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ABSTRACT  

The rapidity of the rise of the teacher-mentor role in initial teacher 

training (ITT) within Wales has been largely the result of a political 

agenda. There has been and continues to be a commitment to a 

partnership model, accredited by HEIs and with a greater proportion 

of initial teacher training occurring in school. The nature of the 

mentoring that trainee teachers experience in schools has been shown 

to be of critical importance. Specifically, mentoring has strong links to 

the outcome of the initial teacher-training period and to retention 

rates of both newly qualified teachers and those teachers in the early 

years of their professional development as a teacher. 

The centrality of school-based training remains constant in all routes 

into teaching with the mentor fulfilling a pivotal role. School-based 

mentoring has been typically characterised as being of variable or 

inconsistent quality. Practising teachers taking on the role of mentors 

are formally involved in teacher training in a school setting. Hobson et 

al (2009) identifies them as a significant factor in the outcome of any 

teacher training provision. Teacher training in the UK is increasingly 

being focussed in schools, establishing the role of the mentor and the 

nature of the mentoring they provide to be a pivotal element of the 

teacher training experience.  

This study considers current understandings of the concept of 

mentoring. It explores the mentoring process within initial teacher 

training partnerships in secondary schools located in a region of Wales 

and the pivotal role of the school-based mentor. 

The study adopts a mixed methods exploratory sequential approach 

to the PhD research. 
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Phase one of the study initially adopts a qualitative approach and data 

is drawn from 25 semi-structured interviews with key stakeholders, 

mentors and trainee teachers. The study explores how the process of 

mentoring is conceptualised and how stakeholders perceive their role 

in supporting it. In addition, the study considers how mentoring 

proficiency is developed.  

The second phase of the study adopts a quantitative approach and the 

data is drawn from a survey of 78 partnership secondary schools and 

156 structured interviews with participating senior leaders and 

mentors in the region. The study sought to ascertain the views of head 

teachers, senior mentors, and subject mentors about the operational 

requirements to support the mentoring of trainee teachers. It further 

sought to explore the impact that mentoring and mentorship 

development has on the retention of trainee teachers.  

The research found that the process of mentoring is situational and 

dependent on the infrastructure supporting it. Significant evidence was 

found suggesting that mentoring was under resourced and that an 

architecture for mentoring is required. Furthermore, the accrued 

evidence indicated with justification that accredited mentor training 

should be included in the Leadership Framework in Wales. Workload 

was considered the main reason why trainees leave their course and 

the data suggests mentoring can have a significant impact on trainee 

retention. 
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DfEE - Department for Education and Employment (1995-2001)  

DfES - Department for Education and Skills (2001-2007) 

EC - European Commission 



17 
 

EPD - Early Professional Development 

EMCC - European Mentoring and Coaching Council 

ESTYN - Her Majesty’s Inspectorate of Education and Training in 

Wales 

EWC - Education Workforce Council 

GCSE - General Certificate of Secondary Education  

GTP - Graduate Teacher Programme 

GROW - Goal, Reality, Options, Will 

GTP - Graduate Teacher Programme 

HEI - Higher Education Institution  

HMI - Her Majesty’s Inspectorate 

HWSTPA - Hereford, Worcestershire, and Shropshire Training 

Provider Association 

IBM SPSS - International Business Machines Statistical Package for the 

Social Sciences 

ICT - Information Communication Technology 

ITE - Initial Teacher Education (post Furlong, 2015)1 

ITET - Initial Education and Training 

ITT - Initial Teacher Training 

KS3 - Key Stage 3 

KS4 - Key stage 4 

                                                             
1 ITE, ITET, and ITT are all terms used to refer to teacher training programmes, which reflect the 
inconsistency in the sources and across the sector.   
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KS5 - Key Stage 5 

LEA - Local Education Authority 

NCSL - National College for School Leadership 

NCTL - National College for Teaching and Leadership  

NITTP - National Initial Teacher Training Partnership  

NQT - Newly Qualified Teacher 

OECD - Organisation for Economic Co-operation and Development 

OFSTED - Office for standards in Education, children’s services and 

skills 

PGCE - Postgraduate Certificate of Education 

PLC - Professional Learning Community 

PM - Performance Management 

PSTL - Professional Standards for teaching and Leadership 

QTS - Qualified Teacher Status  

SAG - Schools Advisory Group 

SATS – Standard Attainment Tests 

SCITT - School-Centred Initial Teacher Training  

SEN - Special Educational Needs 

SL - Senior Leader 

SLO - Schools as Learning Organisations 

SM - Senior Mentor 

SIs – Structured Interviews 
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SSIs – Semi-structured Interviews  

STK - Stakeholder  

STRIDE - Strengths, Target, Reality, Ideas, Decision, Evaluation  

SuM - Subject Mentor 

TA - Teaching Agency 

TDA - Training and Development Agency  

TES - Times Educational Supplement  

TLR - Teaching and Learning Responsibility 

TT - Trainee Teacher  

TTA - Teacher Training Agency  

SEN - Special Educational Needs 

UCET - Universities Council for the Education of Teachers  

UCU - University and College Union 

UK - United Kingdom 

WAG - Welsh Assembly Government (established 1999) 

WG - Welsh Government (from 2011)
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CHAPTER ONE – INTRODUCTION  

 

This thesis is a study of mentoring practice in Initial Teacher Training 

(ITT). My interest in this research area stems from both an extended 

career of teaching in two large comprehensive schools in North Wales 

and substantial experience as an Assistant Head teacher responsible 

for Human Resources. The opportunity to study initially for an MPhil 

and supported with a scholarship from the School of Education 

became available at Aberystwyth University during 2014. I had at this 

time returned to work after retiring to cover the absence of a senior 

staff member on leave. I saw this opportunity for further study, 

particularly into mentoring as the culmination of a career that had 

spanned 42 years of continuous practice in teaching and specifically, 

working with ITTs, mentors and NQTs for the final 13 years. I was 

attracted by the opportunity to return to academic research and apply 

my knowledge and experience whilst it was still current, and the luxury 

of time was available to me. Areas of responsibility during my years of 

continuous practise in teaching were far reaching and included both 

pastoral and curriculum middle leadership posts. Following my 

appointment to the Senior Leadership Team in 1987 I completed a 

part-time Masters programme in Education and as an Assistant Head 

teacher from 2000 onwards I was responsible for recruitment and 

retention of staff and for developing the training programmes for all 

teaching and support staff. In 2006 it was my responsibility to create 

the school Training Academy which in 2008 was recognised as an all 

Wales and then UK winner of the National Training Award. During 

this time 20+ trainees from eight partnerships had placements at the 

school each year and as senior mentor I managed and supported a 
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large team of subject mentors. This experience gave daily exposure 

into the needs and support required by both trainees and mentors and 

formed my understanding of the pivotal role of the mentor. My 

involvement and professional observation recognised that successful 

teacher training and good mentoring were essential partners and 

therefore a study into mentoring, its role, its practical application, the 

conceptual beliefs and the value placed on the role needed further 

investigation. I had practical experience of the impact of policy changes 

on ITT in Wales following the Furlong Review (2006) and the Tabberer 

Review (2013) and when I formally retired in 2014 Initial Teacher and 

experience of working with mentors and trainee teachers had 

generated a commitment for change and the promotion of the tangible 

benefits seen in the school Academy particularly for staff recruitment 

and retention. The strength of the study is in its contextual framework 

and my experience of strategic management of whole school issues 

afforded a distanced perspective allowing a holistic analysis of the 

qualitative data. Ultimately I saw the opportunity to return to academic 

research as a culmination of my career, a sharing of my professional 

experience and a platform to drive perceived change. 

The research was initiated following the publication of the Tabberer 

Review of ITT in Wales in 2013, is a contemporary of the second 

Furlong Report (2015), and the Donaldson Report (2015). The study 

rests before the implementation of the new accreditation criteria of 

ITE programmes in 2019. Qualitative and quantitative methods of 

research and data analysis are both used. A sequential exploratory 

mixed methods design (Cresswell and Plano Clarke, 2011) was 

employed that allowed one phase of data collection to inform the next. 

The first data (qualitative) was collected in 2015/16 from stakeholders, 
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mentors, and trainee teachers. This data set explored the concept of 

mentoring in the context of the three significant reports commissioned 

from Tabberer, Furlong, and Donaldson. In 2017/18 a second data set 

(quantitative) was collected from head teachers/senior staff, senior 

mentors and subject mentors. This data set investigated the 

operational requirements in secondary schools to support the 

mentoring of trainee teachers. Data was also collected on the impact 

that mentoring and mentorship development had on the retention of 

teachers during training. It was a further consideration that the study 

had the potential to inform WG on how to move forward with ITT in 

Wales. 

Historical perspectives of mentoring in ITT, presented in the form of a 

timeline of significant milestones in the UK is given in the Appendix (1). 

Chapter one is presented in four sections 

 Current context of the study 

 Context of ITT in Wales 

 Overview of the research process 

 Chapter organisation 

 

1.1 CURRENT CONTEXT OF THE STUDY 

The thesis lies in the domain of teacher training, particularly the 

mentoring process and practices within secondary schools in a region 

of Wales. Since 1999 responsibility for education policy in Wales has 

been entrusted to the Welsh Government. One of the features of ITT 

in Wales since devolution, is the preference for HEI-led ITT rather 

than the school based models that have been favoured  in England, for 

example the School Centred Initial Teacher Scheme (SCITT) and the 
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Registered and Graduate Teacher Programme (GTP). In Wales, HEIs 

continued to be the accredited providers with the old partnerships, 

which were alliances of HEIs. Under the new system it is partnerships 

that are accredited and schools and mentors have been given a major 

role in the training and induction of early career teachers.  

The policy context indicates at the time of the research (Furlong, 2015; 

Donaldson, 2015; BERA-RSA, 2014; WG, 2017a, 2017b) that teacher 

training in Wales will reflect a partnership model increasingly focused 

in schools and with partnerships being the accredited providers. The 

new ITT framework for provision in Wales implemented in 2019 

requires greater integration between HEI input and school-based 

practice. This entails the integration of professional learning, co-

construction of course philosophies, course provision, and models of 

professional learning. The new arrangements call for a collaborative 

approach between HEIs and schools. There is now a need for both 

HEIs and schools, to consider together, how they can effectively 

support the provision of high-quality mentoring for trainee teachers. 

This collaboration needs to agree a method of delivery which draws 

upon the strengths and resources of both School and HEI.  

Hobson, Ashby, Malderez, and Tomlinson (2009) claim the nature and 

quality of the mentoring process is critical to the initial training and 

on-going professional development of early career teachers. There 

have been numerous attempts to describe and conceptualise the 

principles and practices of mentoring in education and these are 

discussed in Chapter Two.  

Megginson and Clutterbuck (1995:30), argue that a mentor is quite 

distinct from a coach or instructor. According to them 
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…mentors focus on the individual learner developing through 

their career or life. They act as friends willing to play the part of 

adversary in challenging assumptions, they listen and question to 

encourage the learner to widen their own view: they are happy 

for the ownership and direction of the relationship to lie with 

the learner… 

 

Shannon (1995:29 cited in Cameron, 2014: 51), examined the use of 

the term mentoring and its functions and eloquently suggested that 

mentoring is  

…a nurturing process in which a more skilled or more 

experienced person, serving as a role model, teaches, sponsors, 

encourages, counsels and befriends a less skilled or experienced 

person for the purpose of promoting the latter’s professional 

development.  

 

More recently HM Senior Inspector of Education Donaldson (2011) in 

his review of mentoring newly-qualified teachers in Scotland agreed 

that many definitions of mentoring have been offered and also that its 

very nature defies definition. Donaldson concluded that good 

mentoring is important and is self-evident when seen. The difficulty of 

framing a precise definition is therefore significant. 

This research project explores the concept of mentoring. In particular 

research focussed on how mentors perceive their role and how they 

understand the activities which they undertake. The models of 

mentoring that mentors use to support the mentoring process are also 

explored. The research further investigated the impact of mentoring 

on trainee teachers and the requirements needed in schools to 

support the mentoring process.  
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1.2 CONTEXT OF ITT IN WALES 

 

Since the 1990s particularly, teacher training providers have been 

required to enhance their partnerships with schools and school-based 

mentoring. Wales has seen the production of several reports in the 

last decade, which have sought to define and redefine the relationship 

between schools and Universities in the organisation of ITT. 

The Furlong review (2006b) consolidated the provision for initial 

teacher training (ITT) into three geographical regions to accommodate 

the particular needs of Wales: the North and Mid-Wales, South West 

Wales and South East Wales.  

The history of Welsh education since the inauguration of the Welsh 

Assembly in 1999 has seen three distinguishing policy phases (Egan, 

2017; Davies, et al, 2018; Connolly et al, 2018). Davies et al., (2018 

cited in Titley: 2020:304) argues there was an initial ‘experimental 

approach’ during which external professional trust was established and 

accountability was relaxed. This initial period saw SATS and school 

league tables abolished. A second phase from 2010 onwards, 

prompted by poor PISA results then becomes evident with a 

reappraisal by Leighton Andrews, then Minister for Education. The 

second phase also saw the return of greater external accountability 

with Andrews pronouncing the education system in Wales to be a 

‘complacent system’ (Andrews 2011; Davies, et al., 2018). This period 

saw the introduction of national testing for 7 to 11 year olds and the 

performance related banding of schools. The third phase, since 2016 

conveys a change reflecting back towards a relaxation of the 

accountability measures (Welsh Government, 2017b). 
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Phase one of the research was implemented post Tabberer reforms of 

ITT in Wales. Phase two of the study saw reforms including Tabberer 

implemented as detailed below. 

The review came almost seven years after the first Furlong review of 

ITT in Wales was published.  

The Tabberer review (2013:35-36) made fifteen recommendations, 

those most relevant to mentoring include the following:-  

 That ITT providers ensure that trainees receive clear and 

consistent guidance on how they should organise teaching 

and learning in their subjects(s) and (phases).  

 That the WG convey to schools that continuous 

involvement in ITT is an expectation of all good schools 

and of all schools aspiring to be good. 
 

There was significantly in view of the review brief, no explicit reference 

in Tabberer (2013) to mentoring, or any recognition for regular and 

professional contact within the school.  

Tabberer (2013:2) in summary states the progress to improve ITT 

since 2006 

has been slow and Wales does not yet meet the top 

international benchmarks to which it aspires. Independent 

inspection evidence is only published on one Centre at the time 

of this report but the clear signs are that standards across Wales 

are adequate rather than good. A key challenge remains, namely 

to ensure that ITT quality and practice become more consistent. 

 

There is evidence to suggest that the second Furlong review was 

commissioned because the original review of 2006 had not produced 

the results WG expected. This view was confirmed by the 2011/12 

Estyn inspection in South Wales and illustrates that Wales was not 
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meeting the standards set by the highest performers globally. Again 

and in the annual Report (2012-2013:41) Estyn’s Chief inspector of 

Education and Training in Wales expressed similar sentiments and 

stated  

We have not been recruiting enough trainee teachers with the 

best qualifications and we need more consistency in the quality 

of what is provided for them in initial teacher education and 

training in order to give them the best start to their teaching 

career. 

 

It was as a consequence of the wider reforms underway that the 

Donaldson review of the curriculum in Wales was published in 

February 2015. Professor Graham Donaldson aimed to develop 

ambitious, capable learners, ready to learn throughout their lives. The 

report recommended the introduction of ‘progression steps’ to 

replace key stages and six areas of ‘learning and experience’ would 

transcend all learning from the age of three through to 16. The 

frequency of external testing was to be kept to a minimum and a 

programme of professional learning to support teachers was to be 

developed. The Donaldson review, Curriculum for Wales, and the 

reform of ITE are part of the early phases in a wider reform of the 

Welsh system. Other aspects of system reform after the date of the 

data collection period included: Professional Standards for Teaching 

and Leadership (WG, 2017), Schools as Learning Organisations 

(OECD, 2016,), and The National Approach to Professional Learning 

(EWC, 2015). 

In March 2015 a further review of ITT provision which had been 

continuing at the same time as Donaldson was published by Professor 

John Furlong. This was a major independent review for the Welsh 
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government on ITT in which Furlong makes a point of using the term 

initial teacher education and training (ITE). The report (2015:7) details 

the outcome of a year-long review of the current system and includes 

nine recommendations (Furlong, 2015:6).  

In short, the Donaldson Review proposals have significant 

implications for the form and content of teacher education-both 

initial teacher education and continual professional development 

(CPD). The primary focus of this report is on the first of these-

initial teacher education (ITE) - but as will become clear in later 

sections of this report, there are vitally important links to CPD 

as well.  

 

Furlong (2015:38) argues that teacher training is at a ‘critical turning 

point’ in Wales and needs to be changed. Furlong concludes that what 

is needed in Wales are forms of ITE and CPD that will allow and 

encourage the achievement of a new kind of teacher professionalism 

of the sort proposed by Donaldson (2015). Furlong (2015) supporting 

the recommendation in Tabberer (2013), also recommends that 

Estyn’s guidance for schools, going forward with the new curriculum,  

be revised to include specific recognition of the contribution of a 

school to initial teacher education.  

The BERA-RSA (2014:1) inquiry states in the introduction the 

development of ‘research-informed clinical practice’ is considered to 

be the indicator of the very best teacher education programmes 

internationally. Furlong (2015) emphasises the importance of research 

and further recommended a very different future form of ‘partnership’ 

with schools having a leading role in key parts of programmes and 

working in close collaboration with their university partners. BERA-

RSA (2014:1) recommends an end to ‘the false dichotomy between HE 

and school-based approaches to initial teacher education’. This 
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significantly acknowledges that the models i.e. school or HEI have now 

been recognised as interdependent rather than distinct alternatives. In 

July 2018 using new accreditation criteria and with an emphasis on co-

construction, four new providers of ITT were approved and tasked by 

the WG to be operational in 2019. HEI’s and their school partnerships 

are required to collaborate in the design and running of high quality 

teacher training programmes. The Glasgow clinical model (Conroy, 

Hulme, and Menter, 2013) is featured in the new accreditation criteria 

which proposes strengthening the relationship between research and 

practice. It is further considered that this will provide opportunities 

for integration and for beginning teachers to engage in ‘research 

informed clinical practice’. New Professional Standards for Teaching 

and Leadership (PSTL), (WG, 2017a) for teachers and others working 

in education have been launched for use in September 2018 which are 

differentiated to apply to a practitioner’s work depending on where 

they are in their career. Descriptors identify the outcomes that 

student teachers and newly qualified teachers must achieve to enter 

the profession and be assessed against. Professional Standards for 

Teaching and Leadership (PSTL), (WG, 2017a) also give descriptors 

for sustained highly-effective practice and formal leadership. It is within 

these descriptors that a reference to mentoring would be naturally 

placed. There is however, no explicit mention of mentoring and in 

consideration of practical ITT delivery, this is a concern. Mentoring is 

embedded in the vocabulary on collaboration as leadership is seen as 

a whole school responsibility, based on one to one relationships but 

affecting all aspects of the school. The use of Professional Standards 

illustrates how the accountability agenda goes beyond that of an 

individual level and is currently framed on an organisational basis. The 
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Minister for Education in Wales, in ‘Education in Wales; Our National 

Mission’, (WG, 2017b) states all schools will develop as learning 

organisations in keeping with OECD. Schools as learning organisations, 

will have the capacity to adapt more quickly and explore new 

approaches to improve teaching and learning outcomes for their 

learners. 

In a vision for 2021 the Minister for Education sees schools having 

significant opportunity for working together to take forward the new 

curriculum, reforms to ITE and ALN. The Ministers vision also sees 

the National Academy for Educational Leadership generating future 

leadership capacity and the culture and principles of the self-improving 

school system becoming embedded during this further phase of 

implementation. 

The recommendations put forward in both the reports published in 

2015 and the programmes developed by the new providers of ITE2 

with an emphasis on integration, collaboration and co-construction 

have important implications for the process of mentoring in schools. 

Fundamentally, any re-balancing of ITT input which occurs between 

HEIs and schools entails a rebalancing of the perceived importance of 

professional knowledge and academic knowledge. Mentoring is central 

to the former, and a foundation stone to the latter and it is together 

that both sets of knowledge inform the mentoring process. With the 

emphasis on teachers researching their own practice, opportunities 

arise for HEIs to support teachers as researchers with the 

development of close-to-practice research. This gives further 

                                                             
2The term initial teacher education (ITE) is used in both reports and Furlong (2015) made a point 
of using the term ITE in his report. In the context in which the research took place however ITT or 
ITET is referred to as seen in the abbreviations.  
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opportunities for collaboration in teachers’ professional learning post 

QTS, so closing the perception of a distinction between professional 

knowledge and academic knowledge. This is an area that has developed 

to some extent through the Masters in Educational Practice (MEP) in 

Wales which aimed to support the learning and development of new 

teachers who choose to participate, throughout their first three years 

in post. Through this initiative all NQTs were supported by an external 

mentor, an experienced education practitioner appointed by WG in 

addition to their school based mentor. According to Penikett, Daly 

and Milton (2018:2) the externality was designed to challenge a 

‘consensual approach’ and encourage ‘independent’ and ‘critical 

thinking’. The requirement here is for further research to provide 

quantifiable measurement of mentoring practice and benefit. 

The research region in Wales was distinctive in covering such a wide 

and dispersed geographic area. There was a variety of provision and a 

representative cultural and demographic population. It was 

unnecessary within the area to identify representative sampling units 

from which to draw schools as all active partnership secondary schools 

within the geographic area were invited to participate in the research 

project. There are no indications that the study area was other than 

representative of the locality and in keeping with other areas of Wales 

with similar characteristics.  

                                         

1.3 OVERVIEW OF THE RESEARCH PROCESS 

 

This section offers an overview of the whole research process. This 

thesis began in 2014 as an MPhil and was upgraded to a part-time PhD 

study in 2015. Initially the study considered the concept of mentoring 
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in relation to teacher training. The scope of the thesis was further 

extended to explore the operational requirements of secondary 

schools to support mentoring practice and the impact that mentoring 

has on the retention of trainee teachers.  

A sequential mixed methods approach was engaged for the study 

which is described in Chapter Three. In Phase one qualitative data was 

collected at an individual level from a wide range of stakeholders, 

school-based mentors, and trainees from across a region of Wales. 

The trainee teachers who had completed their course in two research 

locations provided the opportunity for a more in-depth study. The 

analysis strategy for the semi-structured interviews in phase one was 

based on Saldana’s model (2009) of thematic coding. This recognised 

and accounted for emotional aspects or feelings expressed within the 

interview and ‘Hearing what is not being said’. Data was gathered in 

2015/16 through semi-structured interviews with a series of short 

visits and/or telephone interviews. Further research questions 

developed naturally and seamlessly at this point for phase two. 

Whilst qualitative methods are more suited to looking at the meaning 

of particular events or circumstances, quantitative methods can 

provide clear data when researching cause and effect. Muijs (2011:8) 

explains how to look at both causality and meaning as follows:- 

Mixed methods research is a flexible approach, where the 

research design is determined by what we want to find out 

rather than by any predetermined epistemological position. In 

mixed-methods research, qualitative or quantitative 

components can predominate, or both can have equal status. 

 

In Phase two a quantitative approach was preferred to work with data 

that was structured, categorised and coded so that it could be 
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enumerated. Both the questions and the type of answers were 

considered for the structured interviews. Questions to be answered 

were inferential, to investigate the impact on mentoring on early 

teacher retention, and to ascertain the operational requirements of 

schools to deliver effective mentoring of trainee teachers rather than 

just describe it (Muijs, 2011). A questionnaire was designed to 

operationalise the conclusions from the qualitative study to extend the 

scope of the thesis. The questionnaire was drafted, trialled, re-drafted, 

piloted, refined, and piloted again. Bristol On line Survey (BOS) 

software was used to design, distribute the questionnaire, and collate 

the responses during the pilot and actual survey process. The IBM SPSS 

software system was used for the analysis of the data.  

Quantitative data was collected using structured interviews conducted 

face to face or by telephone with head teachers, senior and subject 

mentors in 78 secondary schools within the research region of Wales 

during 2017/18. The range of approaches to gather the data, facilitated 

by a questionnaire, included short visits to schools, telephone 

interviews, training sessions and completion at mentor training events.  

 

1.4 CHAPTER ORGANISATION 

 

The thesis has six chapters. Following this chapter, Chapter Two 

consists of a review of literature with a particular focus on: the concept 

of mentoring, the operational requirements of schools to deliver 

effective ITT mentoring and the impact of mentoring on teacher 

attrition in the early years of teaching. This chapter also examines the 

challenge of achieving consistency in school-based teacher training and 

mentoring through continuous professional development (CPD). 
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Finally Chapter Two identifies how the review of the literature gives 

rise to the research questions. Chapter Three outlines the 

methodological approach taken in this research, the data collection 

process, and analysis strategies. Chapter Three also contains a section 

on the ethical questions posed by the research, and how these 

questions were accounted for in the methodology employed. Chapter 

Four contains, in three sections, analysis of the results and 

triangulation of the qualitative and quantitative data collected for this 

project. There then follows a description of how the interviews and 

questionnaires were organised and how the data was collected and 

recorded, Chapter Four explores the emergent themes including the 

models of mentoring and the mentors’ in depth perceptions of their 

role. This chapter describes the diversity of approaches that mentors 

adopt, the necessary skills and aptitudes required and how mentor 

proficiency is developed. Responses from all participants in the 

research site schools are looked at individually and their unique 

contribution to the research further analysed. A small amount of data 

exists on the impact mentoring has on the retention of teachers in the 

early years of their career during training. Chapter Four is continued 

with an explanation of the operational requirements in schools to 

deliver effective mentoring programmes with trainee teachers. 

Chapter Four finally explains how good mentoring is a complex area 

and develops further how mentoring can be decisive in supporting 

trainees in the early trajectories of teaching. Chapter Five offers a 

critical discussion of the key themes arising from analysis and 

triangulation of the data collected from the semi-structured and 

structured interviews. A wide range of themes are explored and the 

subject groups analysed discretely to compare perceptions. 
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Suggestions are considered on how mentoring can effectively impact 

on teacher attrition. The operational needs of schools are discussed in 

depth particularly the accountability of and resourcing of effective 

mentoring practice. Chapter Six draws all these findings together, 

answers the original questions and summarises how the aims and 

objectives were addressed. The contribution of the study to the 

teacher training debate in Wales is explained and limitations of the 

study are identified. Areas for further study are finally proposed.
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CHAPTER TWO – LITERATURE REVIEW 

 

 

The chapter provides a comprehensive review of the literature on 

mentoring and ITE. The research specifically considers current 

understandings of the concept of mentoring and further seeks to 

investigate mentoring practice in the context of initial teacher training 

(ITT). Chapter Two explores the operational requirements of 

partnership schools to deliver effective mentoring programmes and 

studies in particular the impact that mentoring and mentorship can 

have on teachers during their training. The chapter also examines the 

challenges in achieving consistency of ITT mentoring within the 

provision of continuous professional development (CPD) programmes.  

