, as manifested in
their contributions to providing emotional support to the novice teacher and in advance
the novice teacher in different aspects of their teaching practice by observing classes and
providing evaluations. In addition, they felt moderately effective in leading novice teachers
to independence and autonomy but less effective in integrating novice teachers into the
institutional culture. This finding raises questions regarding the need for training for
mentors. Although mentors in the Israeli education system are required to complete 60 h of
training, only half of the teachers who serve as mentors actually participate in such training.
As principals face a demand for mentors that greatly exceeds the supply of teachers who
have completed mentoring training, teachers are frequently assigned as mentors even in
the absence of training. The reality is that novice teachers are increasingly being mentored
by teachers who are experienced but have no mentoring training.

In summary, the mentor teacher has an extremely important role in providing peda-
gogical support and emotional support to novice teachers, as, according to their reports,
they have a considerable impact on novice teachers, mainly in the context of class manage-
ment, imparting pedagogical knowledge, increasing novice teachers’ sense of belonging to
the organization, integrating them into the school staff, and familiarizing them with the
organizational culture. Most of the mentor teachers’ drive to choose the role of mentor
derives from intrinsic motivations: the desire to contribute to the system.

6. Practical Implications and Research Suggestions

The research findings may have practical implications regarding the desired and
effective mentorship model for training teachers in a technological era, where study spaces
are diverse and allow for personal and group learning. The overall goal of the holistic
mentoring model is to provide professional, pedagogical, and psychological support for
novice teachers within the education system to ensure their integration and successful
retention at their school.

Therefore, the research suggestion is to build a model for holistic mentoring that is
capable of coping with future challenges of teaching and learning. The current mentoring
model applied in Israeli high schools today is based on weekly mentor-mentee meetings,
and the majority of mentors are experts in the mentee’s discipline. In the holistic mentoring
model we propose (see Figure 2), the mentee participates in: (a) weekly meetings with
the mentor; (b) quarterly meetings with the mentor, and the school principal or deputy
principal; and (c) in addition, the novice teacher is given access to several mentor experts,
each with expertise in a different area (e.g., social-emotional support, classroom culture
and management, professional development). In the holistic model, the mentor experts
also conduct group meetings with all the novice teachers in the school who are interested
in a specific topic such as leaders on emotional issues, communication, cultural issues, class
management, and the school’s function as a unique study space. This model harnesses
the advantages of a group process to deal with educational challenges, and the fact that
the group serves as a significant source of social support, and affirmation that they are
“not alone”. The group process has many advantages: participants learn that their peers
encounter similar experiences and deal with similar challenges, they share ideas and advice
from their own experiences, and receive several multiple responses. The holistic model is
designed to resolve the shortcoming of the traditional model in which the mentor teacher
does not have the knowledge and expertise in all dimensions of teaching necessary in the
postmodern era.
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Figure 2. Holistic mentorship model for the postmodern era.

Education systems in the postmodern era strive to adapt the features of teaching
and learning to the challenges of the 21st century. Accordingly, schools must meet the
changing needs of novice teachers and establish features of innovative pedagogy that fit
these challenges and transitions within training processes. Nonetheless, with regard to
suitable practices for this era, the emphasis is on breaching the regularities of study spaces,
encouraging initiatives among novice teachers, and using diverse teaching methods that
promote active, differential, experiential, and reflective learning. Most of these practices
have been described with regard to forming the professional identity of novice teachers.

This holistic model has two underlying principles. The first is to support the profes-
sional learning processes of novice teachers, which will include innovative pedagogy and
constitute, by virtue of their very existence, a model for learning in the 21st century while
generating professional learning communities. The second is to provide organizational
support for innovative teaching and learning processes regarding emotional, physical,
and structural resources while legitimizing and supporting teaching that transcends time
and place. The following subsections delineate the tasks of mentor teachers within each
dimension of the holistic model.

6.1. Mentor Teachers for the Dimension of School Culture and Class Management

e Class management: Establishing and maintaining a positive class environment, de-
veloping efficient routines, procedures, and strategies for managing student behavior
and promoting involvement, and creating a safe and containing study space.

e  School policy and regulations: Familiarizing novice teachers with the school’s policy,
regulations, and expectations, assisting with understanding administrative demands
such as attendance, grades, and reports, and instructing novice teachers on navigating
administrative systems and processes.

e  Understanding the pay slip and benefits: Assisting novice teachers with understand-
ing the pay structure, deductions, and payroll schedule and explaining the benefits
package, including healthcare services and retirement plans, expense reimbursement,
and other administrative tasks related to compensation.

e Forming networks and professional collaboration: Encouraging novice teachers to
participate in professional learning communities within the school and externally
and to form ties with other educators or professional organizations for networking
opportunities, promoting cooperation, and sharing ideas among colleagues to nurture
a supportive learning environment.