Chapter Two is presented in two distinct sections 

 The concept of mentoring 

 The way mentorship is practised in initial teacher training (ITT) 

2.1 THE CONCEPT OF MENTORING 

 

Section one explores the concept of mentoring and has four elements 

 The mentor and the mentoring process  

 The mentoring relationship 

 Coaching and mentoring 

 Mentor competences. 
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Table 1 shows the four distinct elements covered in 2.1 and the main sources 

referred to. 

Element and Content Principal sources 

The mentor and the 

mentoring process  

 

Explores the concept of 

mentoring, examines the 

form and functions of 

mentoring and notes the 

diversity of definitions,   

 

 

 

Fagan & Walter, 1983; Klopf & Harrison, 1981; 

Alleman 1986; Jacobi, 1991; Clutterbuck & 

Lane, 2004; Megginson & Clutterbuck, 1995; 

Anderson & Shannon, 1988 and others. 

The mentoring relationship 

 

An examination of how 

mentoring relationships 

have been observed to 

work, its key components, 

and stages. 

 

 

 

McIntyre, Hagger & Wilkin 1993; Kerry & Mayes, 

1995; Clutterbuck 2004; Megginson & 

Clutterbuck, 1995; Anderson & Shannon, 1995, 

1988. 

Coaching and mentoring  

 

The distinction between 

the two is explored. 

 

 

Anderson & Shannon 1988; Kerry & Mayes 

1995; Brooks, Sikes & Husbands, 1997; 

Downey 1999; Hargreaves & Fullan 2000; 

Clutterbuck & Lane 2004; Clutterbuck & 

Megginson 2004; Megginson & Clutterbuck 

2005, 2008; Clutterbuck 2008; Hargreaves 

2005; CUREE 2005; Jones 2006; Cullingford 

2006; Allen & Eby 2007. OFSTED 2010; Lee & 

Bush 2003 
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Element and Content Principal sources 

Mentor competences. 

 

Key competences, 

situational and generic are 

explored, and defined and 

the mentees’ needs are 

identified. 

 

 

Lee & Bush, 2003; Clutterbuck & Lane, 2004. 

Clutterbuck 1998; Hay 1995; Kram 1985. 

 

Managing the phases of the 

mentoring relationship as 

it evolves over time is 

examined.  

 

Vital communication skills 

for mentors are 

scrutinised.  

 

 

 

The notion of emotional 

intelligence is explored. 

 

Kram, 1983; Clutterbuck, 2004; Penikett, Daly & 

Milton, 2018; 

 

 

 

CUREE, 2005; Hargreaves 2005; Clutterbuck, 

2013; Hargreaves, 2005; HMIe, 2008; Hargreaves, 

2005; Orland-Barak & Maskit, 2017; Hoad in 

Punter, 2007; Newell & Hughes in Wright 2010; 

Glasser and Hook in Glasser, 2014. 

 

Wright, 2010; Goleman, 1996; Peterson, 2006; 

Gable, Reis, Impett & Asher, 2004. 

 

 

2.1.1 DEFINITIONS OF THE MENTOR 

 

There is a recognition that some of the sources in this section are now 

dated. They are however for the most part classic, seminal or influential 

accounts which help to frame current understandings of mentoring. 

The references contextualise how the practice of mentoring has been 

understood, has developed, and has now evolved. The section 

considers the perceptions of what a mentor is, the mentoring process, 
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and the mentoring relationship. Definitions however overlap in this 

area and the chapter attempts to clarify and disentangle them. 

 

i) The mentor and the mentoring process 

 

Educational research and practice have offered several interpretations 

of what a mentor is. Fagan and Walter (1983:51) define a mentor as ‘an 

experienced adult who befriends and guides a less experienced adult'. 

Klopf and Harrison (1981:42) also state that ‘mentors are competent 

people who serve as teachers, advisers, counsellors, and sponsors for 

an associate who may be younger and of the same or different sex'. 

Furthermore, ‘the mentor and the associate, mutually gain insight, 

knowledge, and satisfaction from the relationship’. 

 

Levinson, Darrow, Klein, Levinson, and Mc Kee (1978:97) present an 

early view of mentoring: 

 

Words such as counsellor, or guru suggest the more subtle 

meanings but they have other connotations that would be 

misleading. The term mentor is generally used in a much 

narrower sense, to mean teacher, adviser or sponsor.  As we use 

the term it means all [of] these things, and more. 

 

 
The ‘and more’ here indicates an intangible additionality that 

characterises mentoring – they suggest that their view is that 

mentoring includes the roles and practices listed, but is more than the 

sum of its parts and implies that there is a synergistic effect in a 

successful mentoring relationship. 

 



40 
 

Philips Jones (1982:21) further defines mentors as influential people 

who significantly help protégés [sic] reach their life goals. 'They have 

the power - through who and what they know to promote.....welfare, 

training, or career’. 

Philips Jones’ definition however makes little reference to the caring 

relationship or the mentor as counsellor whilst Levinson et al (1978: 

97) refer to the nature of the ‘relationship’. However, both mention 

promoting the ‘personal development’ of the mentee. Levinson et al, 

(1978:97) argue that ‘no word currently in use is adequate to convey 

the nature of the relationship we have in mind here’. In the definition, 

Jones defines mentoring as meaning ‘all of these things and more’. 

Researchers have commented that this ‘implies the interactive 

relationship can extend beyond traditional boundaries’ (Levinson 

1978:97).   

‘Sponsorship’ is indirectly suggested by Jones and Levinson implying 

control in the mentoring process. This is also referenced by Anderson 

and Shannon (1995) and discussed later in this chapter. 

These preceding definitions above imply a directive approach where 

the mentor is ‘several years older’ or having ‘power through who and 

what they know’ and are in control of the relationship.  They involve 

the transfer of wisdom where the mentor or coach provides advice or 

direction based on their experience and expertise. Within such 

relationship the mentee is deemed to benefit from the shared 

experience and the mentor’s hindsight whilst the mentor will feel 

rewarded by sharing their wisdom. The terms ‘teacher’, ‘adviser,’ are 

used implying the mentee has less ownership of the outcomes and 

therefore may be less committed or not directly involved to action 

them.  
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Whilst we may be able to point with relative ease to broad, relatively 

unproblematic definitions of what and who a mentor is, defining the 

precise nature of the mentoring process itself can be more challenging. 

Jacobi (1991:169) demonstrates that this has been a persistent issue. 

 

The phenomenon of mentoring is not clearly conceptualised, 

leading to confusion as to what is being measured or offered as 

an ingredient in success. Mentoring appears to mean one thing 

to developmental psychologists, another thing to business 

people and a third thing to those in academic settings. 
 

Jacobi’s perspective poses an interesting question which is the extent 

to which the word ’mentoring’ is used in a general sense to convey a 

common central relationship between mentor and mentee but that the 

myriad of situational practices it involves is less specific, and may vary 

according to context, sector and the needs of individuals within the 

mentoring relationship.  

There is further difficulty in identifying exactly what role and function 

a mentor should assume. This is because it can be fluid, situational, and 

dependent on judgements made on a local basis and in different 

contexts.  

Megginson and Clutterbuck (1995:30) attempt to clarify what 

mentoring is and argue that mentors focus on the mentee: 

 

…they [the mentors] are happy for the ownership and direction 

of the relationship to lie with the learner and they accept 

ambiguity as an exciting part of life, providing the learner with 

the openings for change and autonomy.  
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In this preceding definition, learning outcomes within a mentor-mentee 

relationship are not always pre-determined whereas they do tend to 

be in other relationships such as by the teacher/advisor (Jones, 1982).  

 

ii) The mentoring relationship 

 

Definitions of mentoring do generally agree on the central structural 

focus of the mentoring relationship, namely the guidance of a less 

experienced, often-younger person, by a more competent and 

experienced other. (Clutterbuck, 2004; Megginson & and Clutterbuck, 

1995; Alleman, 1986).The precise, form that this guidance takes and 

how it is conceptualised has been a matter of debate. 

McIntyre, Hagger and Wilkin (1993) found that the term,  generally 

from research based in the United States of America, carries with it 

diverse connotations, varying widely in the formality of the 

relationships implied. They further note the difficulty in 

compartmentalising the extent to which the relationships are seen to 

be managerial, teaching, or counselling. Furthermore McIntyre et al. 

(1993), argue that the large number of definitions relating to what 

mentoring is about, has to do with the different institutional, social and 

cultural contexts in which it takes place and by implication, the diversity 

of purposes to which it is put. 

Although the mentoring scenarios differ in context, situation, and 

purpose, McIntyre et al suggest they have some features in common. 

Specifically they list that mentoring takes place in a personal one-to-

one relationship,  a protected space for learning is provided, a 

confidential, inspiring and trusting relationship is a basic prerequisite 
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for learning and importantly the benefit is not only on the mentee's 

side but also on the mentor's and to the institution. These 

commonalities can inform the basis of a broad definition.  

Many studies of mentoring have centred on career development 

beyond the field of education, in such areas as business. Kerry and 

Mayes, (1995:29) examine the term mentoring and describe a number 

of mentor functions. They conclude that none of these concepts is 

wholly adequate and they define the mentoring process as one in which 

‘a more skilled or experienced person, serving as a role model, teaches, 

sponsors, encourages, counsels and befriends a less skilled or less 

experienced person’. Clutterbuck (2004:12-13 cited in Cameron, 2014: 

51) also argues mentoring is ‘a partnership between two people built 

on trust’ with the aim of developing ‘the capability of the mentees to 

the point of self-reliance... the mentoring relationship is confidential’.   

Similar to Megginson and Clutterbuck (1995), Anderson, and Shannon 

(1995) reference mentoring to be carried out in the ‘context of an 

ongoing caring relationship’. The activities of the mentor are described 

in terms related to the ‘mentor as counsellor’ model (Anderson and 

Shannon, 1988), implying being involved in the social and psychological 

support of the mentee. The effectiveness of the supporting relationship 

is compromised when the mentor is required to assess the mentee 

(Hobson and Manderez, 2013). This particular aspect of the 

relationship is discussed further in 2.2.2.   

Many of these sources recognise the limitations of the definitions. The 

definitions of mentoring illustrate the developing analysis of the role. 

In particular, this aspect is identified when stated that a mentor should 

promote the professional and/or personal development of the mentee. 

It is common that in defining mentorship the precise nature of the 
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mentor as a role model or the need for the mentor to exhibit inherent 

qualities that help to model the professional behaviours they seek to 

develop are included. 

 

iii) Coaching and Mentoring 

 

Many studies of mentoring are preoccupied with the differentiation 

between mentoring and coaching (See for example, Anderson and 

Shannon, 1988; Kerry and Mayes, 1995; Brooks, Sikes and Husbands, 

1997; Downey, 1999; Hargreaves and Fullan, 2000; Clutterbuck and 

Lane, 2004; Clutterbuck and Megginson, 2004; Megginson and 

Clutterbuck, 2005; Hargreaves, 2005; CUREE, 2005; Jones, 2006; 

Cullingford, 2006; Allen and Eby, 2007). For the purpose of this study 

coaching will not be looked at in detail, although there are some 

aspects of the coaching process that will relate to mentoring which are 

worthy of discussion in this section. 

 

Mentoring dates back to the time of Homer's Odyssey, when Odysseus, 

entrusted the wise and experienced Mentor with his sons continuing 

development. Hargreaves (2005:5) reminds us of the extent to which 

mentoring has become a recognised staple/key component of 

professional development in education since the 1980s,  

the words mentor and coach rarely featured in the talk of staff 

and students in schools with the exception of the 

sports/athletics domain.  

 

and states that notably from the turn of the 21st Century they crop up 

constantly. Hargreaves (2005) identifies that there have been long-
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established differences between mentoring and coaching with coaching 

referring more to technical practices and performance goal-

orientation. Hargreaves argues that a coach controls the relationship 

and is in a position of authority because of the assumed knowledge, 

skills or experience that can be used to nurture another person, usually 

a novice.  A mentor however, according to Hargreaves is one who helps 

another through discussion of issues as they arise and is not necessarily 

in a position of authority. Hargreaves argues that the requirements of 

the mentee in this relationship should drive the process and continues 

that mentoring and coaching can be one-way or can be mutually 

beneficial. Hargreaves further suggests that if the relationship is 

correlative then both parties expect to benefit. Hargreaves (2005:7) 

notes ‘helping others enriches the giver’ and insightfully comments that 

it is often the mentor that benefits most when the relationship is only 

one-way.  

The National Framework for Mentoring and Coaching (CUREE 

2005:38) puts forward a clear and clinical distinction between 

mentoring, coaching and co-coaching stating ‘mentoring is a structured 

process for supporting professional learners through significant career 

transitions’ and that specialist coaching is ‘a structured process for 

enabling the development of a specific aspect of a professional learner's 

practice’. 

Clutterbuck (2008) also argues for the relevance of developmental 

mentoring, which encourages mutuality of learning and the importance 

of empowering trainees. This is opposed to sponsorship mentoring, 

where the mentor is typically the driving force of the relationship. 

Coaching and mentoring therefore need to be defined contextually as 

both can be relatively directive or non-directive in specific 
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circumstances. If there is a generic difference between coaching and 

mentoring, it is that coaching involves some aspect of performance 

assessment whist mentoring is more often associated with a broader, 

holistic development and with career progression (Clutterbuck 2008). 

Differences between Coaching and mentoring, Clutterbuck suggests, 

should not be ignored but clarified in the context of the particular 

situation in order to achieve mutual commitment in the chosen 

process (Clutterbuck 2008). This is particularly important, as 

assessment against professional standards is an integral element of the 

role of the ITT mentor.  

   

This point is made by Robinson (OFSTED 2010) that a great deal of 

coaching and mentoring goes on in schools but that confusion remains 

as to the purpose of the various models and effective practices, 

together with ways to do them well and on an appropriate scale. 

According to Geoff Hampton, an experienced Head teacher, (2005 

cited in Hargreaves, 2005:9) the following critical characteristics, which 

constitute a successful mentor, are ‘knowledge, reliability, flexibility, 

accessibility, experience, integrity, and the willingness to offer support’. 

Considering these characteristics, he argues further that these would 

also be desirable features in a coach.  

Although the two processes of coaching and mentoring are quite 

distinct, they can both operate in different contexts for the same 

purpose. It is becoming evident from the literature that there is 

common agreement on a significant joint characteristic. In coaching, the 

coach controls the relationship whereas in mentoring the mentee 

drives the process. In both coaching and mentoring, the benefits can be 

one-way or can be mutually beneficial. 
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iv) Mentor competences 

  

This section offers a synthesis of the key competences identified by key 

sources associated with effective mentoring practice and has four 

elements.  

 

 Generic and situational competences and identification of 

mentees’ needs   

 Management of the phases of the mentoring relationship 

 Communication 

 Emotional intelligence  

 

Lee and Bush (2003), surveyed mentors and mentees on an 

undergraduate scheme in Hong Kong to discover their perceptions of 

the desirable characteristics and competences of mentors. Results 

indicated that most frequently cited were, an understanding and 

sympathetic mentor, a mentor that was accessible to mentees, a good 

communicator and a mentor who showed enthusiasm for the role. 

Commitment to the overall experience of mentoring was also clearly 

important from the survey.  

 

Generic and situational competences 

 

The definition of mentor competence is often varied and can be 

confused with pre-existing characteristics. Clutterbuck (2004 cited in 

Clutterbuck and Lane, 2004:43) defines ‘competence as the consistent, 

observable and measurable ability to perform a defined task or an 

element of a task'.  
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The list of competences offered in Clutterbuck and Lane (2004:55) 

identify those that are generic and considered ‘essential for effective 

role management’ and ‘all mentoring relationships’ (which they term 

‘macro-competences’) and others ‘which all have some aspects of 

situationality’ (which they call ‘micro-competences’).  

According to Clutterbuck (2004 cited in Clutterbuck and Lane 

2004:55) a mentor must respond appropriately to the variety of needs 

identified by the mentee. They identify that different needs will require 

different responses and the range of responses could be wide. 

Mentoring relationships and thereby competences are complicated by 

them being ‘both situational and temporal in nature’. ‘Situational’ 

[meaning] that the prime responsibility of the mentor is to respond to 

the needs of the mentee. Situationality may also be affected by purpose, 

by the organisation or participants in the relationship. Temporal in this 

context refers to the way in which relationships evolve over time.  

A generic competence suggested therefore ‘may be the ability to 

recognise and reconcile different and perhaps conflicting purposes’.  

Generic competence has further been stated as, ‘recognising and 

adapting appropriately to the phases of the mentoring relationship’ 

(Clutterbuck, 1998; Hay, 1995; Kram, 1985). Research carried out by 

Clutterbuck across a wide range of professionals and programme 

participants from diverse nationalities and industries found five pairs of 

matched capabilities as illustrated in Clutterbuck and Lane (2004). 

These capabilities were listed as - self-awareness and behaviour 

awareness, business and professional knowledge, communicating and 

concept modelling, commitment to own learning and interest in helping 

others to learn, relationship management and goal clarity. These 

matched capabilities are significant and illustrate that a deeper and 
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wider analysis of the mentoring process is being undertaken. 

Significantly, Clutterbuck and Lane (2004) developed their observations 

further suggesting that mentors must be able to use empathy. The 

rationale for this is that if empathy is used appropriately then it will, to 

paraphrase Clutterbuck and Lane: help the learner to identify what 

they want to achieve and why, communicate in various styles according 

to the situation and be able to use their experience to guide the 

mentee effectively and appropriately throughout the relationship 

phases. 

 

Managing the phases of the mentoring process 

 

The temporal nature of relationships refers to the way they evolve 

over time. Kram (1983:613-614) claims a mentor relationship has the 

potential to enhance the career and psychosocial development of both 

individuals. Developmental relationships, it is argued can vary in length. 

Kram explains these relationships usually progress through four phases, 

which are predictable but not always distinct. Kram identifies ‘an 

initiation phase’, evident at the start of the relationship, the second 

phase is ‘a cultivation phase’, when both individuals benefit, 

opportunities for meaningful interaction increase and the emotional 

bond expands, Kram’s third phase is ‘a separation phase’, when the 

established nature of the relationship is substantially altered by 

organisational structural or psychological changes with either 

individuals. Finally, Kram suggests ‘a redefinition phase’ when the 

relationship takes on a new form or ends entirely. Building on the 

research carried out by Kram (1983) Clutterbuck (2004:46) offers five 

stages based on ‘field experience with much larger numbers than 

Kram's original sample – building rapport, setting direction, 
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progression, winding up and moving on’. Each phase requires a 

modification of the mentor's behaviour - hence the challenge to the 

situational mentor and to the competences required.  

 

The skills of rapport building, [for example] differ substantially 

from those required in helping [the mentee] clarify and commit 

to specific career or personal development goals.  

 

Penikett, Daly, and Milton (2018:1), in their research on mentoring in a 

three-year Masters in Education (MEP) programme for early career 

teachers in Wales explore the impact of closure in mentoring 

relationships. They conclude that mentoring is characterised by distinct 

behaviours and closure in particular, needs to be recognised and any 

professional capital accruing clearly established.  

 

 

Communication  

  

HMIe (2008:5) also confirmed the ‘coaching/mentoring skills to be 

developed throughout the continuum of teacher education to be: 

observing practice, asking questions, giving advice, giving feedback, 

instructing, listening to understand, making suggestions, offering 

guidance, paraphrasing, reflecting, summarising and telling’. They also 

found the ‘common elements in mentoring and coaching relationships 

included a learning conversation, reflecting and sharing, agreed 

outcomes, focus on teaching and learning, mutual benefit and 

confidentiality’. Learning conversations as referred to, are discussed 

further in 2.2.2. Situational and generic competences have already been 

addressed which recognise the similarity between skills and 

competences for mentoring.  
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Glasser and Hook in Glasser (2014:428) argue ‘the mentoring process 

always involves communication and is relationship based but its 

perceived definition is elusive’. They claim mentoring is a dynamic 

process which has a distinct evolutionary change over time and argue 

(2014:428) mentoring is a personal as well as a professional 

relationship and is about informal, usually face-to-face communication, 

over a sustained period of time. Included within their argument is the 

assumption that a person perceived to have greater experience, 

knowledge or wisdom helps a person who has less. Glasser and Hook 

(2014:428) argue mentoring is ‘the informal transmission of knowledge, 

social capital and the psychosocial support perceived by the mentee as 

relevant to work, career or professional development’. This view may 

be considered simplistic and fails to recognise the mutual benefit and 

mutual development that the relationship may bring. According to 

CUREE (2005:2) ‘mentoring is a structured, sustained process for 

supporting professional learners through significant career transitions’. 

Questioning techniques they claim, are used to facilitate the 

mentee’s/coachee’s [sic] own thought processes to support the client 

in setting goals. This is corroborated by Hargreaves (2005) who argues 

observation, listening and asking questions to understand the clients’ 

situation is critical whilst also maintaining unconditional regard for the 

client. Open mindedness, active listening, tough questioning, total 

honesty as well as deep reflection and self-awareness are perceived as 

essential skills for the mentor/coach.  

Clutterbuck (2013) argues that coaching and mentoring is all about 

asking the right questions. Inappropriate questioning will create undue 

pressure and confusion. Clutterbuck further argues that this can lead 

to defensive, negative responses and a deterioration of the relationship 
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between mentor and mentee. Clutterbuck’s suggestion is to use open 

questions that enable the questioner to check out understanding more 

comprehensively, encourage uninhibited feedback, establish rapport, 

help to explore in more detail and free up the other person to answer 

as they choose. Clutterbuck recognises that this is a difficult skill to 

develop, but considers that it is essential in guiding and supporting a 

learner. Mentors and coaches also need to be able to select the best 

type of question to use in different situations.  

Teachers particularly in any mentoring relationship need to be aware 

of the core and complex skill of listening. Hughes, (2010 cited in Wright, 

2010:102)3 argues active listening takes practice and involves an 

awareness of many different levels: reflective listening, external listening, 

intuitive and silent listening.  

 

Hughes in Wright (2010:102) argues: 

 

Listening is a highly prized skill. To listen actively is difficult and 

requires practice. To some extent, being fully listened to is an 

unusual and quite challenging experience [for the mentee]. 

Teachers have to learn how to listen effectively. 
 

 

Emotional Intelligence 

  

Wright (2010) considers that ITT mentors need to be approachable, 

flexible, and committed. They need to be experienced but more 

importantly open to new ideas and analysis of their own teaching. They 

                                                             
3 This book is a guide for mentors rather than an academic study of mentoring, while it has less 
academic credibility, it arguably has more influence on ITE mentors themselves. 
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should enjoy collaborative work, be organised, creative and realistic 

problem solvers. In addition, Wright further suggests they need to have 

the ability to work beyond the level of skilled pragmatism and be open 

to using emotional intelligence. Wright reminds us that good 

mentoring is time-consuming and sometimes emotionally exhausting. 

For this reason, it is suggested by Wright that senior staff members 

with weighty whole school or departmental responsibilities may not 

be the right people to be appointed as a mentor. It may also be argued 

that this level of experienced staff is exactly the right person to be 

appointed. They may have much to offer to the role but without the 

right amount of time to be given, the trainee may be left to feel 

neglected. 

Goleman (1996) argues emotional intelligence can matter more than 

intelligence quotient (IQ). He defines it as the ability to: 

 Recognize, understand and manage our own emotions 

 Recognize, understand and influence the emotions of others 

 

In practical terms, this means being aware that emotions can drive our 

behaviour and impact people positively and negatively. Being in charge 

of these emotions especially when under pressure is always important 

and is considered to be particularly so in the close relationship of the 

mentoring experience. 

This is corroborated by Newell and Hughes (2010) who argue that 

successful teachers develop not only in their skills of teaching but also 

in their emotional intelligence and their understanding of how learning 

is affected by emotions. Peterson (2006) focusses on what is successful 

in life and encourages people to look at strengths, show gratitude, and 

have hope. Gable, Reis, Impett, and Asher (2004) also mention that 
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relationships are more likely to flourish if active-constructive 

responses are used when something good happens. The power of 

language and the way it is used in a mentoring relationship cannot 

therefore be either under estimated or overstated.  

Newell and Hughes (2010) claim it is important to be able to persist 

in the face of difficulty and to get along with colleagues. Mentees 

acceptance of themselves and their ability to form professional working 

relationships that are warm and positive, they believe are also signs of 

good emotional intelligence (EQ). Newell and Hughes (2010:67-8) 

suggest that the exploration therefore of the facets of EQ by both 

mentor and mentee will strengthen their relationship and establish a 

strong foundation for learning and for the development of a successful 

teacher. They offer as an example; the mentor who has a ‘perfect driver’ 

will set very high standards and may be very critical and likely to want 

to re-draft the observation form. The new teacher, they argue, who has 

this driver will work until very late, re-do work until it is ‘perfect’, and 

be very self-critical. This trait, recognised as time consuming may lead 

to a full understanding of the task and eventually a reduction in the 

time needed to achieve. If the mentee follows this development path 

then good firm progress is made. This is one example of how the 

mentor needs to be aware and encourage the mentee to perform 

efficiently. 

It can be seen that schools are emotional learning environments as well 

as intellectual ones. Alertness to and conscious discussion of emotional 

intelligence, not only supports new teachers through the challenges of 

training to teach but is also a  means of establishing emotionally 

intelligent schools. 
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2.2 THE WAY IN WHICH MENTORSHIP IS PRACTISED IN 

INITIAL TEACHER TRAINING (ITT) 

 

Section two considers particularly the process of mentoring in ITT 

and is organised into five discrete sections. 

 

 2.2.1 Research informed clinical practice in ITE, other models 

of mentoring relevant to ITT including the stages of trainee 

development and educative mentoring. 

 

 2.2.2 The pivotal role of the ITT mentor and the roles they 

carry out including learning conversations.  

 

 2.2.3 The impact of the mentoring process in ITE.  

 

 2.2.4 Developing the proficiency of the mentor.  

 

 2.2.5 An infrastructure for mentoring practice. 
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Table 2 shows the five distinct sections covered in 2.2 and the main sources 

referred to. 

Element  and Content Principal sources 

2.2.1 Clinical practice, 

other models of 

mentoring relevant to ITT 

including the stages of 

trainee development and 

educative mentoring.  

 

Research informed clinical 

practice in initial teacher 

education is considered. 

 

 

 

 

Three further models of 

mentoring and coaching in 

relation to ITT and the 

stages of trainee 

development are 

discussed, including 

educative mentoring. 

 

 

 

 

 

 

 

Darling-Hammond & Baratz-Snowden, 2007; 

Howey & Zimpher, 2010; BERA/RSA, 2014; 

Goodwin, Roegman, & Reagan, 2015; Burn & 

Mutton, 2015; Furlong 2015; Falk, 2016;Conroy, 

Hulme & Menter, 2013; Hargreaves 2012;WG 

2018. 

 

Brooks, Sikes & Husbands, 1997; McIntyre, 1993; 

Schön, 1991; Ghaye & Ghaye, 1986, 1998; Norman 

& Feiman-Nemser, 2005; Barnett & Friedrichsen, 

2015; Maynard & Furlong, 1993,1994,1995; Burn, 

1992; Tomlinson, 1995; Langdon & Ward, 2015; 

Corbett & Wright, 1994: Cameron 2014 and 

others. 

2.2.2 The pivotal role of 

the ITT mentor and the 

roles they carry out 

including learning 

conversations.  
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Element  and Content Principal sources 

The pivotal role of the 

mentor is surveyed and 

the centrality of learning 

conversations to the role 

of the mentor is studied. 

 

Accountability, and the 

tensions of role conflict of 

support and assessment 

are particularly 

considered.  

Hoad in Punter, 2007; ESTYN, 2018; Wright, 

2010; Wilson & Demetriou, 2006; Jones 2002, 

2006; Hargreaves, & Fullan, 2000; Cameron, 

2014; Wenger, 2002; Kwan & Lopez-Real, 2010; 

and others. 

 

Fullan, M., Rincon-Gallardo, S., & Hargreaves, 

2015; Clutterbuck, 2004; Edwards, 1998; 

Tomlinson, 1995; Elmore, 2004; Evetts, 2010, 

Sivan & Chan, 2003; Shea, 1992; Daly and Milton, 

2017; McIntyre,  Hobson, & Mitchell, 2009; 

Clutterbuck, 2004; Cullingford, 2006; Malderez 

and Wedwell, 2007; Hobson & Malderez, 2013; 

Yusko & Feiman-Nemser, 2008; Hoad in Punter, 

2007; Cochran Smith, 2003. 

2.2.3 The impact of the 

mentoring process. 

 

The impact of mentoring 

and mentorship is 

explored which includes 

the impact on mentors’ 

development and the 

perception of trainees.  

 

 

The impact of effective 

mentorship on teacher 

retention during training is 

further examined.  

 

 

 

 

Cameron 2014; Megginson & Clutterbuck, 1995 ; 

Hobson, Ashby, Malderez, & Tomlinson, 2009; 

Lockwood, Evans & Eby in Allen & Eby, 2007; 

Tomlinson, 1995; Palmer 2010; 2013; Maynard & 

Furlong in McIntyre, 1993;Hobson 2002; Hobson 

& Malderez, 2013. 

 

 

Palmer, 2010; Ingersoll, 2001, 2003; Darling & 

Hammond 2001; Koerner, Rust & Baumgartner, 

2002; Buckley, Schneider & Shang, 2005; Beck-

Frazier, 2005; Yost, 2006; Zeichner, 2003; 

Nugent & Fawcette, 2004; Garet, Porter, 

Desimone, Birman, & Yoon, 200l. 
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Element  and Content Principal sources 

2.2.4 Developing the 

proficiency of the mentor. 

 

The selection and training 

of mentors is explored.  

 

 

 

 

 

 

  

Developing the role of the 

mentor in the school as a 

learning organisation 

(SLO) is explained and 

considered.  

 

 

 

 

The challenge of achieving 

consistency in mentoring 

is examined and 

considered. 

 

 

 

Zimpher & Reiger 1988; Borko; 1986; Bird, 1985; 

Galvez-Hjornevik, 1986; Ward, 1986; Varah, 

Theune & Parker, 1986;  O’dell, 1986; Mullinix, 

2002; Smith & Ingersoll, 2004; Hobson & 

Malderez, 2013; Cameron, 2014;HMIe 2008; 

Langdon & Ward, 2014; Daly  & Milton, 2017 and 

others. 

 

 

Mike Turner, 1993; Kerry & Mayes, 1995; House 

of Commons, 2010a & 2012; Wang & O’dell, 

2002; Garvey & Aldred, 2000; Capel & Blair 

2007; Cameron, 2014; Evans & Abbott, 1997; 

Estyn, 2018; Hobson & Malderez, 2013; CUREE, 

2005 and others. 

 

 

 

Kolb, 1984; ESTYN, 2013, 2016, 2018; Kerry & 

Mayes, 1995; Pedler, Boydell & Burgoyne,1989; 

Hargreaves, 2012; OECD, 2016; WG, 2018; 

Hargreaves, 2012; WG, 2017; Furlong, 2015; 

HMIe, 2008; Cameron, 2014; Wang & O’dell, 

2002; Hobson et al, 2015; Cunningham, 2012. 

 

2.2.5 An infrastructure for 

mentoring practice. 
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Element  and Content Principal sources 

Key features of mentoring 

policies and practice are 

analysed and the notion of 

an ‘architecture’ for 

school-based mentoring is 

explained. It identifies the 

requirements for effective 

mentoring practice in 

schools; the social aspect 

of learning and the 

importance of mentoring 

as one element of 

professional development.  

 

 

The need for mentoring to 

be monitored and 

evaluated is ultimately 

considered. 

Lave & Wenger, 1991; Cunningham, 2012; 

Stephens, 1996; Bubb & Earley 2006; Timperley, 

2008; Youngs, 2007; Langdon, 2011;Cameron, 

2014 citing Jones 2006 & Hobson 2009.  

 

 

 

 

 

 

 

 

 

 

 

Megginson & Clutterbuck, 1995; Kingston, 2004; 

Moshavi, Brown & Dodd, 2003; Fieman-Nemser, 

2005; Cunningham 2012 citing Cohen, Manion, & 

Morrison, 2000.  

 

 

2.2.1 THE CLINICAL PRACTICE MODEL AND OTHER MODELS OF 

MENTORING IN ITE  

 

i) Research informed clinical practice model in initial teacher education 

 

Consensus on the need for clinically rich teacher preparation is 

consistent and strong (Darling-Hammond and Baratz-Snowden 2007; 

Howey and Zimpher, 2010; BERA/RSA, 2014; Goodwin, Roegman, and 

Reagan, 2015; Burn and Mutton, 2015; Furlong 2015; Falk 2016). 
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According to Burn and Mutton (2015) this model is defined by an 

intention to facilitate and deepen the interplay between the different 

kinds of knowledge that are generated and validated within the 

different contexts of school and university.  

Conroy, Hulme, and Menter (2013) argue and furthermore Furlong 

(2015:17) suggests that in practice schools already take the lead role 

through the provision of mentoring and progressive teaching 

experiences – 

 

provide student teachers with routine opportunities to link their 

developing practical experience with other forms of professional 

knowledge – with research, with theory and with knowledge of 

practice in other contexts.  

 

With regard to initial teacher education and teachers’ continuing 

professional development, a number of sources have noted that there 

are pockets of excellent practice across the UK but the good practice 

is often inconsistent and insufficiently shared. (Hargreaves, 2012; BERA-

RSA, 2014; Furlong, 2015). 

Accreditation Criteria for new ITE schemes in Wales (WG: 2017:14) 

are designed to further develop this area. They include there being ‘a 

whole-school approach to supporting student teachers and ‘in-school 

support should include mentoring, supervision, constructive feedback, 

and assessment of the extent to which student teachers have met the 

Standards during their school experience’. New teacher training 

schemes in Wales have been operational from September 2019 and 

progress on developing this approach in some of the new programmes 

is currently on going. 

BERA-RSA (2014) makes the case for the development of self-

improving education systems as described further in 2.2.4. The inquiry 
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further suggests the content of teacher education programmes may be 

informed by research-based knowledge and scholarship, and further 

that research can be used to inform the design and structure of teacher 

education programmes. International research BERA-RSA (2014) 

identifies direct correlation between research-rich school 

environments and high performing education. The analysis highlights 

the increasing divergence in entry routes and policy discourse across 

the UK. In Wales, research features prominently in non-statutory 

guidance for teachers, ITE accreditation criteria and inspection 

guidance for ITE providers. WG (2018) commits in Objective 4 to 

increasing University-School engagement beyond ITE and building on 

their role in supporting a research-engaged profession.  

 

ii) Models of mentoring in ITE 

 

Brooks, Sikes and Husbands (1997) identified several models of 

mentoring of which three will be discussed here. These three models, 

the apprenticeship model, the competency model and the reflective 

practitioner model are more consistent with current practice and 

relevant to teacher training in a partnership mode. These are discussed 

in detail and finally the concept of educative mentoring is explored.  

 

Apprenticeship model 

 

O'Hear (1998) and the Hillgate group (1989) championed the 

apprenticeship model and argued it is all that is necessary in learning 

to teach. The experienced mentor does indeed allow the trainee to 

work alongside them and the mentor guides and supervises the work 

of the trainee. Trainees however, at this stage also need a third person 
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who can explain the significance of what is happening in the classroom 

when the mentor is teaching the lesson. Brooks, Sikes and Husbands 

(1997:18) in describing the deficiencies of the apprenticeship model 

write ‘teaching is not a collection of relatively simple craft skills which 

one can refine with practice and then apply in a hard and fast, formulaic 

manner in the classroom’. 

History and experience have established the inadequacy of the 

apprenticeship model as the principal or the only form of ITE 

mentorship. However the value of this model as a strategy among 

others was widely recognised in the 1990s (e.g. Maynard and Furlong 

1994; Tomlinson 1995). 

The more neutral term of 'modelling' is described by McIntyre 

(1993:87-8) as a cautious and qualified version of apprenticeship. He 

asserts that modelling ‘can be used in deliberate and purposeful ways’ 

and concludes that ‘student teachers frequently need to be offered the 

beginnings of a repertoire of ways of setting about classroom tasks’. 

Maynard and Furlong (1993:183) echo this thinking: 

 

Even at an advanced stage in a student teacher's professional 

development, modelling may still have a role to play. If there is a 

competence with which a student is experiencing difficulties or 

a skill which they are keen to develop to a higher level, then a 

teacher with recognised expertise in this area may model it for 

the student to study. 
 

Brooks, Sikes, and Husbands (1997) also support this argument.  

In describing part of her work as a mentor in the Oxford Internship 

scheme Burn (1992:34) substituted apprenticeship with 'collaborative 

teaching' with a mentor. Burn lists the following as some examples of 

collaborative teaching: being involved in joint planning with an 
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experienced teacher, learning teaching skills by taking responsibility for 

a specified component of the lesson and observation of the teachers' 

actions informed by a thorough knowledge of the planning of the 

lesson. 

Collaborative teaching with the mentor, Burn continues, is precisely the 

sort of training that student’s need in the early stages of school 

experience. Fundamental to the mentor and mentee relationship is 

being involved in joint planning and together finding out what the 

teacher ranks for further attention. This involves observing a teachers 

action and is informed by a thorough knowledge of the planning and a 

thorough discussion of the lesson afterwards with the mentor.  

Burn (1992) argues that emerging from this discussion is a view of 

mentoring that recognises the learning of trainee teacher’s changes as 

they move through professional stages. Importantly Burn suggests that 

these changes need to be mirrored in the strategy of mentors e.g. from 

mentors as models, to instructors and then to co-enquirers. 

 

Competency model 

 

The competency model is defined by Brooks, Sikes and Husbands 

(1997) as mentoring directed towards specified competencies. Brooks, 

Sikes, and Husbands (1997:20) state the following when comparing the 

apprenticeship model with the competency model: 

 

The trainer in this model, however, bears a greater responsibility 

for providing a systematic programme of instruction geared 

towards producing pre-specified competences than was the 

norm with the traditional apprenticeship model of ITT. 

Moreover under apprenticeship the mentor is providing a model 

who displays skill in relation to teaching rather than in relation 

to the mentor role. 
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In the competency model, the mentor takes on the role of a systematic 

trainer, observing the trainee with a pre-defined observation schedule 

and providing feedback. They are in effect coaching the trainee on a list 

of agreed behaviours that are at least in part specified by others. It can 

be that after an initial period of collaborative teaching, trainees will 

then benefit from an explicit programme of training utilising 

observation and feedback. It is suggested that at this stage trainees 

must be given control of the teaching process. Whilst still adopting 

some ready-made routines trainees need to implement some of their 

own. In order to help this process the mentor needs to take an active 

role involving the trainee in discussions of what competences they 

want their mentor to focus on. It is not uncommon for trainees to hit 

a plateau once they have taken control and found routines that work 

for them.   

One of the mentor roles would be in this scenario to explore further 

options with the mentee, to encourage reflection and to drive and 

maintain a dynamic learning process for all. 

 

Reflective model 

 

Following Schön’s (1991) categorisation of professional thinking into 

reflection-in-action and reflection-on-action, students are introduced 

to reflection-on-action as a principle means of learning on the job. Then 

their own professional experiences become the basic material for 

learning. Tomlinson (1995 cited in Brooks, Sikes, and Husbands, 

1997:23) argues this: 
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Students should be inducted into this kind of reflective practice 

from the outset by working alongside reflective practitioners 

who can model the skills for them. In this way the students 

become habituated in these ways of thinking and working, thus 

providing a sound basis for ongoing professional development 

once the course ends. 
  

Clutterbuck and Megginson (1999) emphasise the importance of 

mentees to engage in self-reflection. Mentors they say, should be aware 

of the stages a mentee will go through to achieve greater insight into 

the situation they face and the solutions available to them. Questions 

then should be used to encourage self-development, help the learner 

to work on their own goals and when identified to take responsibility 

for them.  

Ghaye (1986:6) argues that not only is reflection-on–action a meaning-

making process to make sense of teaching but it is also a ‘fundamental 

human necessity’. Referring to Baumeister (1991) it is suggested that 

meaning in life is obtained by trying to satisfy four needs: purpose, value, 

self-worth, and efficacy. Ghaye (1998:1) quotes a final year BA (QTS) 

student ‘I enter my first job knowing what I would like to achieve, but 

also knowing the likelihood of what I will achieve.’ The importance of 

a structured, challenging, and supported reflection-on action process 

for learning is explained. The student distinguishes between what they 

want to achieve and what they think they will achieve. They learn that 

schools can be very different, some of which will be ‘encouraging, 

stimulating and rewarding’ while others will be far less so. 

 

Pollard (2015) states: 

 

Mentoring and being guided by a mentor, provides excellent 

opportunities for the development of teaching skills and 



66 
 

reflective understanding, both within subjects and more 

generically. 

 

 
The reflective model is currently the model widely advocated today. 

(Criteria for Accreditation of ITT programmes in Wales, 2017; 

Professional Standards for teaching and leadership, 2017; Schön 1991; 

Ghaye 1998) 

 

Stages of trainee development 

 

Maynard and Furlong, (1995:12) recognise with others that mentors 

should be aware of the stages of development of a trainee:  They 

recognise ‘early idealism’ ‘survival’, ‘recognizing difficulties’, ‘hitting the 

plateau’ (Feiman-Nemser and Buchman, 1987), and ‘moving on’ 

(Calderhead, 1987) as distinct stages. They further suggest that 

mentors become aware of these stages and adjust their practice 

accordingly.  Maynard and Furlong, (1995: 22) further extend their 

argument that the models of mentoring used should reflect the stage 

of development that the trainee is at. 

 

In the early stages… when trainees are still ‘learning to see’, 

mentors need to act as collaborative teachers, acting as 

interpreters and models. Once trainees have… started to take 

increased responsibility for the teaching process itself, mentors 

need to extend their role… to develop a more systematic 

approach to training, acting as instructors... Finally, once trainees 

have achieved basic competence, the role of the mentor needs 

to develop further… as co-enquirers with the aim of promoting 

critical reflection… by the trainee’  
 

Learning to teach is a developmental process with learning passing 

through different stages of progression and as such, when the needs of 
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the trainee change so will the model of mentoring. Literature on the 

process of learning to teach differ in the number of stages, which 

published authorities have identified in the process.  

It becomes apparent  that a students' needs will change with time and 

Corbett and Wright (1994:230) highlight the effects on relationships 

when a mentor is inclined to adopt a rigid one size fits all approach, 

‘mentoring was identified as an aspect that could potentially hinder or 

assist’ growth. The articled teacher scheme was launched in England in 

1990 when the UK Government was committed to moving teacher 

training out of universities and colleges and into the classroom. This 

scheme established that trainees would spend 80% of their two-year 

training in schools. Many of the mentor relationships experienced 

difficulty during the first term of the second year. It seemed that by this 

point the articled teachers had grown in confidence, and were ready 

to take on more teaching in their own style. In some cases, clashes 

arose as they began to establish themselves. It was recognised that with 

the progression of the articled teacher the mentor had to take on a 

bespoke role (Corbett and Wright, 1994). 

 

As previously indicated, mentors need to be aware that learning to 

teach demands direct practical experience. It is considered that trainee 

teachers possess knowledge in relation to subject matter, but not 

professional knowledge. Maynard and Furlong in McIntyre et al (1993) 

suggest that practical classroom knowledge can usefully be understood 

in terms of four ideas; knowledge of students, situation, subject matter 

and strategies. In practice the concepts are not discrete and do not 

exist in isolation from one another. They suggest when planning 
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interacting or responding to problems, mentors need to recognise and 

balance appropriately considerations of these four aspects. 

Maynard and Furlong (1994:78) who agree with Schön (1991) that 

teachers need professional knowledge as well as knowledge of their 

subject corroborate this. 

 

…amongst other abilities [teachers] need to process densely 

packed information reaching them simultaneously on many 

channels and respond sensitively and with accuracy; 

orchestrating their skills and dealing with and making sense of 

the uncertain, unique and value conflicted situation that their 

existing practical knowledge will not fit in. 

 

 

Educative mentoring  

 

Langdon and Ward (2015:241) highlight educative mentoring as a ‘new 

mentoring stance’ and suggest that mentors and new teachers engage 

in collaborative talk and action. This activity it is argued will have the 

potential to deepen understanding about how pupils learn and in turn 

develop ‘alternative practices’ to address diversity and inclusion in 

classrooms. Educative mentoring, according to Langdon and Ward 

(2015:243), can promote the questioning of norms and can challenge 

assumptions about what works. They argue that 

 

…under an educative model, mentor teachers are expected to 

co-construct professional learning, where the learning is often 

reciprocal (Langdon, 2014) and that the mentor-mentee 

relationship is one of collaborative partnership rather than 

expert and novice. 
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Research suggests educative mentoring can help trainee teachers 

develop more sophisticated pedagogical knowledge (Norman and 

Feiman-Nemser, 2005; Langdon and Ward, 2015; Barnett and 

Friedrichsen, 2015). However, there are limited studies that examine 

the nature of mentors’ practice and how mentors influence trainee 

teachers’ pedagogical knowledge (Barnett and Friedrichsen, 2015). 

Norman and Feiman-Nemser (2005:608) proposed the need for 

‘educative’ mentoring, which supports new teachers in the 

development of deep understanding of learning and teaching by 

developing an enquiry approach to the classroom. Changes in practice 

are then based on critical thinking rather than immediate solution-

focussed strategies. This is corroborated by Barnett and Friedrichsen 

(2015) who argue there are strategies that can be used by a mentor to 

encourage critical thinking to support the development of a trainee 

teacher. In their case study they describe how a mentor influenced the 

trainee’s lesson delivery by continually asking the trainee to consider 

how students learn, and then whether the lesson delivery aligned with 

their teaching beliefs. Barnett and Friedrichsen (2015) show how 

critical thinking, used by the mentor helped the trainees develop their 

own strategies. The mentor shared strategies used previously in this 

way modelling critical reflection, and asking the trainees to critically 

reflect on their own teaching strategies. In the case study, the mentor 

helped develop the trainees’ subject knowledge of assessment by 

helping them critically analyse and revise previous examinations to 

better align with the current curriculum units. 
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2.2.2 ROLES AND TASKS OF AN ITT MENTOR 

 

i) Learning conversations and the pivotal role of the mentor in Initial 

Teacher Training (ITT) 

 

The General Teaching Council for England (GTCE) (2004:2) on their 

website provided the following view 

 

a learning conversation is a planned and systematic approach to 

professional dialogue that supports teachers to reflect on their 

practise.  
 

They continue by stating that teachers then use the new knowledge 

gained to improve their teaching practise. The GTCE Spring 2004 

survey of more than 4,000 teachers illustrated the extent to which 

teachers engaged in and valued learning conversations with their 

colleagues. Learning conversations they explained may take place with 

other professionals or pupils and are particularly based on lesson 

observations or through mentoring or coaching.  

In ITT learning conversations may take place informally as matters arise 

or as planned meetings. Hoad (2007:121) in Punter (2007) explains 

timetabled meetings formalise the contract between mentor and 

trainee, ‘give a sense of belonging and are part of the social context in 

which the trainee's identity is embedded’. As a social structure, 

meetings between mentor and trainee involve relations of power and 

the aim should be to empower the novice. Hoad continues to develop 

his argument that a learning conversation is central to the pivotal role 

of the mentor. The mentor’s role it is suggested by Hoad is to offer 

practical knowledge and psychosocial support, skills, subject and 

conceptual knowledge. This is facilitated through induction, learning 
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conversations and reflective narratives, modelling, instruction, 

demonstration, planning, assessment and evaluation. Engagement leads 

to reflectivity and develops the critical practitioner. Hoad appears to 

suggest that the timing and situation in which the learning 

conversations take place are as important to the effectiveness of this 

conversation as the skills of the mentor. This is corroborated by the 

inspection service for Wales, ESTYN (2018:7-16) who argue that 

effective mentoring and coaching depends on professional dialogue, 

evidenced in the trainees’ practise and identifies the use of ‘learning 

conversations’.  

In summary Hoad (2007:121) confirms: 

 

The situated nature of the role means it is constantly evolving as 

decisions are made:  when to intervene, when to allow a lesson 

to be learned from a bad judgement, when to offer unconditional 

support, when to challenge. Acknowledging these points, the 

benefits to the mentor of working with the adult trainee 

outweigh the constraints. 
 

 

It can be easy to undervalue the role of the mentor who is the main 

conduit to impart significant amounts of professional knowledge to 

their trainees. Wright (2010) believes mentoring to be a crucial process 

and that the mentor is at the heart of the training of teachers. The 

training of teachers it is argued drives the quality of the education 

service. Training components vary according to the training scheme, 

whilst the centrality of the mentor remains constant. Wright argues 

that the role of the mentor is clearly the single biggest factor in 

establishing the quality of the teaching profession. 
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Wilson and Demetriou (2006) argued that issues of support, 

communication and an empathic and nurturing environment were vital 

for sustaining a teacher’s interest and motivation. Being able to 

understand the dynamics of their schools as well as appearing to be 

appreciated is a regular theme and considered a major factor for new 

teachers if they are to remain in teaching. Jones (2002) when discussing 

induction, identifies the tensions that can occur in the communities of 

practice when people are drawn into the culture of the school and 

flourish or not according to the extent with which they fit in with it. 

The hostility of some teachers against the enthusiasm of early career 

teachers is a telling insight here and the incidence of failure by early 

career teachers surprisingly high in the research by Jones. Primarily the 

research undertaken by Jones relates to induction and is therefore 

more likely to affect NQTs rather than ITTs. The subtle and detailed 

analysis make the many tensions clear in an overview of a research 

project, which evaluated the induction experience of ten newly 

qualified teachers in terms of the support and guidance they received 

in their first year of teaching (Jones, 2002). It is worth noting again 

according to Hargreaves and Fullan (2000:54) the challenge at this time 

was ‘to bring together the cultures of youth and experience … 

harnessing the energies’ of new teachers without ‘marginalising the 

perspectives and wisdom’ of the most experienced. 

Cameron (2014) in his research of the vocational pathway with Teach 

First mentors describes the process of mentoring as a co-construction 

of professional identity within the community of practice represented 

by the school. Wenger (2002) developed the idea of the community of 

practice to propose that the construction of role-identity is based 
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upon various levels of belonging (or conversely, marginalisation) within 

a community of practice. 

Whilst earlier attention has been given to the construction of the 

trainee teacher's professional identity, Kwan and Lopez-Real (2010) 

describe the 'Wengerian matrix framework’, which assists with the 

understanding of the construction of the teacher's identity as mentor 

within the mentor process. Cameron (2014:52) suggests how a mentor 

and mentee construct an identity: 

 

…through belonging to an overlapping community of practice 

for mentoring. As the identity of the trainee teacher develops it 

influences the interactions within the mentoring process, the 

interactions in turn influence identity formation and the same 

process is underway with the mentor. 
 

Jones (2006:60) has applied Lave and Wenger’s notions of legitimate 

peripheral participation, as 'learning by socialisation, becoming a 

member of a community of practice is concomitant with participating 

in social practice, which in turn facilitates learning.' 

Jones (2006:79) further suggests that 

 

Socialisation and integration into the school's community is 

crucial for the development of trainee teachers, as the sense of 

affiliation and security which comes with 'fitting in' are 

prerequisite to engaging in effective critical reflection and 

collaboration. 
 

Wright (2010) also argues mentoring can be seen as crucial to the 

process of training teachers as mentors impart vast amounts of 

professional knowledge to their trainees. During this process, the 

importance of practical problem solving in a social context is 

emphasised. Mentors offer support, empathy and a nurturing 
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environment, which are vital for sustaining the interest and 

motivation of a teacher. The construction of a trainees’ identity and 

that of the mentor through a process of belonging and participation 

in a community of practice is considered important to facilitate 

learning by socialisation, which is corroborated, by Wenger (2006), 

Kwan and Lopez-Real (2010) and Jones (2010). 

 

ii) Accountability, role conflict and the issue of ‘judgementoring’ 

 

This section specifically explores mentoring relationships within the 

above-contextualised areas. 

Fullan, et al., (2015:1-2) argue that a significant move away from 

external accountability is required towards ‘investing in and building 

the professional capital of all teachers and leaders’. The rationale for a 

change to internal accountability it is argued will ensure the success of 

all students and encompasses ‘individual’, ‘social’ and ‘decisional’ capital. 

According to Elmore (2004) the notion of internal accountability was 

developed at the beginning of the 21st century when the culture of 

external accountability was increasing in several American educational 

jurisdictions. Elmore argues that personal and individual responsibility 

originates in the individual’s values and beliefs. Collective expectations 

are formed out of relationships, which shape an individual’s behaviour 

and values, and that accountability systems are the ways by which 

people give an account of their actions to someone in authority. The 

notion of internal accountability resonates with the mentor 

relationship, which operates in powerful ways to shape the behaviour 

of the mentor and mentee. This happens when the relationship is based 
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on a sense of mutual obligation and trust rather than with reference 

to externally mandated norms and standards (Fullan, et al., 2015). 

Evetts (2010) argues we are witnessing two different forms of 

professionalism in the service sector. That of organizational 

professionalism, which is implied by accountability and externalised, 

forms of regulation and performance review increasingly used by 

managers in work organisations. In contrast, the process of 

occupational professionalism is exemplified by collegial control and 

practitioner trust shared by both clients and employers. 

Cochran Smith, (2003:3-4) whilst recognising the strong public support 

for standards and accountability also argues for a collective 

responsibility within teaching,  

 

Teaching is unforgivingly complex… we must be held 

accountable for our work. But measures of this work cannot be 

determined by narrow conceptions of teaching quality and 

student learning that focus exclusively on test scores and ignore 

the incredible complexity of teaching and learning and the 

institutional realities inherent in the accountability context. 
 

It is recognised that in some contexts - including ITE - mentors are 

increasingly required to reconcile the demands of internal and external 

accountability, leading to role conflict and the tensions inherent in 

‘judgementoring’, which are discussed below. 