6.2. Mentor Teachers by Discipline

e  Curriculum and guidance: Understanding the curriculum and the school’s regulations,
planning and preparing lessons, providing distinctive guidance to meet the needs of
diverse students, applying efficient teaching strategies and techniques, and integrating
technology and digital tools into the lessons.

e Evaluation and feedback: Designing formative and summative assessments, ana-
lyzing teaching evaluation data, providing students with timely and constructive
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feedback, and developing strategies for addressing student misconceptions and pro-
moting growth.

e  Self-reflection and growth: Instructing novice teachers on engaging in self-reflection
and self-evaluation of their teaching methods, assisting with setting personal and
professional goals for constant improvement, and encouraging novice teachers to ask
students, colleagues, and principals for feedback to improve their teaching practices.

6.3. Mentor Teachers for the Emotional-Communication Dimension

e  Professional ethics and dilemmas: Discussing ethical considerations and professional
standards in education, instructing the novice teacher on navigating ethical dilemmas
and reaching fundamental decisions, sharing experiences and personal points of view
to help the novice teacher develop professional discretion, and providing insights on
maintaining professional boundaries and addressing emotional situations.

e Individually adapted student support: Identifying and relating to the student’s needs
and individual learning styles, implementing strategies for students with special
education needs, and cooperating with other professionals such as special education
teachers and counselors.

e Parent and community involvement: Developing strategies for effective communi-
cation with parents and guardians, building positive relationships with parents and
including them in their child’s education, encouraging involvement with the local
community, and utilizing community resources.

6.4. Mentor Teachers for the Professional Development Dimension

e Managing time and organizing: Helping novice teachers develop efficient time
management strategies to balance responsibilities for teaching, planning, grading, and
professional development, providing tips and techniques for organizing materials,
resources, and paperwork in class, and assisting with prioritizing tasks and defining
realistic goals to reach full productivity.

e  Professional development and growth: Identifying relevant professional-development
opportunities, supporting novice teachers in setting professional goals, assisting with
forming a professional development plan, and encouraging reflection and self-evaluation
for constant improvement and the development of initiatives and innovativeness.

e A work-life balance and teacher well-being: Promoting self-care methods and strate-
gies for managing stress, balancing the workload, maintaining a healthy work-life
balance, providing emotional support, and creating a positive teacher community.

6.5. Leader of the Mentor Teachers and Novice Teachers

e  Mentorship and emotional support: Building a mentoring relationship based on
trust and open communication, actively listening to the concerns, challenges, and
frustrations of the novice teacher, providing emotional support in hard times and
helping the novice teacher cope with stress and burnout, providing encouragement
and motivation, and increasing confidence and resilience.

6.6. Summary

In recent years, teacher training has been coping with changes and reforms deriving
from the discourse on the need for educational innovation [51], as well as from technological,
social, and cultural changes and structures typical of postmodern society. The information
revolution and life in a frequently changing environment are challenging the education
system, which must adapt to these changes to prepare students for the future employment
world and equip them with the skills they will need to become active and responsible
citizens involved in a complex world of uncertainty [52]. In the educational field, these
changes are described in terms of a transition in the teaching and training of novice teachers
from a traditional and hierarchal structure to teaching, training, and mentorship based
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on learning communities, where learners collaborate regarding challenges in the school
system and the study contents and generate knowledge [53].

Mentorship is intended to support the professional development of novice teachers
while providing support in the initial stages of the novice teacher’s professional career [54].
At the same time, mentorship has great potential as a channel for lifelong development.
The proposed holistic model is designed to provide a flexible learning environment that
nurtures creativity, initiative, and critical thinking and encourages learners to be active pro-
ducers of knowledge with self-direction and the ability to solve their problems throughout
life [55]. The model indicates three main support mechanisms (organizational, professional,
and emotional), operated by a network of role partners who are leaders in the school
community, including the principal and management, teacher colleagues, and mentor
teachers. Such a model might help novice teachers improve their status at the school,
develop a sense of belonging to the organization, and increase their motivation to remain
in the teaching profession.
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