 

Role conflict 

 

A mentor can be seen working in context as a guide, leader, coach, 

assessor, facilitator and counsellor and the situated nature of the role 

is clearly highlighted in definitions. Gordon Shea (1992) describes the 

mentoring role as a  
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developmental, caring, sharing and helpful relationship where 

one person invests time, know-how and effort in enhancing 

another persons' growth, knowledge and skills and responds to 

critical needs in the life of that person in ways that prepare the 

individual for greater productivity or achievement in the future.  

 

 
This definition broadens the scope of mentoring to include not only 

the learning to teach but the various professional activities of an 

experienced teacher i.e. skilled teaching practice, education, 

counselling, assessing as well as interactions with colleagues. Manderez 

and Wedell (2007) argued that mentoring provided [the trainee] with 

psychological support and a safe place to give vent to their feelings and 

speak their mind.  

The notion of caring and sharing is criticised in Tomlinson (1995 cited  

in Zanting, 1998) who identified two major roles of the mentor as being 

the effective coach, challenging and stimulating students’ motivation 

and commitment as well as being the effective facilitator.  Clutterbuck 

(2004:11) argued mentoring was a ‘developmental activity, with the 

emphasis on empowering and enabling trainees to do things for 

themselves’. This is corroborated by Hobson and Manderez (2013). 

Martin (1996 cited in Zanting, 1998) also supported this developmental 

notion of mentoring and stated that students needed both support and 

challenge. Martin found that some mentor teachers did not take over 

the task of evaluating and assessing students teaching performance 

because of a real perception that this area was in conflict with the 

supporting role. Since the 1990’s, however the role of the mentor has 

become more central and taken on an assessment function. Edwards 

(1998:51) found in a study with eighty student teachers ‘mentors were 

carefully launching the students into classroom practices so that they 
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may sail through the teaching sessions avoiding the most obvious 

obstacles’. Taking the sailing analogy used by Edwards, further the sailor 

needs to be aware of those obstacles that cannot be seen and needs 

training, resources and planning to ensure a safe arrival at the 

destination. The same is considered true for all teachers. Edwards' 

explanation refers to the ambiguity in the role of mentors as they care 

and guide students teaching and further challenge mentees about their 

performance. Another illustration is that of a double loyalty when the 

mentor feels primarily responsible for the pupils' learning but has gifted 

the delivery of that learning to their mentee. It is perceived by Edwards 

that the mentor has a responsibility in this scenario to both their pupils 

and to their mentee and will take care to ensure that the student 

teacher has to avoid some of the most severe mistakes. The role of the 

mentor includes a concern with induction into the school community 

and classroom cultures. The relationship plays a key role in the trainees 

growing identity as a teacher and mentors provide emotional and 

psychological support. Sivan and Chan (2003) draw attention to the 

growing needs of trainees. They recognised that as trainees gain 

confidence, they expect more guidance on pedagogical issues. The 

committed mentor they suggest in these situations should also be 

responsive to individual trainees’ experiences, developmental levels, 

and interests.  

The role is accepted as therefore developmental, requiring 

independence and ingenuity. Sivan and Chan (2003) observe that a 

mentor unsupported in their school, may feel isolated and insecure.   

A further role conflict is found in the not uncommon situation when a 

mentor is responsible in consultation with the HEI for the qualification 

procedure. This process generally involves assessing the trainee against 
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external accountabilities such as professional teaching standards. 

Unlike mentoring in some other contexts, the assessment element of 

the mentor’s role in ITE, termed ‘judgementoring’ (Hobson and 

Malderez, 2013:2) can lead to the failure of mentoring to achieve its 

full potential.  This is because the mentee may consider this an 

undermining of trust and in conflict with the integrity of the mentor 

mentee relationship. Hobson and Malderez argue that this 

‘Judgementoring’ role compromises the mentoring relationship and its 

potential benefits. It portrays the dual aspect of the role that requires 

mentors to support and challenge trainees as well as assess 

performance against standards (Hobson and Malderez, 2013). They 

argue that the integrity of the developmental role is compromised 

when the mentor using evaluative language too often so that the 

mentee becomes focussed on pleasing the mentor rather than 

developing their own practice. This concept is further referenced in 

the Estyn thematic report (2018). The Accreditation Criteria (2017:14) 

for the new programmes identifies the school as being responsible for 

assessment. To satisfy the assessment criteria the mentor will have to 

challenge, observe and assess the trainee teacher with the potential of 

causing real conflict with the support role and disturbing the 

confidential relationship. Daly and Milton (2017:180) in their study of 

external mentoring of NQTs involved in the Masters in Educational 

Practice (MEP) in Wales recognised that ‘role-conflict is an unresolved 

issue in the mentoring of NQTs generally’. There is much debate 

around these roles in mentoring. McIntyre et al (2009) recognises the 

tensions between ‘assessment’ and ‘support’ in mentoring and 

Cullingford (2006:2) argued also that assessment and support make 

‘uncomfortable bedfellows’. Hobson and Malderez (2013) identify 
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these as conflicting roles whilst Yusko and Feiman-Nemser (2008:2) 

argue that the roles are inseparable. Daly and Milton (2017) further 

acknowledge this tension that may affect new school-based mentors; 

particularly they argue ‘for those still employed in schools with their 

other responsibility and thus also playing “insider” roles in those 

contexts’. They acknowledge that this is a contributory factor that may 

affect mentors transitions to their new roles. In the case of ITE where 

the mentor may also have an assessment role there is no doubt that 

this will affect the kind of relationship that can be created. The 

knowledge that the mentor will be passing or failing their mentee is 

likely to have a negative effect on the mentoring process and cause 

them both to be reticent and unable to act in a relaxed and natural 

way.  

 

2.2.3 THE IMPACT OF MENTORING AND MENTORSHIP 

 

i) The impact of mentoring on mentors’ development 

 

Cameron (2014:38) in his research with Teach First mentors explains 

the objectives of the recognition framework which set out ‘criteria for 

quality mentoring’ to engage mentors in a process of ‘reflection-on-

practice’. ‘This evidence of mentoring practice was to support other 

measures of competence, for example the ‘Threshold’ standards for 

professional progression’.  

The research found those mentors who engaged with the recognition 

framework reported that, ‘the process did encourage them to reflect 

on their practice… and to develop new skills and approaches’, which 

suggests both trainee and mentor engage in a ‘process of reflection and 

learning’ (Cameron, 2014:182).  
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Megginson and Clutterbuck (1995) argue that the mentors’ role can 

change when mentoring has meaning to their own personal 

development. They found that teachers are willing to invest time and 

effort into the role when the Head-teacher has designated them into 

the role. Megginson and Clutterbuck (1995) argue that teachers gain 

constructive feedback on their own teaching and take part in a critical 

reflection of teaching while engaging in classroom research. They 

further suggest that teachers gain curriculum management expertise 

whilst working in collaboration on material for use in the classroom. 

Most importantly, teachers experience peer supervision whilst 

providing regular observation opportunities and feedback to the 

mentee. According to Megginson and Clutterbuck (1995:57) there has 

been little analysis of what and how mentors learn from the mentoring 

relationship but they claim to have gathered sufficient feedback from 

mentors to make several observations. These were identified as: 

insights into new areas of skill and technology, an opportunity to 

evaluate critically the intuitive processes they use, the benefit of 

matching experienced-based advice against what happens when the 

mentee follows it up and a stimulus to renew their own knowledge 

and learning of topics that come up for discussion. This is corroborated 

by Lockwood, Evans and Eby in Allen and Eby (2007:233) who suggest 

‘the greatest breadth of research relates to ‘protégé outcomes’ and 

argue that mentorships have the potential to benefit mentees, mentors 

and others in the context in which the mentorship is conducted. In 

their research, Lockwood, Evans and Eby in Allen and Eby (2007:233) 

identify similar and different mentoring benefits for the mentor and the 

mentee. They identified a number of shared, common, and particular 

benefits viz improved emotional and psychological health, more 
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positive attitudes and career related achievements, scholarly 

productivity, skill development, salary, promotion rate, professional 

competence, and work attitudes. 

Hobson, Ashby, Malderez, and Tomlinson (2009) further studied the 

benefits of mentoring for both mentors and mentees and in their study, 

they corroborated a significant number of the benefits reported by 

Lockwood, et al. (2007). They identified in particular the benefits of 

more confident and capable trainees and more committed and 

enthusiastic mentors. Hobson, et al. (2009) reported further benefits 

of mentoring for schools and educational systems and emphasised 

particular suggestions from the USA, that mentoring for beginner 

teachers can promote increased retention. Furthermore, they 

observed an enhanced retention of those mentors who became more 

confident and committed as a result of their participation in mentoring.  

Hobson, et al. (2009) reported the conditions that gave rise to effective 

mentoring related to: contextual support for mentoring, mentor 

selection and pairing, mentor strategies and mentor preparation.   

There may also be psychological benefits for the mentor outside of the 

learning framework. Surveys conducted by Megginson and Clutterbuck 

(1995:37) often identified 'satisfaction in seeing someone else grow' as 

being the principal benefit mentors perceive and ‘the partners use each 

other as sounding boards’… With the maturity of the relationship, the 

giving of support can become increasingly mutual. Megginson and 

Clutterbuck (1995:37) suggest ‘When the learner acknowledges that 

fact then the psychosocial gratification is re-enforced further’.  

 

In summation of this section, the benefit that a mentor can gain from 

the learning partnership is dependent upon clear aims of mentoring, an 
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active mentee, and the opportunity to reflect on the roles through 

formal training. The role of assessor by the mentor may also be 

perceived to have a significant and detrimental effect on the success of 

the mentoring relationship. It is suggested that the training of mentors 

therefore should receive further attention and a full understanding of 

the scope and conflicts within the relationship should be disclosed, 

explored, and shared at an early stage. 

 

ii) Perception of trainees 

  

Maynard and Furlong in McIntyre, Hagger, and Wilkin, (1993:71) 

investigate the structure of a partnership program, the school 

experience and the role of the mentor. Their approach is to begin with 

the trainee’s perspective, making their learning needs the foundation 

for the planning of practical teaching. 

 

They argue that:  

 

To ignore the trainees’ needs is equivalent to the student-

teacher planning a lesson without any thought of the age, abilities 

and interests of the children for whom the lesson is intended. 

 

 
Hobson (2002) argued that the perception of the school-based mentor 

formed by trainees is an important aspect in their training, if not the 

most important aspect in their ITT experience. Hobson also found a 

high degree of satisfaction with the effectiveness of school-based 

mentors in his research with PGCE trainees. Tomlinson (1995) states 

that trainees expressed a major concern with classroom management. 

Hobson (2002:9-13) ‘found that school-based mentors were regarded 

as more effective than any other ITT personnel in helping them’ 
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develop their classroom management skills. The literature is generally 

in agreement that school-based mentors are considered highly 

effective in suggesting strategies to develop a range of teaching 

methods. Feedback following observed teaching was considered 

centrally important in the process of learning to teach. 

Hobson and Malderez (2013:3-4) argue that research has identified 

that ‘mentoring is a highly effective… means of supporting the 

professional learning and development of beginning teachers’. They 

further argue that mentoring ‘can intensify stress, destroy confidence 

and contribute to the trainees’ decision to leave the teaching 

profession and re-educate themselves for a new career’.  

Literature repeatedly makes the general point that effective mentoring 

is beneficial but poor mentoring is damaging. This provides a challenge 

in ITT to discover and maintain the good and remove the bad. When 

poor mentoring affects attrition rates in ITT then this reason alone is 

sufficient justification for it to be no longer tolerated. 

 

iii) The impact of mentoring on teacher retention  

 

Palmer (2010:86) argued that positive engagement with mentors had a 

direct correlation on the success of the mentoring scheme: 

 

Collaboration with other teachers and being part of a support 

structure, provide the necessary tools needed to help them 

[trainees] meet the challenges while contributing to their 

professional growth. 

 

The participants in this study revealed that the time spent with a 

supportive mentor, had an impact on promoting teacher retention. The 

research further found that the attitudes displayed by the mentor and 
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the school played an important part in a successful mentor strategy 

and that collegiality and a strong support structure contribute to 

teacher retention. Participants also stated that mentors are able to 

help trainees to prioritise demands, manage workloads and avoid 

isolation, which may without management, also contribute to anxiety. 

These are issues that have been identified as contributing to teacher 

attrition (Ingersoll 2003). Ingersoll (2001) found that some activities of 

mentoring appear to have more of an impact than others in preventing 

trainee attrition. They particularly identified the time to collaborate 

with mentors and other teachers on lesson planning and delivery and 

by feeling supported as being significant. Darling and Hammond (2001) 

argue, the personal and emotional support and positive 

encouragement provided by the mentor contributes to the decision by 

trainees to remain in the classroom. Their research found that this 

support strengthened the relationship between the beginning teacher 

and their mentors. Palmer (2010:87) in conclusion stated the 

mentoring partnership facilitated ‘beginning teachers to overcome the 

many challenges of teaching and provided a means for teachers to 

experience positive outcomes’. 

According to Zeichner (2003) new teachers rarely feel successful 

without some support from fellow teachers and administrators. 

Ingersoll (2001) argued further that new teachers who receive poor 

or no support are more likely to leave the teaching profession early in 

their career. The research showed the most effective support came 

from: having a mentor from the same subject area; collaborating with 

teachers who teach the same subject; and being part of a network of 

student teachers. Participating new teachers further reported that the 

support and encouragement they received from their mentor during 
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their practice teaching motivated and inspired them to continue with 

their aspirations to become a teacher. Respondents recognised that 

the knowledge gained from their mentor helped as they approached 

their induction year (Koerner, Rust, and Baumgartner, 2002).  

Buckley, Schneider, and Shang (2005) argue many beginning teachers 

report that the support they receive from their schools affects their 

confidence about teaching. Beck-Frazier, (2005) further suggest that 

without support, encouragement and guidance from mentors, fellow 

colleagues, school managers and administrators, many new teachers 

feel that they are left to drift, sink or swim early on in their careers. 

Furthermore, Stansbury and Zimmerman (2002) argue that the 

continuum of teacher development starts with personal and emotional 

support identifying specific tasks or problems and develops to 

supporting the trainee in critical self-reflection on their teaching 

performance. At each step in the process of development, mentor 

support should mirror the developmental needs of the trainee. It is at 

this point the mentors’ knowledge, skills and teaching experiences are 

particularly invaluable as they offer a practical standpoint by suggesting 

strategies to deal with classroom and personal challenges. Stansbury 

and Zimmerman (2002) suggest the mentoring relationship encourages 

integration between theory and practice. This, it is argued provides an 

opportunity that brings together work at the university with the school 

teaching experiences. This combination they argue improves the early 

teaching experience and satisfaction rates were seen to increase. The 

combination is considered to have a positive contribution on teacher 

retention rates. 

Yost (2006) further argues that teachers’ decisions to remain in the 

teaching profession are influenced by a combination of factors or 
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rewards they receive from the work they do. Yost identifies and lists 

the pleasure of teaching or teaching the subject matter of personal 

interest, salary, benefits, and public recognition of one’s achievements. 

Further Yost finds that on occasions, the intrinsic and extrinsic rewards 

interact and in particular, sometimes-positive working conditions may 

compensate for negative working conditions. However, in some 

situations, the negatives are considered to outweigh the positive, and 

teachers may then decide to leave the profession (Garet, Porter, 

Desimone, Birman, and  Yoon, 200l).  

More recently, the National Audit Office (2017) reported in their 

survey that school leaders identified workload as the most important 

factor in retaining teachers with 67% of all respondents reporting 

workload as being a barrier to retention.  

It has been shown that there are important links between teachers’ 

sense of being effective in their work, their satisfaction with their work 

and their retention in the profession (Nugent and Fawcette, 2004).  A 

demanding workload, large classes, lack of resources or isolation from 

peers may negatively impact a teachers’ opportunity to teach well, 

inspire pupils, and succeed in teaching.   

The study suggests that the most important conduit to provide 

effective, pertinent, and timely support on a professional and personal 

level is the mentor. It follows that the vital role played by a mentor 

needs direct recognition, support, and investment to ensure immediate 

and longer-term staff success and retention. 
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 2.2.4 DEVELOPING THE PROFICIENCY OF MENTORS 

 

i) The process of selection. 

 

Zimpher and Reiger (1988) in their consideration of the issues 

surrounding teachers refer to a host of perspectives that are presented 

in the literature. They provide an illustration using the characteristics 

of teachers being considered for the mentoring role, for example: 

teachers are selected because they are viewed to be experts by their 

peers, (Bird, 1985; Galvez-Hjornevik, 1986 and Ward, 1986). Zimpher 

and Reiger (1998) further list as characteristics, the ability to be 

reflective and analytical about their own teaching, (Borko, 1986) and an 

observable dedication to teaching. There is a further observation in 

their research on the characteristics of mentors, which is given as a 

willingness to extend their teaching responsibility to include working 

with a new member of the profession. Finally, they note that a mentor 

should possess measured expertise in terms of years of teaching 

experience (Varah, Theune and Parker, 1986). Other attributes that are 

considered critical in the selection of teacher mentors include a belief 

that mentors should demonstrate an ability to initiate change in an 

organisation (Varah et al, 1986) and that mentors should have the 

ability to empathise and show competence in the classroom (O’dell, 

1986). Birds’ (1985:7) designation of the Master teacher is also 

noteworthy and believes a mentor is ‘one who exhibits discipline, 

humility, good humour, and courage’. According to Mullinix (2002) one 

of the most influential criteria for selection of mentors is their 

reputation as effective classroom teachers. 

Smith and Ingersoll (2004 cited in Hobson and Manderez, 2013:8) argue 

that weak methods of mentor selection can lead to the selection of 
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mentors without the appropriate skills, knowledge, competences or 

willingness required for effective mentoring. They further comment 

that mentoring roles in some cases are attached to other roles of 

responsibility.  

According to Cameron (2014) the way in which mentors are selected 

can be indicative of the status afforded to the mentoring process in 

schools and further may reflect the quality of the mentoring being 

provided. It is customary for an invitation to be made, by senior staff, 

to people deemed to possess the appropriate characteristics. HMIe 

(2008) who found that colleagues were invited in primary and 

secondary schools to be mentors by their head teacher substantiated 

this practice. Research with Teach First mentors carried out by 

Cameron (2014) revealed that mentor selection was often improvised 

and based on the circumstances of each school. 

According to Langdon and Ward, (2014:103) more detailed 

consideration needs to be given to the appointment of mentors. They 

suggest that mentors should be experienced professionals with highly 

developed personal skills. Langdon and Ward argue that volunteer 

mentors are more likely to improve their knowledge and skills to 

support the development of their mentee. Supporting this viewpoint, 

Sinclaire, Dowson and Thisleton-Martin (2006 cited in Langdon et al, 

2014:103) argue that ‘volunteering is indicative of motivation to 

undertake the role and motivation is linked to commitment’. The 

research in this area needs further work on the volunteering nature of 

the mentor and the inferred link may be tenuous. 

Examples where a systematic approach to induction mentor selection, 

using a set of defined criteria against which mentors are selected are 

reviewed below. Both examples will illustrate systems for working with 
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NQTs. Significantly the following reviewed schemes further suggest the 

systematic approach to selection is successful  because of the 

externality of the schemes and that  NQTs are supported over a 

longer period of time, unlike ITT mentorship which is time restricted.  

Donaldson HMIe (2008:24) provided an international perspective 

when he reported about the ‘New Teacher Centre (NTC) in Santa 

Cruz’. His report highlighted the integration of new teachers and the 

long term continuing aspect of the mentor’s role ‘the mentors training 

continues to have an impact on the culture of staff development in 

schools once mentors return to their posts’.  

 

 Positions are advertised by the NTC, applications are made, and 

formal interviews are made held for selection.  

 Mentors are selected from practising teachers using specific 

criteria.  

 Mentors are trained and seconded from schools for a three-year 

period.   

 Following a year of induction and training, mentors mentor ten 

to twelve new teachers across a number of schools for two 

years working with them during the day and after school.  

 

 

Similarly according to Daly and Milton (2017:178) a network of 

external mentors, ‘who are experienced practitioners, employed 

outside their mentees schools’ and funded by the Welsh Government 

were ‘central to the design’ of the Master’s in Educational Practice in 

Wales for NQTs. In their study of the learning and development of 

external mentors involved in the programme for NQTs, once again the 



90 
 

externality of the mentors was a key feature. The high status position 

made it an attractive role with recognition for the mentoring practice 

in this scheme. 

Mentor appointment followed the following guidance - 

 

 An application process requiring a CV with a statement 

providing evidence of suitability.  

 External mentors were selected only if they were employed in 

school or a LA, which was then reimbursed. 

 External mentors were trained and supported by National Lead 

Mentors.  

 The final selection considered the geographical distribution of 

NQTs together with Welsh language requirements. 

 

Daly and Milton (2017:182) argue that both their model and that of 

(NTC) Santa Cruz are most effective because mentors were released 

from their existing role,  

 

…this ‘full release model’ (Moir and Bloom, 2003)… identified 

significant enrichment of mentors knowledge and understanding 

of effective pedagogies, leading to increased efficacy in their own 

practice on return to the classroom. 

 

 
(Cook, 2015 and Hawkins, 2015 cited in Milton and Daly, 2017:180) 

argue it is important to challenge existing practices in schools providing 

there is support for developing new ways of working from a strong 

community of practice. Milton and Daly (2017:180) argue further  
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As outsiders to their mentees’ schools, external mentors have 

the potential to disrupt. They enable “risky talk” (Eraut, 2000) 

among new teachers, which can question orthodoxies and 

existing practices in many schools. 
 

The significance of this scheme was that the mentors were not in the 

trainees’ schools. This provided opportunities for discussing and 

challenging practice when required in the mentees schools by 

incorporating the mentors external perspective. 

 

ii) Developing the role of the mentor 

 

A timeline of significant milestones in the development of mentoring 

practice in ITT charts the development of the school-based mentor 

(Appendix 1). The mentor role forms a recognised progression in the 

teacher's role, building on developments of teachers as curriculum 

developers and researchers. It also offers a new professional role for 

those teachers who wish to stay in the classroom and offers 

opportunities for genuine collaboration and partnership between HEIs 

and schools. In their introduction Kerry and Mayes (1995) refer to this 

professional role and argue that mentoring is pivotal to school-based 

professional development. Kerry and Mayes (1995) also make reference 

to the notion of a continuum of professional development from pre-

service through to induction and onwards suggesting that mentoring 

could evolve to serve a pivotal function in staff development. Since the 

early1990s, they acknowledge ITT has been dependent on mentors and 

there is a need to explore the issues and challenges that such a role 

offers for mentors, their institutions, and the teacher education 

programmes they work within. 
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Induction and development training is required once mentors have 

been selected; in the English and Welsh partnership model of ITT, the 

HEI provider is typically responsible for this. The value of this training 

to explain and further ensure the quality of mentoring has been noted 

by successive select committee investigations into the quality of 

teacher training (House of Commons, 2010a: 4; House of Commons, 

2012:33). Each HEI provider however develops its own models and 

approaches to prepare teachers to act as mentors. Wang and O’dell, 

(2002:525-30) have reviewed and analysed three ‘basic models of 

mentor preparation: the knowledge transmission model; the theory-

and-practice connection model; and the collaborative inquiry model’. 

There is a lack of evidence to support the effectiveness of these models 

on the development of trainee teachers and is an area for further 

research. 

According to Garvey and Alred (2000), mentor-training programmes 

focus either upon mentoring practice or on the knowledge base of 

mentoring. Capel and Blair (2007:16-17 cited in Cameron, 2014:57) 

recommend a mentor training programme, which emphasises 

educational content. They suggest that further research needs to be 

undertaken on the process of learning and recognise that mentees 

often copy the style and practice of the mentor. The effect of this 

observation is twofold and leads to their conclusion that training 

should be available to both mentor and mentee and should focus on 

the assimilation of good educational practices. 

(Evans and Abbott, 1997:145) recommend that mentors need more 

support from HEI collaborates and suggest that the support should 

include current research to ‘be drawn and used as a basis for mentoring 

students’. 
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Abell et al., (1995 cited in Hobson and Manderez, 2013:3) argue that 

even when mentors are trained programmes are of ‘variable quality’. 

Hobson and Manderez (2013:9) found that institutions failed to ensure 

mentors ‘were appropriately trained for the role’. They observed that 

not all mentors participated in training and that the provided mentor 

training courses concentrated on procedural aspects. They further 

observed that mentor training ‘had very little emphasis on ways in 

which mentors might scaffold beginner teachers’ professional learning 

and development’. Hobson and Malderez (2013:13) consider mentor 

training a priority and recommend policy changes ‘to stipulate that all 

practising mentors must have successfully completed an accredited 

mentor preparation programme’. To implement these suggestions may 

lead to further policy changes in the Professional Standards for 

Teaching and Leadership and the Estyn Framework. It is recommended 

that these changes should be made and the benefit would be to 

enhance the status and recognition of mentors making the role more 

attractive. The Estyn Thematic Report (2018) recognises these failings. 

Estyn (2018:6-8) also found that mentor training provided by HEIs  

 

places too much emphasis on completion of documentation 

rather than developing the skills, knowledge and understanding 

required to mentor successfully.  
 

They further found that consistency is sought at the expense of quality 

and processes to identify strengths and weaknesses in mentoring are 

inadequate; sharing of best practice is therefore ineffective. Estyn found 

that there was ‘no common understanding of coaching and mentoring’. 

They recommend that improvements in mentor training and 
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development be made ‘to focus more on the skills of teacher 

education’.  

Warren (2006 cited in Cullingford 2006:17) believes also, there is a 

much stronger sense of recognition of the work of the mentor since 

the 1990’s and the role is now seen as part of professional life. Warren 

suggests the challenge is to show how mentor training can be integral 

to professional development and mapped against the National 

Framework, (CUREE, 2005) for mentoring and coaching to show the 

flow of mentoring from ITT, through induction stage for newly qualified 

teachers, EPD, CPD and through to headship. This process can be seen 

to follow a developmental programme linked with continuing 

professional development in other professions. 

It is evident that owing to the lack of recognition and status for the 

role in the Professional Standards for Teaching and Leadership today, 

the importance of mentoring was recognised more in the 1990s than 

it is currently. 

 

iii) The consistency of practice 

 

Inspection findings of ITT centres in Wales between 2012 and 2015 

identify a number of areas for development. Estyn (2013:8-9) reports 

a ‘minority of mentors do not assess the quality of trainees’ teaching 

accurately’. They are ‘over- generous’ in their grades and do not take 

account of key areas for improvement. They set targets that are not 

specific enough to further the improvement of the trainee. 

 

…in many cases mentors’ verbal and written feedback does not 

focus enough on helping the trainee to assess pupils’ work in 
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lessons. In many cases, mentors do not provide enough guidance 

to trainees about how to provide opportunities in lessons for 

pupils to improve their literacy and numeracy skills. 

 

 
ESTYN (2016:106) particularly identify issues of ‘significant 

weaknesses’ in the quality and consistency of the mentoring process. 

They claim ‘training in the school parts of ITE programmes is still too 

variable and depends on the skills and expertise of the school 

mentor… In too many cases, students do not receive mentoring that 

is effective enough to help them to make good progress’. They further 

identify that  

 

Quality assurance systems across the university and partnership 

schools are not robust enough to ensure consistency in practice 

or provision. 

 

The most recent Estyn Thematic Report (2018:8) on mentoring in ITE 

states that Welsh Government should work with ITE providers ‘to 

support a national approach to mentor development in ITE’. It further 

outlines several recommendations for partnership schools including:  

 

 Linking their work in ITE more strongly to the development of 

practice and in school.  

 Developing ‘robust plans’ to improve the research skills of 

school staff,  

 Ensuring senior mentors play a strategic role in developing 

mentors  

 Working alongside university partners to design and implement 

ITE programmes that ‘ensure a successful blend of theory and 

practice’.  
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ESTYN (2018:8) recommends and the accreditation panel responsible 

for the quality and consistency of ITE provision requires universities to 

work closely with schools. The stated aim is to develop more ‘robust 

processes’ to evaluate the quality of mentoring in schools, to support 

the ‘development of research skills and strategies’ and to strengthen 

the student teachers skills of ‘reflection, evaluation, and critical 

analysis’. 

Kelly et al (1995 cited in Kerry and Mayes, 1995:258) consider the use 

of mentoring as a significant element in the staff development and 

target-setting process for all staff including trainees. This premise 

supports the conclusion that mentors also need mentoring. Kolb 

(1984) developed a learning model concerned with the development 

of the whole person. Kelly, et al. argue self-development is rarely 

successful without the support of other people and the system of 

mentoring offers that support by providing someone who can give 

feedback, question and share, discuss, challenge and guide another 

through the learning cycle. This cycle they go on to say starts with an 

experience (which a mentor can help with) followed by a period of 

reflection (observation, feedback and discussion) conceptualisation and 

finally active experimentation. 

In schools that demonstrably embrace the notion of staff development, 

Kelly (1995 cited in Kerry and Mayes, 1995:258) suggest that 

consideration and discussion will have identified the following issues:   

 

 Method of selection or allocation of mentors and mentees, 

 Training and development needs for mentors 
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 The agreement of standards for minimum levels of entitlement 

in a mentoring system,  

 The establishment of valid and realistic ways of costing the 

system,  

 The ways in which mentoring is related to the schools quality 

assurance policy and performance management policy   

 The ways of handling confidentiality, staff changes and resource 

levels. 

 

Kelly, et al. (1995 cited in Kerry and Mayes, 1995: 258) continue the 

argument in support of a learning school. There is a certain tradition 

of autonomy in the classroom and mentoring does not automatically 

fit easily into this tradition. However, they further suggest that the 

growing importance of teamwork reflects the need for collaborative 

working. Working with a mentor system can be an effective way of 

meeting these challenges in a developmental and personally rewarding 

way.  Possibilities for mentoring can be focussed or wide-ranging. They 

argued that there are no identified areas of learning that would not 

receive a positive benefit by the incorporation of mentoring systems. 

In particular, they state that mentoring should be part of an induction 

programme for the new head, the new teacher, or the trainee and 

integrated as part of a staff development programme. The use of a 

mentoring structure provides access to an individual, supportive 

relationship other than a line manager, in what can be a challenging 

situation. The conflicting roles of the mentor required to support and 

assess the progress of the trainee are discussed in 2.2.2. In a learning 

school, high priority is given within the school development plan to the 

support and learning needs of staff colleagues. Mentoring provides a 
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structure whereby both the mentor and protégé can work together to 

build what Pedler, Boydell and Burgoyne (1989) call the 'Learning 

Company'. They further explain this as a business, which enables and 

supports the learning of all its members and continuously renews itself. 

Hargreaves (2012) documents and recommends changes in 

professional learning practices. Hargreaves discusses the challenges of 

initiating alliances between schools, which are described as the ‘building 

block’ of a self-improving system. In exploring schools’ new 

responsibilities for teachers’ professional development and school 

improvement Hargreaves focusses on the nature of deep partnerships 

between schools and the action needed to achieve them. 

According to Hargreaves (2012:6) 

 

A self-improving school system is one in which school 

improvement and professional development are conjoined in the 

life and work of a school in relation to its chosen partners. This 

points, of course, to joint practice development.  

 
 

OECD (2016) further recommends that schools should be 

reconceptualised as ‘learning organisations’ and proposes an integrated 

‘school as a learning organisation’ (SLO) model which has the capacity 

to change and adapt routinely to new environments and circumstances 

as its members ‘learn their way to realising their vision’. WG (2018) 

strengthens the notion of the self-improving system through the role 

of schools in providing leadership for others. WG suggests exemplars 

of the system to be the curriculum Pioneer network, the emerging ITE 

partnerships and the growing number of schools committed to 

developing as learning organisations. WG also consider that there are 

many initiatives designed to share subject or leadership expertise. 
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Support for the concept of mentoring is implicit in the professional 

teaching standards through references to collaboration, but fail to 

mention mentoring explicitly.  

OECD (2016:1) explains that learning organisations encourage 

members to learn and develop their full potential. They share the vision 

and extend the learning culture to pupils, parents, governors, and 

community wherever possible. They make human resource 

development strategy central to the organisation and have a 

continuous process of organisational transformation reaping the 

rewards of individual learning. 

 

HM Senior Chief Inspector of Education Donaldson (2008:2) in his 

review of mentoring in teacher education in Scotland recommends the 

following action;- 

 

High quality continuous professional development can only take 

place with commitment from schools, of education authorities 

and teacher education institutions to develop effective 

mentoring. 

 
The link between the quality of the new teachers and the quality of 

mentoring has also been made by the House of Commons (2010b:243 

cited in Cameron, 2014:18) 

 

The trainees’ competence depends very much on their 

experience in partnership schools....even the best HEI providers 

could not compensate fully for the weaker input from schools. 
 

Studies by (Wang and O’dell (2002) and Hobson et al (2005) cited in 

Cameron 2014:19) show that in England during this period mentoring 
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is considered to be the most inconsistent aspect in the quality of ITT 

programmes.  

More recently according to Cunningham (2012) the inconsistent 

quality of ITT in England has been criticised in two areas- inadequate 

mentor role recognition and poor mentor recruitment and retention.  

Furlong (2015:17) states that it is the school in Wales that plays a 

leading role in the training offered in clinical practice models of teacher 

education. Furlong acknowledges that schools provide ‘careful 

mentoring with a staged development of students’ teaching 

experiences’. Furlong continues this theme with a recognition that 

these programmes are extensive and provide  

 

student teachers with routine opportunities to link their 

developing practical experience with other forms of professional 

knowledge – with research, with theory and with knowledge of 

practice in other contexts. 

 

 
Accreditation criteria for new ITE schemes in Wales are designed to 

incorporate this wider provision and, WG (2017:14) state 

 

Student teachers should receive regular structured 

opportunities to reflect on and analyse their school experience, 

drawing on other forms of professional knowledge including 

theory, research and knowledge of practice elsewhere.  

 
 

This is additional to there being ‘a whole-school approach to 

supporting student teachers’ and then further prescriptively identify 

that 
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in-school support should include mentoring, supervision, 

constructive feedback, and assessment of the extent to which 

student teachers have met the Standards during their school 

experience. 
 

New teacher training schemes in Wales have been operational since 

September 2019 and progress on developing this approach in some of 

the new programmes is currently on going. 

 

2.2.5 AN INFRASTRUCTURE FOR MENTORING PRACTICE 

 

i) Key features of mentoring policies and practice 

 

Lave and Wenger, (1991:29) describe how the accomplishment of 

knowledge and skill requires trainees to move forward to full 

participation in any community of practice. 

 

‘Legitimate peripheral participation’ provides a way to speak 

about the relations between newcomers and old-timers…It 

concerns the process by which newcomers become part of a 

community of practice. 
 

According to Cunningham (2012:19) Lave and Wenger contribute to 

an understanding of how learning takes place and emphasise the social 

aspect of learning. Cunningham acknowledges the advantages of 

creating professional learning communities in schools and colleges 

endorsing the importance of an effective institutional ethos 

(Cunningham, 2012). This is corroborated by Bubb and Earley (2006) 

who argue the school context can either further improve the 

development of new teachers or restrain it. Timperley et al. 2008:6 

argued further that teacher training is crystallized by both ‘context and 

experiences, which in turn shape understanding and practices’. 
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Youngs (2007:126 cited in Langdon, 2011:243) also found that school 

leaders could promote new teachers’ professional development ‘in 

their direct interactions with them and by facilitating their work with 

mentors and other colleagues’. Langdon (2011: 248-250) found that the 

school culture was foremost to how new teachers developed and how 

they perceived themselves. In Langdon’s’ study participants agreed that 

a lack of a supportive culture could lead to isolation and hinder their 

development. In an attempt to recognise and address the time required 

for mentoring practice, mentors were released for one day per week 

to deliver a needs-led programme with their mentees.  

Stephens (1996:4) argues that  

 

…mentoring only flourishes when it is perceived by senior 

managers as an important aspect of staff development rather 

than a tiresome burden to be landed on unwilling and 

unprepared shoulders.  

 

 
Cunningham (2012) claims the challenge is therefore firstly in raising 

awareness of mentoring as a rewarding activity both personally and 

professionally and secondly with the publishing of appropriate selection 

criteria, with status and credibility. Cunningham continues by stressing 

the importance of seeking arrangements with HEIs that would provide 

the accreditation of mentoring programmes at the highest level.   

Cunningham (2012:21) describes the challenge of characterising 

mentoring as a ‘desirable, gratifying and worthwhile activity with both 

personal and professional rewards attached to it’. 

 

A starting point for structuring such a positive, attractive, profile 

for the role ought really to start with the drawing up of 

appropriate selection criteria, making it plain that status and 

kudos will accrue to individuals able to meet these. 
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Cunningham (2012:17) argues strongly that ‘effective mentoring needs 

solid institutional backing’ and describes a system for addressing 

mentors’ needs within the organisations in which they practice as that 

of an ‘institutional architecture’; which can ‘encompass issues ranging 

from quotidian practicalities to far-reaching strategic matters.’ For 

mentoring to be most effective within any organisation, participants 

need to be adequately supported by an infrastructure for mentoring 

which supports rather than restricts the work of mentors. 

 

In the same way the so-called ‘sick’ (i.e. badly designed) buildings 

are sometimes held to be responsible for lack of productivity, 

poor staff morale, high levels of absenteeism, etc., so too might 

an organisation lacking the appropriate architecture be prone to 

ineffective, under-resourced and under-valued mentoring. 

 
 

A number of factors therefore can be considered to ensure mentoring 

takes place within a well-designed environment. Cunningham (2012:18-

23) identifies several elements within an ‘architecture for mentoring’, 

which will impact on the effectiveness of the mentoring provision.  

 

 An ‘institutional commitment to mentoring’, which generally 

ensures mentors, have a sense of value and recognition for the 

work they do: the provision of sufficient time, and considering a 

mentor as an ‘advanced skill practitioner’ worthy of promotion.   

 An ‘appropriate institutional ethos’ based on a sense of 

‘collegiality’ between senior managers and mentors at the school 

which recognises the mutual benefits of the relationship 

between mentor and trainee; making explicit the ways in which 
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they are seeking to foster collegiality through mentoring, in 

recruitment literature and school policies and procedures. 

 Resources:  a dedicated mentor room and the availability of 

relevant texts and journals.  

 Mentor selection, induction, training, and on-going support 

which starts with a clear rationale for mentoring and how it fits 

within the development plan. 

 The interconnectivity of clarity and consistency supporting the 

selection criteria is a clear specification of what exactly the role 

entails. A mentoring contract is suggested.  

 Research to measure the effectiveness of a mentoring 

framework and its impact on the participants in ITT will lead to 

better understanding of effective mentoring practice. 

 

These elements according to Cunningham are all dependent on the 

school. In particular, he suggests that school and its management makes 

an explicit commitment through its strategic plan to value the role of 

the mentor, to support the work the mentors undertake and to 

recognise the importance of the mentoring relationship. Cameron 

(2014) cited (Jones, 2006; Hobson, 2009), characterises the trainee 

teacher as a peripheral participant defining their mentoring experience 

by the extent to which they successfully integrate into the school’s 

community of practice.  

In summary, Cunningham (2012) suggests that the success of the 

mentoring process is dependent on the commitment of the school to 

promote this culture and ethos. Cunningham’s notion of a mentoring 

infrastructure in schools needs also to take account of other 

institutional drivers such as Ofsted/Estyn and government policy. HEI 
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providers and sources of support for trainees, which are present in 

partnership programmes, also need to be considered.  

 

 

ii) Evaluating mentoring practice  

 

It is uncommon for literature, to suggest how mentors may be 

evaluated as they progress in their role. Therefore, a process of 

evaluating and assessing the effectiveness of the mentor for 

continuation in the role is needed. The ability to mentor effectively is 

susceptible to a range of qualitative and quantitative measures: 

evaluations completed by trainees, successful completion by trainees 

of their programmes, or formal and informal comments supplied by 

withdrawing trainees.  

Megginson and Clutterbuck (1995) in their work with a number of 

organisations by the European Mentoring Centre indicate that there 

are some basic elements to evaluating the success of mentoring at both 

programme and relationships level and by process and output. They 

believe it to be an important part of maintaining the credibility of 

mentoring and relating it to business benefit for example: a decrease in 

trainee attrition, an increase in the proportion of mentee/mentor 

relationships that succeed or improvement in the key scores for lesson 

observations.  

Cunningham (2012:121) argues ‘a great deal of professional learning is 

actually taking place during mentoring relationships – sometimes the 

same kind of ‘trial and error learning which ordinarily teaching might 

be said to entail’. Quoting Cohen et al, (2000) Cunningham (2012:121) 

continues this argument:  
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Such learning can be viewed as leading to ‘really useful 

knowledge’ the ‘outcomes’ of the learning are fairly immediately 

used to inform one’s own professional practice, and/or perhaps 

that of colleagues. In this sense we are almost on the verge of 

being able to claim we are in the realm of action research. Such 

an approach is a highly appropriate one where the ‘effects of a 

specific intervention are to be evaluated’ Cohen et al (2000:73)  
 

Kingston (2004) argues that mentoring practice should be monitored 

and evaluated to produce continuous quality improvement particularly 

where teaching and learner are of concern. The current emphasis on 

self-evaluation, as required by the inspection framework goes some 

way to address this point. According to Cunningham (2012) however 

the demands for data and analysis within the specific context of 

mentoring appear to be minimal. For any claims to be made about the 

effectiveness of a mentoring framework there needs to be some 

mechanism for establishing credence in the benefits. Cunningham 

suggests that data gathered by mentors, trainees and their tutors could 

provide a better understanding of the elements of effective mentor 

practice.  

According to Langdon (2011:103) 

 

Little is known about how school leaders come to their 

judgements about the effectiveness of induction and mentoring 

in their schools. 
 

Misconceptions of how well mentoring is implemented by school 

leaders is highlighted in Moshavi, Brown, and Dodd (2003). Fieman-

Nemser (2003) argue further how these misconceptions can lead to 

missed opportunities to facilitate learning and refine mentor practice 

in their schools. 
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This provides a strong argument for an infrastructure for mentoring 

providing institutional commitment to mentoring and the promotion 

of a collegiate climate and institutional ethos, which has the real 

opportunity of encompassing the potential reciprocity of mentoring 

relationships. 

 

CONCLUSION 

 

Mentors have the ability to provide needed support and collegiality by 

helping new teachers gain perspective and implement strategies to get 

started. They also help beginning teachers to avoid isolation and 

manage workloads and hence support new teachers to develop and 

consequently have a positive impact on new teacher retention. The 

literature suggests that the mentorship relationship involves the 

principles of situated learning and the mentee inclusion of the mentee 

in communities of practice (Wenger, et al., 2002). Jones (2006) argues 

how other supporters of the trainee are critical to their wellbeing and 

integration into the professional community of practice; Jones 

identifies a discrete group of, peers, family, other colleagues, and 

trainee teachers as having importance on the mentoring relationship, 

suggesting it to be triadic with the mentor and mentee.   

The literature suggests that the actions of the mentor may involve 

challenging the trainee’s preconceptions of teaching and that the 

mentor role may encompass that of supporter and assessor; the 

mentor in both these roles must navigate this delicate distinction 

(McIntyre et al, 2009; Edwards, 1998; Cullingford, 2006; Hobson and 

Malderez, 2013 and Daly and Milton, 2017). This highlights an important 

issue in ITT mentoring of an uneasy mix of sponsorship mentoring 
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where mentors are involved in assessment and certification and 

developmental mentoring where they are expected also to be the 

critical friend and confidante.  

The mentoring process is not just about the relationship between 

mentor and trainee but the management of mentorship within the 

pressures and priorities of the school. It is held within a substantial and 

often variable framework of ‘architectural support’ (Cunningham 

2012) which includes support from external partners including HEI and 

its tutors. The current policy context indicates that teacher training in 

Wales will continue to reflect a partnership model increasingly focused 

in schools with HEIs being the accredited providers. The new ITT 

framework for provision in Wales requires greater integration 

between HEI input and school-based practice with professional 

learning, co-construction of course philosophies, provision and models 

of professional learning now required. The new arrangements 

therefore call for a collaborative approach between HEIs and schools. 

Criteria for the accreditation of initial teacher education (WG 2017) 

require both HEIs and schools, to consider, together, how they can 

effectively support the provision of high quality mentoring for trainee 

teachers, in ways, which draw upon the strengths and resources of 

both school and HEI. The operational requirements of schools to 

deliver consistent and effective, quality mentoring,  particularly with the 

increased role of schools in the new partnership models for teacher 

training in Wales was considered worthy of  further consideration and 

investigation.  

 

Research questions emerged as follows:- 
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 What are the current understandings of the concept of 

mentoring within the partnership area?   

a) How do mentors perceive their role?  

b) What activities do mentors undertake? 

 Is mentoring valued and supported in secondary schools? 

 What are the key competencies, skills, and attributes that ensure 

quality and consistency of mentoring? 

 How is mentoring proficiency developed in secondary schools? 

 What are the operational requirements to support the 

mentoring of trainee teachers in secondary schools? 

 What is the impact of effective mentoring on teacher retention 

during training? 

 

Research design 

A mixed method, exploratory, sequential approach to data collection 

is adopted in this research project. The purpose of which is to collect 

qualitative data in phase one and quantitative data in phase two at a 

different time and with a larger sample. Creswell and Plano Clark 

(2011) comment that this approach enables a greater degree of 

understanding to be formulated than if a single approach were adopted 

to specific studies. They state that researchers collect and analyse both 

qualitative and quantitative data in a sequential and/or simultaneous 

and rigorous manner, which integrates the two forms of data. In order 

to make sense of the multitude of mixed method research designs, 

Creswell and Plano Clark (2007) have classified these into four main 

types: the triangulation design, the embedded design, the explanatory 

design, and the exploratory design. The exploratory sequential design 

is structured as a mirror opposite to the explanatory sequential design, 
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with an initial qualitative portion followed by a quantitative portion to 

test or to generalize the qualitative findings (Creswell and Plano 

Clarke, 2011). The mixed methods approach and sequential data 

collection is discussed further in Chapter Three.  

The first phase of the research gathers qualitative data to look 

specifically at the concept of mentoring to seek out the perceptions of 

the role of the initial teacher training (ITT) mentor in the partnership 

schools. In particular, the perceived status of mentoring as professional 

practice in a partnership model of ITT is to be explored. Models of 

mentoring evident in the mentoring process, the skill set needed for 

effective mentoring and the opportunities for the development of 

mentoring proficiency are to be further investigated. The second phase 

of the research, gathers data from a structured survey. This phase sets 

out to investigate the operational requirements of schools to support 

the mentorship of teachers during training and to explore the impact 

of mentoring on trainee teacher retention.  

Chapter Three gives a comprehensive account of the affordances of a 

mixed methods approach explaining the preferred sequential 

exploratory research design. Qualitative and quantitative 

methodologies are introduced and the affordances and limitations of 

the research methods are examined. Ethical issues are discussed and 

the development of the research tools are recounted. Finally the 

processes of data analysis are introduced and triangulation of the data 

is illustrated. 
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CHAPTER THREE – METHODOLOGY 

 

Chapter Three explains both phases in the research process and is 

presented in six sections. 

 Section one charts the development of the research questions.     

 

 Section two assesses the affordances of a mixed methods 

approach (Bernard, 1994; Brewer and Hunter, 1989; 

Cresswell, 2007; Creswell and Clark, 2011; Teddlie and 

Tashkkori 2009; Cohen, Manion and Morrison, 2007 and 

others). Frameworks for mixed method strategies are 

considered and the preferred sequential exploratory research 

design is explained (Cresswell, 1994, 2003; Cresswell and 

Clark, 2011).Qualitative and quantitative methodologies are 

introduced, (Kumar, 2014; Snape and Spencer in Ritchie and 

Lewis, 2003;   Denzin and Lincoln, 1994; Strauss and Corbin, 

1988 and others). Triangulation is considered here, is 

developed further in section six (Kumar, 2014) and is discussed 

in detail in Chapter Four.  

 

 Section three examines the affordances and limitations of 

research methods used in the study; justification is given for 

the most appropriate use of both semi structured and 

structured interviews for different purposes within the 

research design. (Drever, 1995; Nisbet and Watt, 1984; 

Oppenheim, 1992; Tuckman, 1995 and others). 
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 Section four illuminates the ethical issues of the research 

project; informed voluntary consent, the right to withdraw, 

confidentiality and anonymity as well as translation of the 

research tools are discussed. (BERA, 2011; Aberystwyth 

University Research Ethics Guidance, 2014; Cooke and 

Campbell, 1979 and others. 

 

 Section five recounts the development of the research tools, 

including a research schedule and questionnaire, piloting of 

these and the procedure used for the collection of data. In 

particular planning for the circumstances of the research sites 

was considered (Fontana and Frey, 2000; Cohen, et al., 2000, 

2007; Nisbet and Watt, 1984; Yin, 2002; Muijs, 2010; Munn and 

Drever, 1995; Oppenheim, 1992 and others). 

 

 

 Section six introduces the processes of data analysis, which are 

further developed in Chapter Four; Saldaňa’s model of 

thematic coding is illustrated as well as the use of BoS and IBM 

SPSS software. Stages of analysis and the use of tests for 

statistical significance carried out on the data are explained. 

Triangulation of the data is illustrated (Cresswell, 2008; Gorard 

and Taylor, 2004). 
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3.1 RESEARCH QUESTIONS 

 

 

RESEARCH QUESTIONS - PHASE ONE 

 

 

The specific objectives in phase one of the research were to consider 

current understandings of the concept of mentoring: to explore the 

mentoring process and the pivotal role of the school based mentor 

within partnership initial teacher training programmes. The qualitative 

research looked specifically at the concept of mentoring and focused 

on identifying the perceptions of the role of the initial teacher-training 

mentor. The study was very specific and exclusively used partnership 

schools in a region of Wales. The study particularly investigated 

mentoring in relation to its perceived status as a professional practice 

in education. Models of mentoring evident in the mentoring process, 

the skill set needed for effective mentoring and the opportunities for 

the development of mentoring proficiency were further sought. These 

research questions are descriptive ones, rather that causal or 

associated ones (Onwuegbuzie and Leech, 2006) and as such lend 

themselves to a qualitative approach. 
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RESEARCH QUESTIONS - PHASE TWO 

 

The second phase of the research was focussed on the operational 

needs of the school to support the mentoring process. Quantitative 

research sought to ascertain the views of head teachers/senior staff, 

and subject mentors about the operational requirements in order to 

support the mentoring of trainee teachers in secondary schools. This 

was considered particularly relevant for the implementation of the 

Furlong review of Initial Teacher Training in Wales, which was 

published in 2015. Furlong (2015) found that although there are 

examples of excellent practice to be found, good practice is 

inconsistent. Furlong recommended that schools should take a key 

role in training, providing careful mentoring which would provide 

opportunities to link their developing practice to research theory. The 

second phase of the research further sought to explore through the 

qualitative analysis, the impact that mentoring and mentorship 

development had on teachers during training. ‘Quantitative research 

can test theories and hypothesis, can restructure a problem to a 

limited number of variables as well as looking at relationships between 

variables to establish correlation’ (Kumar, 2014:14). For these reasons, 

quantitative research was carried out with head teachers/senior staff 

and subject mentors in secondary schools ranging across the region. 

The survey was conducted using structured interviews by telephone 

or, if preferred by the interviewee, face to face, to secure maximum 

response. It was intended that together the first and second phases of 

the research would make a significant contribution to inform and 

impact on how we move forward with ITT in the region following the 

Furlong review. Research questions emerged as follows:- 
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Table 3 shows the resulting research questions for the project. 

1. What are the current understandings of the concept of mentoring 

within the partnership area?  

a)  a) How do mentors perceive their role? 

 b) What activities do mentors undertake? 

2. Is mentoring valued and supported in secondary schools? 

3. What are the key competencies, skills, and attributes that ensure 

quality and consistency of mentoring? 

4. How is mentoring proficiency developed in secondary school? 

5. What are the operational requirements to support the mentoring 

of trainee teachers in secondary schools? 

6. What is the impact of effective mentoring on teacher retention 

during training? 

 

3.2 METHODOLOGY 

 

Key to interview methods 

Structured interview - SI   Semi-structured Interview - SSI 

Table 4 shows the methodology and methods used in both phases of the 

research project. 

PHASE METHODOLOGY METHODS 

One Qualitative  SSIs with stakeholders, 

mentors and trainees 

One Research site 1. A Large 11-18 

comprehensive English medium 

school 

SSIs with senior, subject 

mentors and trainees  

One Research site 2. A small 11-16 

bi-lingual comprehensive 

school 

SSIs with senior, subject 

mentors  and trainees 

Two Quantitative SIs with Head 

teachers/Senior 

leaders/Mentors and 

subject mentors  
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3.2.1 METHODOLOGY - MIXED METHODS 

 

i) Affordances of a mixed methods approach 

 

Many research experts have advocated the use of a mixed methods 

approach in social research (Bernard, 1994; Brewer and Hunter, 1989; 

Creswell and Clark, 2011; Tashakkori and Teddlie, 1998; Teddlie and 

Tashakkori, 2009).  

Merton and Kendall (1946 cited in Cohen, et al., 2007:47) argue 

 

Social scientists have come to abandon the spurious choice 

between qualitative and quantitative data: they are concerned 

rather with that combination of both which makes use of the 

most valuable features of each. The problem becomes one of 

determining at which points they should adopt the one, and at 

which the other.... 

 

According to Brewer and Hunter (1989), it would be a rare 

occurrence to find a major issue that is studied within one method. 

Bernard (1994:1) goes further and states, ‘whatever our theoretical 

orientation, a sound mix of [quantitative and qualitative] data is 

inevitable in any study of human thought and behaviour’. Similarly, 

Tashakkori and Teddlie (1998) argue, that the use of multiple methods 

is an expectation in areas of research in social and behavioural 

sciences. 

Several sources suggest that methods from both paradigms need to 

have been employed in order for work to be considered a mixed 

methods approach (Bryman, 2004; Cresswell and Clark, 2007; 

Tashakkori and Teddlie, 1998). Tashakkori and Teddlie (1998:17-18) 

provide further clarification, ‘mixed method studies are those that 
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combine the qualitative and quantitative approaches into the research 

methodology of a single study or multi-phased study.’ Johnson, et al. 

(2007:113) define ‘mixed methods research as the type [which 

combines] elements of qualitative and quantitative research 

approaches (e.g., use of qualitative and quantitative viewpoints, data 

collection, analysis, inference techniques) for the purposes, breadth, 

depth of understanding and corroboration’. According to them mixed 

methods research is identified as the use of two or more different 

methods in a single research project. 

Alexander, et al. (2008 cited in Gilbert, 2008:126) however, consider 

‘an approach to be mixed methods even if the methods used are from 

only one paradigm’, although this is not replicated in this research. 

Cronin, et al, (2007) also, argue this view and suggest that research 

projects that use two different quantitative or qualitative methods can 

claim to be using a mixed method approach.  

According to Kumar (2014:26) good quality research has to have a 

mixed methods approach. Usually ‘everything needed for a quantitative 

study is developed on the basis of a qualitative exploratory study’. 

Cohen, et al. (2007: 141) define ‘triangulation as the use of two or 

more methods of data collection in the study of some aspect of human 

behaviour’. They argue triangulation explains more fully, ‘the richness 

and complexity of human behaviour by studying it from more than one 

stand point and in doing so, by making use of both quantitative and 

qualitative data’. Triangulation can effectively demonstrate concurrent 

validity, particularly in qualitative research (Campbell and Fiske, 1959). 

The data gathered from using one instrument is then correlated with 

data gathered from using another instrument. Concurrent validity, 

unlike predictive validity, can be verified at the time (Cohen, et al. 
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2007). Reliance on a single method therefore may bias the researcher’s 

perception while employing triangulation can test data responses and 

provide a measure of agreement by calculating the strength of any 

correlation. ‘The researcher needs to be confident that the data 

generated are not simple artefacts of one specific method of collection’ 

Lin, (1976 cited in Cohen, et al. 2007:14). Triangulation is considered 

further in Chapter Four.   

Muijs (2010:8) explains the mixed methods approach 

…we want to look at both breadth and depth, or at both 

causality and meaning? In those cases it is best to use a so-called 

mixed-methods design, in which we use both quantitative (for 

example, a questionnaire) and qualitative (for example, a 

number of case studies) methods… In mixed-methods research, 

qualitative or quantitative components can predominate, or 

both can have equal status. 

 

According to Kumar (2014:30-31) the ‘overriding reason for using the 

mixed/multiple methods approach is the desire to enhance the 

coverage, depth and validation of your findings through the use of 

another method(s)’ and further ‘that it is the purpose for which a 

research activity is undertaken that should determine the mode of 

enquiry, hence the paradigm’. 

Denscombe (2014:150) simplifies the definition of a mixed method 

approach and argues the ‘basic things a mixed methods researcher 

needs to explain about his/her research design can be reduced to just 

three things: the sequence of the QUAL and QUAN components, the 

relative importance attached to the QUAL and QUAN components 

and the purpose of linking the QUAL and QUAN components’. 
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Creswell and Plano Clark (2011) finally argue the way in which this 

data is combined will depend upon the nature of the inquiry and the 

philosophical outlook of the person conducting the research. The 

benefits they claim are that the separate stages are easy to implement 

and that the qualitative data is acceptable to quantitative researchers. 

Challenges facing those who utilise mixed methods research however 

are that of time and resources, and in convincing others of its value 

(Creswell and Plano Clark, 2011). Moreover, Creswell and Plano Clark 

(2011) emphasised the fact that mixed methods studies may require a 

good deal of time, effort, and resources on the part of researchers and 

felt it important that researchers are aware of this, particularly if they 

are working alone. On balance, it is considered that this method of 

approach is practical for this study, and in particular, that the 

researcher is afforded the opportunity to address an issue through 

utilising numbers and words. 

In this research, a sequential approach to data collection is taken which 

is exploratory and inductive. A qualitative set of data was collected 

initially and for its supplementation, validation, and enrichment, a set 

of quantitative data was collected. According to Kumar (2014:28) the 

second set of data from the structured interviews extends and 

‘primarily looks at the issues from a different perspective… [which] is 

only possible when a mixed/multiple methods approach is used’... In 

this case, the findings from the two sets of data are triangulated and 

communicated in Chapter Four-part three. 
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ii) Sequential exploratory research design 

 

Cresswell (2003:11) suggests a systematic framework for approaching 

mixed methods research, which initially involves four decisions for 

consideration, which include the implementation and sequencing of 

data collection, which one takes priority and importantly what the 

integration of findings would involve. Six mixed methods design 

strategies in the framework offered by Cresswell (2003:11) include: 

‘sequential explanatory’, ‘sequential exploratory’, ‘sequential 

transformative’, ‘concurrent triangulation’, ‘concurrent nested’, and 

‘concurrent transformative’. 

According to Cresswell (2003:11) a sequential exploratory design is 

‘characterised by: an initial phase of qualitative data collection and 

analysis followed by a phase of quantitative data collection and 

analysis’. Methods from both paradigms are used sequentially 

(Cresswell, 1995:117) in this project, reflecting the transfer to a PhD. 

Having two distinct phases of data collection enabled the approach to 

the second phase of data gathering to be based on conclusions and 

insights from the first that were considered to validate, challenge or 

corroborate, enrich and enhance the quality of the research as a 

whole.  

In summation, a sequential exploratory approach to data collection 

was taken that incorporated triangulation across both data sets 

(Cresswell and Clark, 2011) taking place later in Chapter 4.3, where 

the results are merged.  
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3.2.2 METHODOLOGY - PHASE ONE   

 

Table 5 shows the methodology and methods used in phase one of the research 

project. 

PHASE METHODOLOGY METHODS 

One Research site 1. A Large 11-18 

comprehensive English medium 

school 

SSIs with senior, 

subject mentors and 

trainees  

One Research site 2. A small 11-16 bi-

lingual comprehensive school 

SSIs with senior, 

subject mentors  and 

trainees 

One Qualitative  SSIs with stakeholders, 

mentors and trainees 

 

 

Qualitative research  

 

Qualitative research is often used as an overarching term and it is 

therefore difficult to provide a precise definition of the paradigm. 

Snape and Spencer in Ritchie and Lewis (2003:5) offer a useful starting 

point as a working definition  

...qualitative methods are used to address research questions 

that require explanation or understanding of social phenomena 

and their contexts. They are particularly well suited to exploring 

issues that hold some complexity and to studying processes that 

occur over time. 

 

Supporting the view that qualitative research is a naturalistic approach 

some writers offer working definitions or identify a set of key 

characteristics. Denzin and Lincoln, (1994:3) argue that ‘qualitative 

research is a situated activity that locates the observer in the world’. 

They define it as follows:- 
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It consists of a set of interpretive practices that makes the world 

visible. These practices… turn the world into a series of 

representations including field notes, interviews, conversations, 

photographs, recordings and memos to the self. At this level, 

qualitative research involves an interpretive, naturistic approach 

to the world.  

 

An interpretive approach offered by Bryman (1988:8) states, ‘The way 

in which people being studied understand and interpret their social 

reality is one of the central motifs of qualitative research.’ 

Certain data collection methods have also been identified with 

qualitative research including observational methods, in depth 

interviewing, group discussion and the analysis of texts and 

documentation. 

Strauss and Corbin (1988:11) offer their definition of qualitative 

research in terms of what it is not… ‘any type of research that 

produces findings not arrived at by statistical procedures or other 

means of qualification’. 

Oppenheim (1992: 65 cited in Cohen, et al., 2007:344) suggests that 

‘exploratory interviews are designed to be essentially heuristic and 

seek to develop hypotheses rather than to collect facts and numbers’. 

Oppenheim notes that these frequently cover emotionally loaded 

topics and, hence, require skill on the part of the interviewer to handle 

the interview situation, enabling respondents to talk freely and 

emotionally and to have candour, richness, depth, authenticity, and 

honesty about their experiences. 

Phase one of the project was to explore the concept of mentoring in 

particular how mentors saw their role; they were therefore being 

asked how they ‘understand’ and ‘interpret the social reality’ of the 
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process they were involved in. The project further wanted to identify 

their activities that they were involved in to support the mentoring 

process. Perceptions were to be sought and experiences, ideas, beliefs, 

and values explored, understood, and described. Therefore the 

research questions in part one of the study required explanation and 

understanding of social phenomena and their context. Mentoring is a 

situational practice and a social activity (Wenger, 2002), interschool 

relationships and relationships between school based mentors and the 

HEI are complex as stated previously. Qualitative research as a sense-

making activity was therefore considered a valid approach to adopt for 

the initial part of the research project. Mentoring is a situational 

practice, which becomes a social activity. To facilitate the need to 

understand these, commonly experienced phenomenon from a variety 

of different perspectives further discussions with my supervisors were 

held. Utilising their extensive knowledge of partnership schools, two 

schools were selected and agreed as research sites. 

Phase two of the research will be based on the findings of phase one. 

The different information will provide data sets that complement one 

another, validate, and enrich each of the data sets and challenges 

findings.  

3.2.3 METHODOLOGY - PHASE TWO  

 

Table 6 shows the methodology and methods used in phase two of the research 

project. 

PHASE METHODOLOGY METHODS 

Two Quantitative  SIs with Head teachers/Senior 

leaders/Mentors and subject mentors  
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Quantitative research 

 

According to Muijs (2010) quantitative methods emphasise objective 

measurements and the statistical, mathematical, or numerical analysis 

of data collected through polls, questionnaires, and surveys. Muijs 

further offers that quantitative analysis may be undertaken by 

manipulating pre-existing statistical data using computational 

techniques. Kumar (2014:14) further explains quantitative research 

‘can test theories and hypotheses, can restructure a problem to a 

limited number of variables as well as looking at relationships between 

variables to establish cause and effect’.  

The research design therefore initially centred on the collection and 

analysis of qualitative data. This data consisted of interview data 

collected from mentors and trainees. Interpretations and conclusions 

from this qualitative data were then operationalized into quantitative 

questions and categories during the second phase of the research. This 

was undertaken in order to explore the frequency and preponderance 

of the gathered perspectives, quantitatively. For example, qualitative 

data made reference to an infrastructure for mentoring in schools, 

which led to quantitative questions on culture and ethos, resourcing, 

recognition, training and accreditation and the development of 

mentoring skills. The operational data were helpful in ensuring that the 

wording of the structured questions were appropriate and could be 

clearly understood by those participating. From the conclusions 

drawn, a questionnaire was designed to operationalise these 

conclusions for the second part of the project. 

 Matthews and Ross (2010:145) explain the process. 
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Taking a qualitative approach [before quantitative] can also help 

the researcher to identify and check out which aspects of a topic 

are most important and meaningful to the research participants 

and this may then provide the ideas for developing hypothesis 

or subsidiary research [question]. 

 

A quantitative approach to collect data that was structured and pre-

coded so that it could be measured and quantified was therefore 

established. Both the questions and the range of answer that could be 

given were considered. The survey was conducted in all secondary 

schools in the region with Head teachers/senior staff and subject 

mentors to ascertain their requirements to support the mentoring of 

trainee teachers. It further sought to find the impact of mentoring on 

teachers during training. Quantitative research was used for the 

second phase of the study to develop the findings from phase one 

providing a mixed methods approach to the research as a whole. 

 

3.3 RESEARCH METHODS 

 

3.3.1 RESEARCH METHODS - PHASE ONE  

Table 7 shows the methodology and methods used in phase one of the research 
project. 

PHASE METHODOLOGY METHODS 

One Qualitative  SSIs with stakeholders, 

mentors and trainees 

One Research site 1. A Large 11-18 

comprehensive English medium 

school 

SSIs with senior, 

subject mentors and 

trainees  

One Research site 2. A small 11-16 bi-

lingual comprehensive school 

SSIs with senior, 

subject mentors  and 

trainees 
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Semi - structured interviews 

 

i) Affordances and limitations 

 

Drever (1995) argues that there are several styles of interviewing each 

having a different purpose. The interviewer may simply read out the 

questions and alternatives responses to the interviewee, who will pick 

responses from the options offered. This ‘conversational’ style of 

interview however, allows the interviewee largely to determine the 

course of the discussion (Connell and Khan, 1968:527). 

In semi-structured interviews, the interviewer sets up a general 

structure by deciding in advance what ground is to be covered and 

what main questions are to be asked. During the interview the detailed 

structure is worked out. The interviewee can answer at some length 

in his or her own words and the interviewer responds using prompts, 

probes, and follow-up questions to get the interviewee to clarify or 

expand on the answers. Drever (1995:1) argues that semi-structured 

interviews can yield a variety of kinds of information: ‘gather factual 

information about people’s circumstances, collect statements of their 

preferences and opinions, and explore in some depth their 

experiences, motivations and reasoning’. 

According to Kvale (1996:135) however, the interview is not usually a 

‘reciprocal interaction between two equal participants’.  It is therefore 

important for the interviewer to maintain the pace of the interview ‘by 

being clear on what one wishes to find out and asking those questions 

that will elicit the kinds of data sought’ even to considering when to 

‘remain silent’.  
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A scale of ‘directiveness’ and responding was devised by Whyte (1982, 

cited in Kvale, 1996:130). Kvale argues this should not however deter 

the interviewer from being ‘too directive or not directive enough as 

this might facilitate the subsequent analysis of the data’.  

Patton (1980:225) emphasises ‘the importance of clarity in 

questioning’: to understand ‘the terms the interviewees use about the 

matter in hand’, to avoid the use of ‘academic jargon,’ to ensure that 

the language of the interviewer can be understood by ‘interviewees 

and that they feel comfortable with it’. In all interviews these classic 

principles were utilised. 

According to Nisbet and Watt (1984:78 cited in Cameron, 2014:83) 

A semi-structured interview allows the participant to speak 

about their perceptions and experiences in ways most 

comfortable to them whilst maintaining sufficient similarity 

across the participants’ experience of the interview to allow 

meaningful comparison and ensure the validity of the subsequent 

analysis. 

 

ii) Justification of method choice 

 

Oppenheim (1992: 65 cited in Cohen, et al., 2007:344) ‘suggests that 

exploratory interviews are designed to be essentially heuristic and 

seek to develop hypotheses rather than to collect facts and numbers’. 

Due to their often-sensitive nature, ‘they require skill on the part of 

the interviewer to handle the interview situation, enabling respondents 

to talk freely and emotionally and to have candour, richness, depth, 

authenticity, and honesty about their experiences’. 

The overall purpose of the semi-structured interviews therefore was 

to explore perceptions of the role of the ITT mentor, particularly in 
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relation to the perceived level of support required and the support 

that was available. The opportunities for the development of 

mentoring proficiency to establish the quality and consistency of the 

process was also to be explored. 

The mechanism of semi-structured interviews was chosen, 

appropriately confirmed by Tuckman (1995:213) as, ‘allowing access 

to what is inside a person’s head…(and) what a person thinks 

(attitudes and beliefs)’ and once again by Connell and Khan (1968:527), 

‘the interview is a conversation initiated by the interviewer for the 

specific purpose of obtaining research relevant information’. 

Semi-structured interviewing was therefore chosen as the preferred 

method of data collection for phase one of the project for two main 

reasons: it is flexible, appropriate for exploring motivations and 

opinions and further yields rich information. Semi-structured 

interviews can also gather information about the context in which 

people are working in, ‘discuss their preferences and explore in some 

depth their experiences…’ Drever (1995:1). It was also considered a 

very significant factor that as one individual carried out interviews the 

variety of information provided by the interviewer was minimised and 

the listening consistent. 

 

3.3.2 RESEARCH METHODS - PHASE TWO 

Table 8 shows the methodology and methods used in phase two of the research 

project. 

PHASE METHODOLOGY METHODS 

Two Quantitative  SIs with Head teachers/Senior 

leaders/Mentors and subject mentors  
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Structured Interviews  

 

i) Affordances and limitations 

 

An interview is not an ordinary, everyday conversation (Dyer, 1995: 

56–8). It has a specific purpose, ‘it is often question-based, with the 

questions being asked by the interviewer’ to achieve clear and 

elaborate responses. ‘The interview is a constructed rather than 

naturally occurring situation, and this renders it different from an 

everyday conversation’; the researcher is therefore obliged to adhere 

to interview protocol.  

The structured interview, according to Cohen, et al. (2007:355), is 

one, which is organized prior to it taking place; the questions and 

sequencing of them formulate a ‘schedule’ or questionnaire. Limited 

opportunity for amendments is afforded to the interviewer. ‘It is 

therefore a closed situation’. The ‘unstructured interview is an open 

situation, having greater flexibility and freedom’ in this respect. 

Kerlinger (1970) in Cohen, et al. (2007:355) notes, ‘although the 

research purposes govern the questions asked, their content, 

sequence and wording are entirely in the hands of the interviewer’ 

however the unstructured interview also has to be carefully planned. 

Lincoln and Guba (1985: 269) suggest that the structured interview 

 

 

…is useful when researchers are aware of what they do not 

know and therefore are in a position to frame questions that 

will supply the knowledge required, whereas the unstructured 

interview is useful when researchers are not aware of what 

they do not know, and therefore, rely on the respondents to 

tell them! 
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Some writers prefer to call the structured interview a ‘standardised 

interview’ (Oppenheim, 1992:65) or ‘standardised survey interview’ 

(Fowler and Mangione, 1990 cited in Oppenheim, 1992:81). 

Denscombe (2014:7) offers a description of the forms a survey can 

take in Social Research. 

 

Using the phone, the internet, the postal service or face to face 

contact, the aim is to make contact with suitable respondents in 

order to obtain information from those people. Questionnaires 

and interviews are the data collection methods that are normally 

used. 

 

Oppenheim (1992: 81–2) suggests respondents become more involved 

and hence motivated in interviews and therefore have a higher 

response rate than self-completed questionnaires. Oppenheim argues 

‘they enable more to be said about the research than is usually 

mentioned in a covering letter to a questionnaire, and they are better 

than questionnaires for handling more difficult and open-ended 

questions’. 

 

ii) Justification of method choice 

 

The overall purpose of the mentor survey was to operationalise the 

conclusions from part one of the study; to ascertain the needs of the 

secondary schools in the region to support the mentoring of trainees 

and to investigate the impact of mentoring on trainees during training.  

The structured interview is one of the two main ways of administering 

a survey research instrument. It can take place face to face or by 
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telephone. The self-administered questionnaire, emailed, attached or 

embedded is the second. This can also be administered on the internet, 

by post or can be supervised. Most structured interviews contain many 

questions that are variously referred to as closed, closed ended, pre-

coded, or fixed choice. 

The mechanism of a structured interview was therefore chosen as the 

preferred method for the collection of data, with the data being 

captured face to face or if preferred by telephone. The investment of 

time required to engage with the respondents to facilitate this and 

complete the mentor survey would be considerable. Further, with the 

perceived reduction in the identified population over the study period 

it was vital to engage fully with as many respondents as possible. It was 

also considered likely that a higher response rate would result from 

interviews than from a self-administered questionnaire (Oppenheim, 

1992) for the very specific population that was being targeted. 

 

3.4 ETHICAL CONSIDERATIONS 

 

3.4.1 ETHICAL CONSIDERATIONS - PHASE ONE  

Table 9 shows the methodology and methods used in phase one of the research 

project. 

PHASE METHODOLOGY METHODS 

One Qualitative  SSIs with stakeholders, mentors and 

trainees 

 

Semi-structured interviews 

 

It has been suggested that the qualitative researcher will aspire to 

internal validity rather than external validity (Cooke and Campbell, 
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1979). Eisenhardt (2002:26 cited in Cameron, 2014:68) states that 

‘internal validity also depends on the ability to tie the emergent theory 

to not only the data but also to existing literature.’ Chapter four 

illustrates in phase one how the data links to the emergent categories 

and themes and to the literature. 

In phase one of this research, the perceptions of the concept of 

mentoring and models of good mentoring practice were sought. The 

interviews further sought to identify the activities, which the mentors 

undertake in supporting the trainees, the resources that are available 

to them to support the mentoring process in their schools and to 

identify how mentoring proficiency has developed.  

Integrity, in the research project was ensured, by the use of additional 

notes made during the interviews when participants would share 

opinions openly, honestly and in confidence. There is also a paper trail 

of First Cycle coding, (Appendix 17) which indicated the particular 

sample group from which the code had emerged and could be used to 

identify any professional bias. Prompts were also used cautiously so 

that interviewees did not feel the questions were leading. Brinberg and 

McGrath (1985:13) explain 

Validity is not a commodity that can be purchased with 

techniques…Rather validity is like integrity, character and 

quality, to be assessed relative to the purpose and 

circumstances.  

    

Ethical clearance for all stages of the data collection for phase one of 

the research was gained from the University. BERA (2011:5)4 states  

                                                             
4BERA 2011 guidelines were used in 2015 at the time of requesting ethical clearance. 
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Researchers must take the steps necessary to ensure that all 

participants in the research understand the process in which 

they are to be engaged, including why their participation is 

necessary, how it will be used and how and to whom it will be 

reported… 

 

Participants were provided with a Project brief explaining: the purpose 

of the research, how the data would be used in the thesis, and possibly 

be used in future academic publications. BERA (2011:6) stipulates, ‘the 

securing of participants’ voluntary consent, before research gets 

underway, is considered the norm’. Respondents were assured their 

anonymity would be preserved and were informed of their right to 

withdraw their data from the study at any time prior to the publication 

of the thesis. In order to preserve anonymity a shared password was 

provided allowing data of a particular interview to be removed. 

Informed consent was then requested at this time. (Appendices 3, 4 

and 5). The participation of trainees was ‘considered essential to the 

research’ and Aberystwyth University Research Ethics guidelines 

(2014: 5) were adhered to.  

Make students aware that they have the right to refuse to 

participate in the research, and may withdraw from projects at 

any time without detriment to their current or future 

assessment. 

 

The rights of trainees to participate or not in the research were clearly 

explained and communicated to those trainees invited to take part. 

There have been no withdrawals during or after the interview process. 

BERA, (2011:8)5 states ‘Researchers must ensure that data is kept 

securely and that the form of any publication, including publication on 

                                                             
5 All data was collected prior to the publication of the 2018 BERA guidelines. 
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the Internet, does not directly or indirectly lead to a breach of agreed 

confidentiality and anonymity’. All interview recordings were kept in 

secure locations and all participants were reminded at the start of 

interviews of their right to withdraw from the interview process. 

Pseudonyms were used for all participants.  

Open, non-leading questioning techniques were used throughout the 

interviews and little personal information was divulged in order to 

remain as objective and neutral as possible. Rich and detailed 

descriptions to appreciate peoples’ perspectives were sought. The 

accounts of the interviewees when transcribed were adhered to as 

closely as possible.  

Recently retired and no longer a practising teacher I will have my own 

values and perspectives of mentoring that could impinge on my 

reflective objectivity. My views and values are formed by my school-

based experience and HEI input in ITT. I was mindful not to allow my 

opinions to influence the analysis and interpretation of the data by 

recognising my own position and to allow the data speak for itself. The 

thesis is not a teacher practice research enquiry and it is acknowledged 

that no research is totally neutral and disengaged. It is further 

acknowledged that some of my beliefs were altered by the research 

and others reinforced, for example, the management view that time 

was a flexible commodity available to junior staff and the need for the 

professional recognition of the role of the mentor. 
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3.4.2 ETHICAL CONSIDERATION - PHASE TWO  

 

Table 10 shows the methodology and methods used in phase two of the research 

project. 

PHASE METHODOLOGY METHODS 

Two Quantitative  SIs with Head teachers/Senior 

leaders/Mentors and subject mentors  

 

 

Structured interviews 

 

According to Cohen, et al. (2007:317-8) ‘Questionnaire respondents 

are not passive data providers for researchers; they are subjects not 

objects of research. [Respondents] cannot be coerced into completing 

a questionnaire’. Factors influencing the decision of respondents to 

become involved or not in the research included: their informed 

consent, their rights to withdraw at any stage or not to complete 

particular items in the questionnaire, the potential of the research to 

improve their situation, their guarantees of confidentiality, anonymity 

and non-traceability in the research and the assurance of validity and 

reliability in the questionnaire. Methodological rigour is an ethical not 

simply a technical matter (Morrison 1996c), and respondents have a 

right to expect reliability and validity.  

These factors influence every stage of the use of a questionnaire; 

attention has to be given to the questionnaire itself, the approaches 

that are made to the respondents, and the explanations that are given 

to the respondents, the data analysis, and the data reporting. The way 

in which questions were written, piloted and amended and the 

structured interviews conducted using closed questions in the 
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questionnaire ensured consistency, objectivity and neutrality 

throughout the process. My views and values of mentoring are formed 

by my school-based experience and HEI input in ITT. I was keen 

however not to allow them to influence the analysis and interpretation 

of the data but to acknowledge my own biases and to let the data speak 

for itself. 

The questionnaire was inclusive, and offered in English and Welsh. 

Furthermore, participants were provided with an opportunity to 

conduct the structured interview in either the English or the Welsh 

language.  

Mentors in the partnership who did not attend the mentor training 

organised by the HEIs were offered an opportunity to participate by 

telephone or a short visit. Head teachers/senior leaders were 

contacted by phone or email to arrange an interview by their preferred 

method. The researcher completed the questionnaire during the 

interview, ensured that the introduction was clear, and checked the 

respondents understanding of each question. Care was taken when 

drafting the questions so that people could answer them without 

embarrassment or shame, (Matthews and Ross, 2010). 

Ethical clearance for phase two of the research was gained from the 

University. BERA, (2011:6)6 states 

Researchers must recognise the right of any participant to 

withdraw from the research for any or no reason, and at any 

time, and they must inform them of this right. 

 

                                                             
6 Two separate ethical applications were made as the design was sequential. The areas of further 
enquiry emanating from the first phase that would be pursued in the second phase could not be 
wholly foreseen at the start of the project when it was a single-stage MPhil project.  
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As previously stated participants were asked to give their informed 

voluntary consent and were informed of the purpose of the research 

via an email attached bi-lingual letter and an accompanying 

questionnaire. (Appendices 14 and 11). This included how the data 

would be used in the dissertation, and possibly be used in future 

academic publications; participants were assured of anonymity and the 

confidentiality of their responses, and were reminded of their right to 

withdraw their data from the study at any time prior to the publication 

of the dissertation and published outputs. Aberystwyth University 

Research Ethics Guidance Notes, (2014:7) state 

If you are conducting anonymous surveys where it is not 

possible to identify participants then it should be made clear to 

participants at the beginning that data is non-identifiable and 

cannot be withdrawn. However, it is good practice to issue 

participants with unique ID codes, should this mechanism be 

available. 

 

In order to preserve anonymity participants were asked to provide a 

random word which would identify their data should they wish to 

withdraw from the study at a later date. 

 

3.5 RESEARCH TOOLS, PILOTING AND DATA COLLECTION 

 

3.5.1 RESEARCH TOOLS, PILOTING AND DATA COLLECTION -                

PHASE ONE  

 

Table 11 shows the methodology and methods used in phase one of the research 

project. 

PHASE METHODOLOGY METHODS 

One Qualitative  SSIs with stakeholders, mentors and 

trainees 
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Semi-structured interviews 

 

It was concluded that a series of semi-structured interviews with 

stakeholders, mentors across partnership schools and mentors and 

trainees from two research sites would generate a range of data that 

was both rich and broad enough whilst remaining a manageable size 

(Baker and Edwards, 2012). The Interview listing can be seen in 

Appendix (2). 

 

i) Phase one - Development of research tools 

 

Fontana and Frey (2000:645) point out that  

 

…asking questions and getting answers is a much harder task 

than it would seem at first. The spoken or written word has 

always a residue of ambiguity, no matter how carefully we word 

the questions and how carefully we code and report the 

answers.  

 

The interview schedules, (Appendix 7, 8 and 9) were developed over a 

period of time allowing for reflection on the data collected from the 

stakeholders in the spring term of 2015. The interview schedule 

included planned questions, explanatory notes and additional 

subsidiary questions, which provided sufficient structure to ensure that 

the research objectives were covered. The schedule allowed sufficient 

scope for conversation to develop organically in response to the 

interviewees’ answers. The schedule further provided an aide-

memoire for the interview and linked the questions to the research 

focus. According to Cohen, et al. (2000:271) ‘an interview schedule 

allows topics and issues that are covered to be specified in advance, in 



139 
 

outline form’.  

A series of main questions were to be asked to all interviewees with a 

range of alternate questions being asked to trainee teachers. Subsidiary 

questions were prepared to encourage deeper responses. The main 

questions were prioritised beginning with the concept of mentoring 

and the sensitive and more personal questions being asked later when 

some degree of trust between the interviewer and interviewee might 

have developed (Nisbet and Watt, 1984).  

  

ii) Phase one - Piloting 

 

In practice, the interview schedule was developed over a period of 

time. The schedule underwent a number of alterations following 

discussions with the supervising team and the piloting of all questions 

with stakeholders, mentors, and trainees. For example, questions were 

neutralised by removing emphasis and re-sequencing of questions. Key 

features of the mentor role and qualities required for the mentor role 

were also clarified in the questions. In research site one it was agreed 

that a second year BSc trainee who had completed her practice earlier 

in the term would be interviewed on site at the University earlier in 

the week. This was to act as a pilot of the questions for the trainee 

teachers. It became clear during the pilot that ‘Key features of the 

mentor role’ and the ‘qualities required for mentoring’ as perceived by 

the trainee teachers would need clarification during the interviews. 
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iii) Phase one - Data collection 

 

As previously noted the intention was to complete the interview series 

during the spring and early summer terms of 2015. Data was collected 

from the stakeholders during the scoping phase in the spring term of 

2015. Final arrangements were made to interview school based 

mentors during the first week of June when examination groups would 

have left for revision and gained time would be available. Mentors 

across the region and trainee teachers in the two research site schools 

confirmed their availability to be interviewed during the final week of 

their second placement. A total of 25 interviews, 17 face-to-face, and 

eight others by telephone, were conducted.  

An email invitation and informed consent was sent out to all 

participants (Appendices 4 and 5). Participants were given the option 

to conduct the semi-structured interviews through the medium of 

Welsh. No requests to be interviewed through the medium of Welsh 

were made and all interviews were conducted in English.  

Conversion was high once initial contact had been made. Only one of 

the twelve school based mentors contacted declined to be interviewed 

due to pressure of external marking in the early days of June. All 

trainee teachers in both research site schools agreed to be 

interviewed. Stakeholders were more reluctant and declined 

interviews because they felt they were not involved directly in the 

process of mentoring or failed to respond to initial e-mails. 

The interviews were scheduled to last about 30 to 40 minutes, (in 

practice, the longest was just over one hour and the shortest was 25 

minutes). Short visits were made locally for face–to-face interviews (17 
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in practice) and the remainder were conducted by telephone (8 in 

practice), at their convenience which was usually during the working 

day or in the evening. Consequently, each dialogue was personalised. 

According to Fontana and Frey (2000:660-661)  

 

…non-linguistic communication will impact on the interview: 

this includes interpersonal space, use of pauses and silences, tone 

of voice, body language, dress and other modes of presentation 

of self from the interviewer.  

 

The main themes in the schedule were covered in each interview: 

 The role and identity of the mentor. 

 Diversity of approach to the mentoring process. 

 Building mentoring proficiency. 

 Support available for mentors. 

 Good practice. 

 

Rubin and Rubin (2005:164) explain the purpose of probes and 

prompts: 

 

…help you manage the conversation by regulating the length of 

answers and degree of detail, clarifying unclear sentences or 

phrases, filling in missing steps, and keeping the conversation on 

topic.    
 

Follow up questions, and prompts were used to obtain more detail 

throughout the interviews, which built up a rich picture of the topic. 

Informed consent was confirmed prior to the interview by email and 

again confirmed at the start of each interview. Participants were told 

the purpose and context of the research in the initial invitations and 
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again as the interview continued and were reminded at each stage of 

the right to withdraw from the research process at any time. 

Discussions were tape recorded with prior permission. All responses 

were anonymised and pseudonyms have been used in the analysis in 

Chapter Four. All interviews have been retained in digital format and 

raw data will be securely destroyed after five years of the submission 

of this thesis in line with university policy. 

An example of a transcribed interview can be found in Appendix (6).  

Accepting the invitation to participate incurred a cost, mainly time 

which would have been perceived differently by each individual 

depending on the relative value they place on 30 to 40 minutes of their 

time at a particular moment. The stakeholders, mentors, and trainees 

perceived that the benefits of their participation outweighed any cost.  

 

An in depth study was also carried out with mentors and trainee 

teachers in the two research site schools during this first phase of the 

project. 

 

3.5.2 RESEARCH SITE SCHOOLS - PHASE ONE 

   

Table 12 shows the methodology and methods used in phase one of the research 

project. 

PHASE METHODOLOGY METHODS 

One Qualitative. Research site 1. A 

Large 11-18 comprehensive English 

medium school 

SSIs with senior, 

subject mentors and 

trainees  

One Qualitative. Research site 2. A small 

11-16 bi-lingual comprehensive 

school 

SSIs with senior, 

subject mentors  

and trainees 
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Additionally to the six stakeholders and seven mentors across 

partnership schools, semi-structured interviews with seven trainee 

teachers and five mentors from two research sites were selected to 

generate a range of data that was both rich and broad. Following 

discussion with my tutors who had wide experience of the schools 

within the study area, two research sites were identified and sampled. 

This provided an opportunity for the exploration in depth of the 

schools’ overall approach to supporting trainee teachers and mentors 

and the schools’ engagement with a University based programme for 

teacher training. These two schools after careful further analysis, tutor 

led discussion, and detailed reflection became the chosen research 

sites. 

It was a condition of the terms of the scholarship that the research 

was based in the secondary sector and as such, the schools selected 

specialised in the secondary aspect of teacher training. The mentoring 

relationship with the trainee assigned to teach in a department 

supported by a subject mentor and overseen by a senior mentor is 

specific to the secondary phase. This contrasts with the model adopted 

in the primary phase where the trainee is based with one classroom 

teacher throughout the practice. 

The research site schools were chosen to facilitate a deeper 

exploration of the principles and practices of mentoring in schools 

with differing approaches to mentor development. They further 

presented an opportunity to look closely into the experience of 

trainees immersed in contrasting communities of practice. Research 

site one is a large school, able to sustain a mentoring structure and 

formalised policies and procedures associated with this. Research site 

two, significantly smaller, was also selected which tends to rely more 
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on informal arrangements for mentoring as teachers and trainees are 

more accessible to one another throughout the school day. 

Research site one7 (RS1) is an English medium, mixed 11-18 

comprehensive school in an urban area of Wales. There are over 1000 

pupils on roll including over 200 in the sixth form. It has over 100 

teachers, full and part time. The school has a strong sixth form housed 

in a purpose-built centre. The school has significant engagement with 

ITT and other forms of teacher development. An Assistant head 

teacher/Senior mentor who is a member of the Leadership team 

oversees the management of the ITT programme. Each trainee teacher 

is assigned to a subject mentor under the overall guidance of the senior 

mentor. The school is partnered with a range of HEI and non-HEI 

providers of ITE. At the time of the project, 10 trainees were placed 

at the school from all providers; five of these trainees were from the 

study focus area. 

Research site two8 (RS2) is a bilingual 11-16 comprehensive school in 

a rural area of Wales. In September 2015, the school had fewer than 

500 pupils, and over 20 full and part time teaching staff; 16+ pupils 

travel to a variety of colleges/ schools in the region and beyond. The 

approximate annual catchment intake is less than 60 pupils from widely 

spread primary schools and thus many travel some distance to the 

school. In addition, a number travel from outside the catchment area.  

Research site 2 has a more informal structure for CPD. The school 

has an appointed Head of Department with additional responsibility as 

General Mentor for ITTs and NQTs. This position is responsible for 

                                                             
7 The demographic detail is taken from the then current Estyn report and the school web site at 
the time of data collection. 
8 The demographic detail is taken from the then current Estyn report and the school web site. 
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monitoring and supporting the work of subject mentors and liaising 

with the University. Each Head of Department is responsible for 

mentoring their trainee teacher and newly qualified teachers. The 

school regularly accepted students and at the time of the project, 2 

trainees were placed at the school. This number is a good reflection 

of its capacity. The geographical location of the school restricts its 

ability to work with a variety of providers. 

Views of all trainee teachers at the end of their second placement in 

both schools were sought as well as the views of the senior mentor 

and all subject mentors. Only small numbers of trainee teachers were 

placed in the second research location and it was important that 

behaviours or views demonstrated only once were not ruled out 

simply because they occurred singularly. (Cohen, et al. 2007).  

In planning the particular circumstances of the research locations, the 

possible disruption that participation might entail was an important 

consideration. For example, negotiating access to all trainees and 

mentors on the day of the visit. All colleagues needed to be released 

from their teaching timetable, hence the first 2 weeks of June was 

suggested. The rationale for this suggestion was that at this time in the 

summer term, gained time for staff would be available and trainee 

teachers would be in their final week of practice. The data collection 

method was to be through semi-structured interviews. Senior 

mentors in both the research locations arranged a schedule of 

interviews and all mentors were interviewed during their non-contact 

time. The conduct of the research involved separate stages of analysis, 

theory generation, and report writing. 



146 
 

3.5.3 RESEARCH TOOLS, PILOTING AND DATA COLLECTION - PHASE 

TWO  

 

Table 13 shows the methodology and methods used in phase two of the research project 

PHASE METHODOLOGY METHODS 

Two Quantitative  SIs with Head teachers/Senior 

leaders/Mentors and subject mentors  

 

 

 

Structured interviews 

  

i) Phase two - Development of research tools 

 

Matthews and Ross (2010:201-2) offer their definition ‘of a 

questionnaire as  being a list of questions each with a range of answers’ 

using ‘a format that enables standardised, relatively structured, data to 

be gathered about each of a (usually) large number of cases’. They 

continue to explain that questionnaires may include both open and 

closed questions although designed primarily to collect structured 

data. ‘All participants are asked the same questions, in the same order 

and using the same wording and have the same set of answers to 

choose from’. 

Muijs (2010:39) describes the limitations of survey research in this way 

…it is difficult to come to deeper understanding of processes 

and contextual differences through questionnaires, which are 

standardised and by their nature limited in length and depth of 

responses. A combination of survey and qualitative methods can 

help here. 
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Considerable time was spent designing the questionnaire to ensure 

that the questions asked during the interviews would gather the data 

needed for analysis; that questions were, appropriate, unambiguous, 

correctly sequenced, easy to answer, avoided overlapping of 

categories and that allowed responses to be balanced. (Munn and 

Drever, 1995:19-20).The first part of the questionnaire, questions 1 to 

10 asked for opinions about the nature of provision that is required to 

support the mentoring of trainee teachers within the school. The 

second section, questions 11 to 13 asked for views about the impact 

that effective mentoring and mentorship development had on trainee 

retention. These questions were to provide initial data on the impact 

of mentoring on the retention of ITTs; further research was envisaged 

at this time. The third section, questions 14 to 26 asked for details of 

the school and of the experience of the participants. 

It was considered that the risk of error is reduced by using closed 

questions and providing the respondents with only a limited choice of 

possible answers. This procedure would entail the interviewer placing 

a tick in the box by the answer selected. The potential for interviewer 

variability is reduced in this way and the closed question in the context 

of survey research, greatly facilitates the processing of data. No sifting 

or coding is required as opposed to the use of open questions, which 

can introduce the potential for error as a result of variability in the 

coding of answers. Responses to closed questions allocate themselves 

to categories. This type of question is therefore often referred to as 

pre-coded (Matthews and Ross, 2010). Oppenheim (1992: 115) argue 

‘highly structured, closed questions are useful in that they can generate 

frequencies of response amenable to statistical treatment and analysis. 

They also enable comparisons to be made across groups in the 
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sample’. They are quicker to code up and analyse than word-based 

data (Bailey, 1994:118). The use of closed questions also requires 

precision and validity in the constructs and concepts used to form 

questions and categories. This was achieved through careful analysis of 

the qualitative data before questions and categories were developed 

and finalised.  

Finally, the questionnaire presented thirteen questions, which 

included, Likert scale, single and multiple choice, ranking and open 

questions. One way in which degrees of response and intensity of 

response have been managed can be seen in the notion of rating scales. 

These are useful devices for the researcher, as they build in a degree 

of sensitivity and differentiation of response while still generating 

numbers. ‘A Likert scale (named after its deviser, Rensis Likert, 1932) 

provides a range of responses to a given question or statement’ 

(Cohen, et al. 2007:325-6). The closed questions, single and multiple 

choice, would allow comparisons to be made across the sample 

groups, between senior school leaders and subject mentors.  

According to Cohen, et al., (2007:325)  

the rank order question is similar to the multiple choice 

question in that it identifies options from which respondents can 

choose, yet it moves beyond multiple choice items in that it asks 

respondents to identify priorities. This enables a relative degree 

of preference, priority, intensity etc. to be charted. The 

inclusion of too long a list might be overwhelming.   

 

Wilson and McLean (1994: 26) actually ‘suggest that it is unrealistic to 

ask respondents to arrange priorities where there are more than five 

ranks that have been requested’. For this reason, in the ranking 

questions, respondents were asked only to rank their first five 
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priorities from a longer list, which retained the range. The task was 

then considered less overwhelming, although the problem of sorting 

the data for analysis was increased and is described in Chapter Four. 

Finally, thirteen selection questions were included to categorise the 

respondents for analysis of the data in the final questionnaire 

(Appendix 14). A bilingual letter to accompany the questionnaire 

explaining the project brief and the ethical considerations was drafted 

(Appendix 11). 

Consideration was given to the ways the questions would be answered 

as well as the ways of asking them, as the data gathered would 

determine how it would be analysed. The questionnaire included 

questions to gather data on quantity, category, single, and multiple 

choice from a list, position on a scale, rank position, and open data. 

Question twelve was adapted from research undertaken by Wills 

(2014) and Langdon et al (2014) and question seven from Cameron 

(2014). 

 

ii) Phase two - Piloting 

 

According to Cohen, et al. (2007:241) ‘a pilot has several functions, 

principally to increase the reliability, validity, and practicability of the 

questionnaire’ (Oppenheim, 1992; Morrison, 1993: Wilson and 

McLean, 1994: 47). In short, as Oppenheim (1992: 48) remarks, 

‘everything about the questionnaire should be piloted’. The piloting of 

the questionnaire did not focus on data, but on coverage of the issues 

and format, and in practice gained feedback from a number of 

respondents and experts.  
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Oppenheim (1992:47) describes the pilot process  

 

Questionnaires have to be composed and tried out, improved 

and then tried out again, often several times over, until we are 

certain that they can do the job for which they are needed.  

 

 

The questionnaire was developed between December 2016 and 

February 2017 and underwent a number of trials and pilots as 

described previously. 

Bristol on line Surveys (BoS) was to be the preferred method of 

designing and distributing a questionnaire for the pilot and the IBM 

statistical package for social science (SPSS) was to be used for analysis. 

BoS offered design functions, a distribution mechanism, and user-

friendly survey interface. Exporting data to SPSS offered more 

complexity of quantitative analysis. The ease of importing data to SPSS 

was tested before the questionnaire was trialled. The trialling of two 

questionnaires highlighted a need to identify uniquely respondents and 

to ensure that the required responses were completed as requested 

while maintaining guarantees of anonymity, confidentiality, and the 

undertaking that data could be withdrawn if requested. This further 

entailed creating a minimum and a maximum number of responses 

together with a requirement to complete some questions. 

As an initial pilot, twelve emails followed by a BoS invitational link to 

complete the questionnaire was distributed to academics currently 

involved in teacher training and retired teachers on 20th January 2017 

(Appendix 12). 
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Feedback and discussion identified the need for, question 

enhancements, clarification, and a review of sequencing. In summary, 

the questionnaire was felt to be ‘easy to complete and addressed the 

issues of which I am aware and which you addressed in your talk’ 

(Appendix 13). 

Reminders were activated with BoS to nine remaining non-responders 

on 27th January 2017 with a note of thanks and prompt for any 

additional feedback to two respondents. The response rate at 1st 

February 2017 was 42%. 

Amendments were made to the initial pilot questionnaire as described 

and the final pilot questionnaire was produced (Appendix 10). A total 

of ten respondents were invited, for the final pilot, by email and 

through BoS to complete the questionnaire. The response rate for the 

final pilot at 10th February 2017 was 20%.  

The wording of questionnaires was therefore seen to be of the utmost 

importance and pre-testing crucial to their success.  

 

iii) Phase two - Data collection.  

 

Structured interviews were to be the preferred method of data 

collection to complete the mentor survey. The conversion rate was 

high resulting in a completion rate of 84%; the population and sample 

size is explained in Chapter Four.  

The intention was to complete the data collection between March and 

July 2017 and again between October and December 2017. The 

interview schedule was developed over 24 weeks and four main 

periods for data collection were identified avoiding the first half of the 
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spring and autumn terms, the weeks preceding the end of these terms 

and the school holidays. It was also considered of benefit to intensify 

interviewing during the summer term from the first week of June when 

examination groups would have left for revision and gained time would 

again be available.  

The four main periods for fieldwork were to be as follows:- 

6th March 2017 to 23rd March 2017 

24th April to 26th May 2017 

5th June to 21st July 2017 

9th October to 12th to 15th December 2017 

The survey was launched on 6th March 2017. Two schools scheduled 

for group interviews on the 12th December 2017 were closed due to 

severe weather conditions and these interviews were re-arranged for 

January 2018. The survey closed to allow for the inclusion of this data 

on the 10th February 2018.  

The range of approaches to conduct the structured interviews 

included: short visits to schools and telephone interviews with Head 

teachers/senior staff and subject mentors arranged by appointment, 

mentor training and questionnaire completion at university mentor 

training events in April and May 2017 and completion during university 

tutor visits to partnership schools in November 2017. 

Groupings included the following participants:- 

Table 14 shows the two resulting groups of participants. 

Head teachers/senior staff/mentors in partnership secondary schools 

 Subject mentors/senior mentors in partnership secondary schools 
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Conducting the interviews took a number of forms. Structured 

interviews were conducted by telephone or short visits and were 

completed as an individual or group depending on the location and 

preference of the participants. Informed consent was confirmed at the 

start of each structured interview. Initial contact with the schools was 

made by telephone to agree a convenient time to phone back. A 

telephone invitation was then made to all head teachers/senior leaders 

and an appointment made to conduct the interview at a convenient 

time. This information was confirmed by email with an attached 

questionnaire and accompanying letter detailing the ethical 

considerations. (Appendices 14 and 11).  

It was further negotiated and agreed with HEIs to include an overview 

of the research to date within a mentor-training programme. Mentors 

who attended the HEI mentor training events in April and May were 

given an opportunity then to become involved in the project and 

complete the questionnaire. Non-attenders were followed up and 

mentors were requested to participate in the research as explained in 

the paragraph above. 

 

According to advice given by Wyse (2017:550-51) 

 

Obtaining the participation of schools is one of the greatest 

challenges facing education researchers today…Researchers are 

competing for time in the school day and are going up against 

the many demands on school and staff time that are already in 

place…Reaching the person can be time consuming. 
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The advice continues to stress that ‘the success of their study depends 

in large part on overcoming these challenges’. This advice was 

confirmed throughout the process of establishing interviews.  

Several follow up telephone calls were necessary to arrange another 

date and time for appointments for the structured interview to take 

place with senior staff and mentors. Conversion was high as indicated 

in the sample size, once initial contact had been made. Making contact 

however with appropriate staff to discuss the research was time 

consuming and extended over several days and weeks in some cases. 

Schools are busy places and staff were frequently occupied teaching 

classes, dealing with incidents, being involved in extra-curricular 

events, being on duty, attending meetings, observing lessons, or being 

away from school. The follow up telephone calls to individuals, often 

totalling up to eight, however were vital to achieve the sample size 

necessary for the reducing population as shown later in  Chapter Four. 

The reasons identified for non-response to the research were few and 

often related to time: pressure of work, no response to either initial 

e-mails or follow up telephone calls, the school was not an active 

partnership school, there were no trainees placed at the school 

although the school had requested trainees, or there were staffing 

issues within departments or the mentoring team that prevented 

trainees being placed in the school. 

 

Wyse (2017:549) emphasises 

Researchers must acknowledge the burden of participation, its 

disruption to routines…and be sensitive to concerns about 

privacy and suspicions about how the data may be used. 

Researchers must be prepared to answer the question, such as 
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what is in it for me, my school, and my students? What are the 

direct benefits of participation? 

 

In cost benefit terms as discussed previously the senior staff and 

subject mentors perceived the benefits of their participation in terms 

of the impact their contributions may make on the development of 

ITT in Wales at the time. The structured interviews were scheduled 

to last about 20 minutes, (the shortest was 15 minutes and the longest 

almost one hour in practice). Visits were made locally for face–to-face, 

group, and individual interviews by appointment, which were often 

preferred at the end of the school day during calendared meeting time. 

The cost of covering staff during the school day was not considered 

justifiable within tightly constrained school budgets. The remaining 

structured interviews were conducted by telephone, again by 

appointment. 

Data gathered from the structured interviews was recorded by the 

researcher. All responses were given a unique identifier, anonymised 

and random words were agreed to identify questionnaires should a 

respondent wish to withdraw their data before the publication of the 

thesis. All raw data will be securely destroyed five years after the 

submission of this thesis in accordance with the Research Data 

Management Policy of the University. 

Initial invitations explained the purpose and context of the research 

and participants were again reminded at the start of the interview of 

their right to withdraw from the research process at any time. 

Structured survey interviews through the medium of English and 

Welsh were offered. To facilitate this either a third Welsh-speaking 

person was required or Welsh medium schools that were part of the 
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partnership would need to be excluded from the sample. This could 

lead to schools not wanting to participate in the research, leading to 

significant under representation of Welsh speakers and would have a 

detrimental risk of the thesis then not being representative. The 

decision was made to involve a Welsh speaker to translate and 

conduct a small number of structured survey interviews with those 

participants requiring the interview through the medium of Welsh. A 

member of the tutorial team translated the English questionnaire and 

mirrored the structured questions. The structured survey interviews 

were then facilitated by a questionnaire, which did not need 

interpretation or analysis. The Welsh language interviews were highly 

structured and involved going through the questionnaire by rote. It is 

considered that any divergent influence by the involvement of a third 

party was not significant. 

Structured interviews by telephone or face-to-face, individual or group 

to secure a minimum sample size were used. 

The response rate by methodology was as follows: structured 

interviews (face to face, individual/group) facilitated and conducted at 

University mentor training events gave a total of 15. Face to face 

(individual/group) or telephone interviews arranged with schools by 

appointment gave a total of 134, and structured interviews facilitated 

and completed during University Tutor visits gave a total of seven. In 

total 156 structured interviews completed the sample. 
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3.6 DATA ANALYSIS METHODS 

 

3.6.1 DATA ANALYSIS - PHASE ONE  

 

Table 15 shows the methodology and methods used in phase one of the research 

project. 

PHASE METHODOLOGY METHODS 

One Qualitative  SSIs with stakeholders, 

mentors and trainees 

One Research site 1. A Large 11-18 

comprehensive English medium 

school 

SSIs with senior, 

subject mentors and 

trainees  

One Research site 2. A small 11-16 bi-

lingual comprehensive school 

SSIs with senior, 

subject mentors  and 

trainees 

 

Semi-structured interviews 

 

A central aspect of the interviews sought to identify the activities, 

which the mentors undertake in supporting the trainees, the resources 

that are available to them to support the mentoring process in their 

schools as well as how mentoring proficiency is developed. 

Perceptions of the concept of mentoring and models of good 

mentoring practice were also sought. 

The analysis strategy for the interviews was based on Saldaňa, model 

of thematic coding, taking account of the more empirical questions 

within the interview. Saldaňa, (2009:4) argues that ‘coding is not a 

precise science; it’s primarily an interpretive act’. He reinforces this 

point by explaining, ‘Coding is a heuristic (from the Greek, meaning 

‘to discover’) - an exploratory problem-solving technique without 

specific formulas to follow’ (2009:8). According to Cooper (2009:245), 

Saldaña indicates that this is not seeking to be prescriptive nor to box 
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researchers into restrictive, inflexible processes that impede their 

analytic work’. 

 Ezzy (2002: 94) argues however that ‘Coding is the process of 

disassembling and reassembling the data….These fragments are then 

rearranged, through coding, to produce a new understanding that 

explores similarities, differences, across a number of different cases’. 

Ezzy continues to explain that initially coding is often confusing, with a 

considerable amount of disconnected material. Ezzy continues, ‘as 

coding progresses and themes emerge, the analysis becomes more 

organized and structured’.  

Axial coding, according to Ezzy (2002: 91) as opposed to open or 

selective coding, seeks to connect codes to categories, ‘to integrate 

codes around the axes of central categories’; the essence of axial 

coding is the interconnectedness of categories (Cresswell, 1998: 57). 

This emerged as the preferred method for data analysis as links 

between codes and categories were explored, presented in themes 

and their relationship to existing theory examined and illustrated.  

Data was collected and analysed, recording descriptive, ‘particular’ and 

‘real’ codes moving towards ‘abstract’ theory and inference after 

Saldaňa, (2009:12). Saldaña (2009:149) explains ‘The primary goal 

during Second Cycle coding, if needed, is to develop a sense of 

categorical, thematic, conceptual, and/or theoretical organization from 

your array of First Cycle codes’. A tabulated logic chain representation 

of how each theme was identified, distinguished from First Cycle 

coding, (Appendix 17) followed the application of a graduated set of 

coding procedures at each stage. 
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The data was coded using an initial coding matrix as seen in Appendix 

(16) and finally analysed by themes during the Second Cycle coding and 

referenced to theory. This tabulated logic chain is referenced in 

Chapter Four. To code the data the audio recordings and 

transcriptions of the interviews were reviewed and an initial coding 

matrix was amended. As the work progressed, for example, data from 

research locations were identified separately for ease of analysis and 

the response frequency notes were made redundant. (Appendices 16 

and 17). This matrix was invaluable in recording the original source of 

the data and for first cycle coding. The selection of categories and 

themes were identified at this point, which related to the research 

questions either directly or divergently. Further reviews of the data 

found that the themes became more fine-grained and nuanced. 

Findings of the interview transcripts and initial coding matrix led to the 

development of fifteen categories and five distinct themes in the final 

analysis of results. Implicit meaning was sought from the use of 

language by the mentors, for example, ‘metaphorical hand holding’ 

offered as a definition of mentoring and ‘being able to see what you 

are not told’ offered as an example of good practice. 

Accurate descriptions of responses sought from open-ended questions 

were reported in the language of the informant. Quotes from 

interviews were used to illustrate points of discussion. Digital sound 

recordings were taken to ensure the validity and accuracy of the data, 

and retained electronically as a data source for validation. 

 

 

 



160 
 

3.6.2 DATA ANALYSIS - PHASE TWO  

 

Table 16 shows the methodology and methods used in phase two of the research 

project. 

PHASE METHODOLOGY METHODS 

Two Quantitative  SIs with Head teachers/Senior 

leaders/Mentors and subject mentors  

 

Structured interviews 

 

The data was collected using structured interviews and entered by the 

interviewer using the BoS software, which was clear and easy to use. 

Data was then exported into IBM SPSS, which was the preferred 

software package for analysis.  

The data collected in the questionnaire, with the exception of three 

open questions (5, 10, and 13) was already structured and was in a 

form that could be worked with. The analytical approaches that can be 

used are based on counting the number of cases and the statistical 

techniques that can be used depend on the consistency of the data 

collection process. (Matthews and Ross, 2010: 322). 

Cleansing of the data set that is required to eliminate some of the 

more obvious errors, was completed for example, range checks for 

attitude scale questions on each variable and frequency distributions 

on the main sampling variables. Further internal consistency checks 

were then carried out.  

The analysis typically went through several predictable stages, 

univariates to know ‘where we are and what we have’, bivariates to 

look for correlations between dependent and independent variables, 

and the possible benefits of multivariate studies (Oppenheim, 1992). A 
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relationship and cross tabulation was produced at this stage, which 

helped in the initial plan of analysis. 

Tests of statistical significance were carried out using SPSS to provide 

a measure of the probability that the relationships found in the data 

from the sample will also be found or not found in the wider 

population (Matthews and Ross, 2010). In the main, as the data was 

categorical a chi-square test was used, the results of which are 

discussed in Chapter Four. 

In the process of analysis, the data was summarised in a Top-line 

analysis (Appendix 18) and the features described in ways that were 

relevant to the research questions. Finally relationships between 

different sets of data were explored and triangulated in Chapter Four, 

-part three before discussion of the results in Chapter Five. 

 

3.6.3 TRIANGULATION OF DATA 

 

Researchers often triangulate among different sources of data to 

enhance the accuracy of their study, essentially, corroborating 

evidence from ‘different individuals’, ‘types of data’ and ‘methods of 

data collection’. Inconsistencies, similarities, contradictions, and 

discrepancies in the data sets are recognised and inadequacies in one-

source data is minimised when multiple sources confirm or support 

the same data in this way (Creswell, 2008). 

Yet, Gorard and Taylor (2004: 42-43) suggest a more complex view 

‘that the desired outcome from triangulation in research is for new 

material to synergize from the triangulated material’. Creswell (2008), 

Gorard and Taylor (2004) and Schwandt and Halpern (1988) put 



162 
 

forward interesting depictions of the ways triangulation in research 

can validate and enhance research. The more complex the project, the 

more likely that triangulation will move towards synergistic emphasis 

rather than act as justification alone. Bilorousky (2003) argues there 

will be many accounts made explicit, with commentaries on their 

contradictions, and a range of options for action presented which leads 

to new questions and a spiral of a deeper and wider level rather than 

a report being ‘a final conclusion of fact’. 

The triangulation of data strengthens the research by using two 

different methods to collect the data; different information provides 

data sets that complement one another, validates, and enriches the 

data and challenges findings. Methodological Triangulation, as 

employed in this research, is then, not a solely confirmatory exercise; 

often, problematizing a finding means having to think very carefully and 

robustly about its validity, which in turn might lead to conclusions, 

which are more nuanced, and sometimes problematic. Inductive 

reasoning is used with a number of specific examples to make broad 

generalisations from specific observations.  

Both data sets are presented, described, and developed further in 

Chapter Four in three distinct sections: qualitative data, quantitative 

data, and triangulation of the data. The process of data analysis is also 

explained further. Population and sample size as well as participants 

and sample groups are also explained in the next chapter.  
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CHAPTER FOUR – RESULTS 

 

Having two discrete and sequential phases of data collection enabled 

the approach to the second phase, to be based on the conclusions and 

insights from the first exploratory approach of data collection, as 

described in Chapter Three (Creswell and Plano Clarke, 2011). 

Chapter Four presents the results of the research in three distinct 

sections: 

  

 4.1 Results from phase one, the qualitative research through 

semi-structured interviews, are presented and a thematic 

analysis is presented in 4.1.3 (Saldaňa, 2013). 

 4.2 Results from phase two, the quantitative research through a 

mentor survey using structured interviews, are presented again 

with a thematic analysis in 4.2.3 (Non-parametric techniques). 

 4.3 Triangulated results from both data sets identifying key 

findings and emergent conclusions are presented and further 

discussed in Chapter Five.  

 

The key themes identified in Chapter Four are as follows:- 

4.1 Phase one  

Theme 1. Approaches to transferring professional knowledge and 

practices 

Theme 2. Characteristics, qualities, and competencies of mentors and 

mentors  

Theme 3. Resourcing mentoring 
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Theme 4. Opportunities for the development of mentoring proficiency 

Theme 5. Policies and procedures 

4.2 Phase two 

Theme 6. The internal and external infrastructure required for 

effective mentoring provision  

Theme 7. Key features of ITT policies and procedures in current and 

developing partnership programmes  

Theme 8. The impact that mentoring and mentorship development has 

on teacher attrition during training 

    

4.1 QUALITATIVE RESEARCH  

 PHASE ONE - SEMI-STRUCTURED INTERVIEWS 

 

This section explains the sample groups participating in the semi- 

structured interviews and describes the demographic detail of the two 

research sites. The process of data analysis is further developed from 

Chapter Three, illustrating the detailed application of the coding 

process. (Saldaňa, 2009, 201; Richards and Morse, 2007; Lincoln and 

Guba, 1985; Boeije, 2010). Findings from the qualitative research data 

are finally presented, described, and analysed. Chapter 4.1 is presented 

in eight sections:- 

 

 The sample groups 

 Key themes 

 Analysis of data 
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 Presentation and description of findings 

 Thematic analysis - semi-structured interviews 

 A summary of findings from the two research locations 

identifying the main similarities and differences between them 

 A summary of key points emerging from the participants 

 Areas for development in phase two of the research 

 

 

4.1.1 THE SAMPLE GROUPS - PHASE ONE   

 

A total of 25 semi-structured interviews were conducted with senior 

and subject mentors, trainees, and stakeholders. Stakeholders were 

categorised within the following generic areas: School senior 

management, HEI ITT tutor and link officer, LEA advisor, Inspection 

team member and a life coach trainer. A summary of the interviewees’ 

characteristics is seen in the Interview Listing in Appendix (2). 

 

 

Table 17: Breakdown of participants according to sample group and gender 

SAMPLE 

GROUPS 

MALE FEMALE TOTAL 

Stakeholders 3 3 6 

Mentors 4 8 12 

Trainees 1 6 7 
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4.1.2 KEY THEMES 

 

These themes have been reproduced here from the analysis to give 

the reader an initial understanding of the five themes that later 

emerged in phase one of the research before being explored 

subsequently in greater depth later in 4.1.4 and 4.1.5. 

 

  

Theme 1. Approaches to transferring professional knowledge and practices  

Categories - Situated learning; the empowering model of mentorship; 

directive or non-directive mentoring practice.  

The first theme was the diversity in approaches taken in schools 

towards supporting the mentoring process when transferring 

professional knowledge and experience. These different approaches 

have implications for how the process is conceptualised in different 

schools and by different mentors.  

 

Theme 2. Characteristics, qualities, and competencies of mentors and 

mentees  

Categories – Characteristics and Skills (Professional, Personal, 

Qualities for mentees, Qualities for Mentors), Relationships.  

The second theme that emerged from the interviews, which relates to 

the first, was that of the pivotal role of the school-based mentor and 

the qualities and competencies required by the mentor and mentee. 

These qualities were considered fundamental to an effective 
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relationship between mentor and mentee for effective, quality 

mentoring to take place.  

 

Theme 3. Resourcing mentoring  

Categories - Resources (Time, Funding) Training (Internal, Whole 

school, External, University Provider).  

The third theme reflects on the second and features the support that 

was currently available for school based mentoring. The lack of 

resources for both time and funding have significant implications for 

the quality and consistency of mentoring trainee teachers in secondary 

schools as argued by Cameron (2014:132-134). This is a theme, which 

is explored during this, and subsequent phases of the analysis. 

  

Theme 4. Opportunities for the development of mentoring proficiency  

Categories - Community of practice, Continuous professional 

development, preferred trainers.  

The fourth theme developed from the response to opportunities 

provided for the development of mentoring proficiency in the research 

sites. Here the importance of mentoring as an element in the 

leadership framework and the continuing professional development 

for all staff became apparent.  

 

Theme 5. Policies and procedures  

Categories - Competency, Selection of Mentors, Consistency, 

Community of practice, Formal model. 
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The fifth theme developed from the policies and procedures in place 

in supporting the mentoring process. Whilst considered important to 

ensure consistency and competency it was apparent that systems alone 

afforded limited value. Cameron (2014:176) termed ‘human 

architecture’ to be of particular importance in order to give meaning 

to policies and procedures in practice.   

 

 

4.1.3 ANALYSIS OF DATA - PHASE ONE  

 

Saldaňa, (2013:8) explains coding as a ‘cyclical act’ which can involve 

several cycles of recoding to filter and focus common features of the 

data which will eventually generate categories and themes. The 

purpose of the process is to move from the ‘real to the abstract’ and 

streamline the codes to theory. Saldaňa, (2013:8) argues  

The qualitative codes are essence-capturing and essential 

elements of the research story that when clustered together 

according to similarity and regularity, they actively facilitate the 

development of categories and thus analysis of their 

connections. 
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Figure 1 shows the process referred to for data analysis. Saldaňa, J. (2009). The Coding 

Manual for Qualitative Researchers. London: Sage, p. 12. 

 

 

Figure 1 illustrates this process. Saldaňa, (2009:9) further argues 

‘Coding is thus a method that enables you to organise and group 

similarly coded data into categories or ‘families’ because they share 

some characteristic-the beginning of a pattern’. Lincoln and Guba 

(1985:347) confirm data is classified using ‘your tacit and intuitive 

senses’ when grouping them together. According to Richards and 

Morse (2007:57) when categorising qualitative data you move from 

‘the diversity of data to the shapes of the data’. Boeije (2010:109) 

briefly and concisely explains the purpose of Axial coding as ‘to 

determine which (codes) in the research are the dominant ones the 

best representative codes are selected’ and redundant codes are 

removed. 

For example, one of the initial codes was specifically in the context of 

‘skills’ particularly identified with mentoring. Everything relating to 

skills was initially coded under this category and then sub-divided into 
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characteristics and skills. On further analysis, it was apparent that not 

only did it concern the competencies required for the mentoring role 

but also the professional knowledge and experience of the mentor. 

After reconsidering and re-organising this sub category the emerging 

theme was split up even further to include the ‘professional’ and ‘highly 

developed personal skills’ required for the mentoring role. Finally, on 

analysing deeper through the sub-categories it became evident that the 

skills section needed to be sub-divided and identify both the qualities 

of an effective mentee and the essential and highly desirable qualities 

of a mentor. This category was then named characteristics and skills 

with four sub categories. Finally a fifth category was included, ‘mentor, 

mentee relationship’.  

These data sets then formed the basis for structuring the findings for 

the second theme ‘Characteristics, qualities and competencies of 

mentors and mentees’. 

The codes became more ‘refined, conceptual, and abstract’ (Saldaňa, 

2013: 8-9). Some of the first cycle codes, for example those reflecting 

differences in placements and previous experience of mentoring, were 

removed and not pursued further in the analysis as they were not 

deemed relevant to the thesis. Others were subsumed by other codes, 

for example, relationship changes over time was finally absorbed by a 

‘relationship’ category in the second theme. The five themes merged 

to become the outcomes of coding, categorising, and analytical 

reflection. Findings of the interview transcripts and first cycle interim 

coding matrix can be referred to in Appendices (6 and 17). Second 

cycle coding presenting codes, categories, and themes can be seen in 

Table 18:1-5. 
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Table 18 shows a tabulated ‘logic chain’ representation of how each 

theme was identified, distinguished from First Cycle coding (Appendix 

17) and following the application of a graduated set of coding 

procedures at each stage. It begins with a list of in vivo and descriptive  

codes on the left hand side of the page, and shows their development 

through grouping, comparison and contrast into categories (which was 

supported by memoranda at each stage). These show the reassembled 

data that became separated during the initial coding process. The 

identified themes, concepts, participants, and emergent theories 

arising from the analysis appear on each page and are further discussed 

later in the chapter.  

 

4.1.4 PRESENTATION AND DESCRIPTION OF FINDINGS - PHASE 

ONE  
 

Progressive analysis of the interview scripts, as described above, led to 

the development of five distinct themes, which emerged through 

iterative thematic analysis from fifteen initial categories with ten sub 

categories. 

An example of an interview transcript and initial coding matrix can be 

referred to in Appendices (6 and 17).  

 

Thematic presentation of results 

 

Five themes emerged which are summarised briefly below before being 

explored subsequently in greater depth. 
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Theme 1. Approaches to transferring professional knowledge and practices 

 

Categories - Situated learning; the empowering model of mentorship; 

directive or non-directive mentoring practice.  

 

The first theme was the diversity in approaches taken in schools 

towards supporting the mentoring process when transferring 

professional knowledge and experience. These different approaches 

have implications for how the process is conceptualised in different 

schools and by different mentors.  

 

Theme 2. Characteristics, qualities, and competencies of mentors and 

mentees 

 

Categories – Characteristics and Skills (Professional, Personal, 

Qualities for mentees, Qualities for Mentors), Relationships. 

 

The second theme that emerged from the interviews, which relates to 

the first, was that of the pivotal role of the school-based mentor and 

the qualities and competencies required by the mentor and mentee. 

These qualities were considered fundamental to an effective 

relationship between mentor and mentee for effective, quality 

mentoring to take place. 
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Theme 3. Resourcing mentoring 

 

Categories - Resources (Time, Funding) Training (Internal, Whole 

school, External, University Provider).  

 

The third theme emerged from reflection on the second. Theme 

Three features the support then currently available for school based 

mentoring. The lack of resources for both time and funding have 

significant implications for the quality and consistency of mentoring 

trainee teachers in secondary schools as argued by Cameron 

(2014:132-134). This is a theme, which is explored during this, and 

subsequent phases of the analysis. 

 

Theme 4. Opportunities for the development of mentoring proficiency 

 

Categories - Community of practice, Continuous professional 

development, preferred trainers. 

 

The fourth theme developed from the response to opportunities 

provided for the development of mentoring proficiency in the research 

sites. Here the importance of mentoring as an element in the 

leadership framework and the continuing professional development 

for all staff became apparent. 
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Theme 5. Policies and procedures 

Categories - Competency, Selection of Mentors, Consistency, 

Community of practice, Formal model. 

 

The fifth theme developed from the policies and procedures in place 

in supporting the mentoring process. Whilst considered important to 

ensure consistency and competency it was apparent that systems alone 

afforded limited value. Cameron (2014:176) termed ‘human 

architecture’ to be of particular importance in order to give meaning 

to policies and procedures in practice. 

 

The final set of questions for stakeholders, mentors, and trainees can 

be referred to in Appendices (7, 8, and 9). A small number of these 

questions were not included in the interview schedule for stakeholders 

or trainees as it was not deemed pertinent or relevant to them, for 

example, ‘Please describe a typical session with your trainee/mentor’ 

was excluded from the questions for stakeholders. 

 

Abbreviations are used to identify the source of the response and the 

key is as follows:- 

 

 

Stakeholder STK 

Senior mentor  SM 

Subject mentor SuM 

Trainee teacher TT 
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Table 18:1-5 below is separated by themes. The table is colour coded 

to show the source of the data, and exemplifies the coding method for 

the qualitative analysis. Research sites are shown as indicated by the 

colour key above each table. A detailed thematic analysis and 

exploration of the five themes follows on from each section of the 

charted data in table 18:1-5. 

 

 

 

 

Table 18:1-5 shows the final coding matrix for semi-structured 

interviews. 

 

Theme 1: Approaches to transferring professional knowledge and 

practices, is found on Pages 176 to180. 

Theme 2: Characteristics, qualities and competencies of mentors and 

mentees, is found on pages 185 to 191. 

Theme 3: Resourcing mentoring, is found on Pages 196 to 199. 

Theme 4: Opportunities for the development of mentoring 

proficiency, is found on Pages 204 to 209. 

Theme 5: Policies and procedures, is found on Pages 214 to 219. 
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Table 18.1 shows the final coding matrix for semi-structured interviews. 

Theme 1:  Approaches to transferring professional knowledge and practices. 

 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Part of a triangle of 

support, counselling, 

coaching and mentoring 

Stakeholder Situated learning 

The 

diversity in 

approaches 

and the 

impact on 

the quality 

of 

mentoring. 

Flexible to coach, counsel, 

mentor as required 

Stakeholder, 

Subject Mentor 
    

Whole school 

responsibilities, duties, 

weekly issues, meetings 

Subject Mentor     

Always end on a positive 

note 
Subject Mentor Empowering   

Confidence in yourself Trainee Teacher     

School experiences and 

challenges to reach a 

higher level 

Trainee 

Teachers 
    

How to observe lessons Subject Mentor     

Suggest strategies to 

consider and implement 
Subject Mentor     

Reflect on what is said to 

set own standards 

Stakeholder, 

Subject Mentor, 

Trainee Teacher 
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Table 18.1 shows the final coding matrix for semi-structured interviews. 

Theme 1:  Approaches to transferring professional knowledge and practices. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Reflection at end of 

practice 

Trainee 

Teacher 
Empowering 

The diversity in 

approaches and the 

impact on the 

quality of   

mentoring. 

Coaching empowers 

others to find solutions 

Stakeholder, 

Subject Mentors 
      

Developing teachers, 

challenging them to 

improve 

Stakeholder, 

Senior Mentor, 

Subject 

Mentors, 

Trainee 

Teachers 

  
  

Guidance, support and 

advice on standards 

Stakeholder, 

Senior Mentors, 

Subject 

Mentors, 

Trainee 

Teachers   
 

  

Co-working with 

different staff, scaffolding, 

co teaching, process of 

lesson planning 

Stakeholder, 

Subject Mentor, 

Trainee 

Teachers 

  
  

Reflect on lesson (from 

an interview perspective 

to raise issues with 

difficult trainee) Discuss 

changes suggested by the 

trainee who will re-teach 

the lesson.  End on a 

positive 

Senior Mentor, 

Subject Mentors 
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Table 18.1 shows the final coding matrix for semi-structured interviews. 

Theme 1:  Approaches to transferring professional knowledge and practices. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 
NOT SITE SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Suggested strategies for 

techniques and resources 

Senior Mentor, 

Subject Mentor, 

Trainee Teacher 

Empowering 

The diversity in 

approaches and the 

impact on the quality 

of   mentoring. 

Final session on how to 

put things right in the first 

year of teaching. Career 

Entry Profile 

Trainee Teacher       

Mentoring identifies what 

coaching is needed 

Stakeholders, 

Subject Mentors 

  
  

Coaching empowers the 

coachee 

Stakeholders, 

Senior Mentor, 

Subject Mentors 

  
  

Coaching is a short term 

process 

Stakeholders, 

Senior Mentor, 

Subject Mentors 

 
    

Coaching helps an 

individual to master tasks 

Stakeholders, 

Senior Mentor, 

Subject Mentors 

    

Coaching uses peer 

observation 
Stakeholders     

Coaching is not used 

here 

Senior Mentor, 

Subject Mentors 
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Table 18.1 shows the final coding matrix for semi-structured interviews. 

Theme 1:  Approaches to transferring professional knowledge and practices. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Consistently and regularly 

referring to standards. 

Having a role model 

Senior Mentor Directive 

The diversity in 

approaches and 

the impact on the 

quality of   

mentoring. 

Degree of telling. First 

stage, intervention 

required 

Stakeholders 

Senior Mentor 

  
  

Training teachers to 

teach and observe 

classroom practice 

Senior Mentor, 

Subject Mentor, 

Trainee 

Teachers 

  
  

Mentoring is more 

directive 

Stakeholder, 

Senior Mentor, 

Subject Mentors 

      

Mentoring sets more 

targets and follows them 

up 

Stakeholders, 

Senior Mentor 
  

  

Setting targets and 

challenging trainees 

Stakeholders, 

Subject 

Mentors, 

Trainee 

Teachers 
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Table 18.1 shows the final coding matrix for semi-structured interviews. 

Theme 1:  Approaches to transferring professional knowledge and practices. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Checking lesson plans 

before teaching lessons 

Trainee 

Teachers 
Directive 

The diversity in 

approaches and 

the impact on 

the quality of   

mentoring. 

Providing resources Trainee Teacher     

Scaffolding, role model at 

times 

Stakeholder, 

Subject Mentor, 

Trainee Teacher 

    

Modelling what is 

expected 
Subject Mentors     

Monitoring delivery of 

lessons 
Subject Mentor     
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4.1.5 THEMATIC ANALYSIS - SEMI-STRUCTURED INTERVIEWS - 

PHASE ONE-THEME 1 
   

This section presents a detailed thematic analysis and exploration of 

the findings outlined above in Table 18, Theme One above. 

 

Theme 1. Approaches to transferring professional knowledge 

and practices 

 

Theme One emerged as evidence to illustrate the approaches to the 

transfer of professional knowledge being used in partnership 

schools. The diversity of approaches included situated learning, 

directive, and non-directive perspectives. It was interesting to see 

frequent reference to situated learning and the need for training to 

be needs led. The concepts outlined by participants aligned with the 

‘empowering’ model of mentoring and to Clutterbuck’s (2005) belief 

that coaching and mentoring can be directive or non-directive 

depending on the context. Mentoring was seen as part of a system 

of support including counselling, coaching and mentoring with 

mentors using a range of these skills as required.  

A significant number of stakeholders and subject mentors confirmed 

their understanding of mentoring to be 

 

Mentoring is an over-arching term [which] identifies the coaching 

that is needed. Coaching is a short-term process, [which] helps the 

individual to master skills [whereas] mentoring is person-driven and 

the relationship is longer. STKs, SuMs  

 



 

182 
 

 

The perception of a short-versus long-term relationship and the 

difference between coaching and mentoring is interesting within 

participants accounts. The reviewed literature suggests that 

coaching tends to be about skills and technical mastery, whereas 

mentoring has been illustrated as the development of the whole 

person (Clutterbuck, 2008). The perception of participants’ 

accounts is in line with the literature and the mentoring relationship 

is discussed further in Chapter Five. 

 

A significant number of participants from all sample groups further 

stated that trainees needed both support and challenge and 

described the key feature of the mentoring role as  

 

To give guidance, support, and advice on Standards [and] 

developing teachers, challenging them to improve. STKs, SMs, 

SuMs. TTs  

 

Stakeholders further stated 

Seeing progress from capability to outstanding teacher through [a] 

balance of assessment, challenge, and support. STKs 

 

The data shows the perceived value in a collaborative approach to 

mentoring and to the use of reflection on action corresponding to 

the literature (Schön, 1983, 1991). The data illustrates also that 

there is a role for modelling at times even with experienced teachers 
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who need to hone particular skills. School based mentors are seen 

as critical friends.  

Trainee teachers confirmed their experience of empowerment as  

 

School experiences and challenges to reach a higher level, [gaining] 

confidence in yourself [and] reflection at the end of the practice on 

how to put things right in the first year of teaching. TTs 

 

A subject mentor commented which is indicative of other, similar 

perspectives expressed by this group, how they  

 

Always end on a positive note, [explain] how to observe lessons, 

and suggest strategies [with their trainees] to consider and 

implement. SuMs 

 

Trainees suggest at the start of the relationship a directive approach 

to mentoring is needed -  

 

Providing resources, checking lesson plans before teaching lessons. 

TTs 

 

Subject mentors explained how they    

 

Model what is expected and monitor the delivery of lessons. SuMs 
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The apparent different perspective between some trainees and 

these subject mentors is interesting and possibly simply due to the 

level of experience at the time of the data collection and alludes to 

how subject mentors approach their mentoring role. It could be that 

mentorship practice does not need to declare its intent and 

rationale, and that these do not need to be self-evident to the 

mentee, who may perceive the value of what they are offered 

differently and at a different, possibly less nuanced level, at this stage.  
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Table 18.2 shows the final coding matrix for semi-structured interviews.  

Theme 2: Characteristics, qualities and competencies of mentors and mentees.  

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Professional role model 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

SKILLS  

Professional  

knowledge 

and 

experience 

of mentor 

Quality 

mentoring. 

Knowledge of the 

standards 
Senior Mentor       

Up to date with statutory 

requirements 
Subject Mentor       

Able to work 

collaboratively with 

trainees 

Senior Mentor       

High expectations Senior Mentor       

Facilitator to liaise with 

other staff 
Subject Mentor       

Effective manager and 

leader 
Subject Mentor       

Effective communicator 

with trainee and 

colleagues.  Active 

listener and understanding 

Senior Mentor, 

Subject Mentors, 

Trainee Teachers 
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Table 18.2 shows the final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Team player Trainee Teacher SKILLS 

Highly 

developed 

personal 

skills of 

mentor 

Quality 

mentoring 

and the 

pivotal role 

of the 

Mentor. 

Organised to maximise 

time allocated for 

mentoring 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

      

Mentoring is a longer 

process about the whole 

person and is people 

driven 

Stakeholder, 

Senior Mentor, 

Subject Mentor 

      

Be objective and not take 

things personally 
Trainee Teachers       

Be able to see what you 

are not told 

Stakeholders, 

Subject Mentor 
      

Metaphorical hand holding 
Stakeholders,  

Senior Mentor 
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Table 18.2 shows the final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  

SITES 1 AND 

2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Person driven, critical 

friend, longer term, on-

going relationship 

Stakeholders, 

Senior Mentor, 

Subject 

Mentors, 

Trainee 

Teachers 

SKILLS 

Highly 

developed 

personal 

skills of 

mentor 

Quality 

mentoring and 

the pivotal 

role of the 

Mentor.  

Ability to recognise 

strengths 
Stakeholder       

Where you can see the 

intensity and dedication 
Senior Mentor       

Passion and concern for 

the individual 

Stakeholder, 

Senior Mentor, 

Subject 

Mentor, 

Trainee 

Teacher 

      

Practical advice homing 

in on needs of trainee 

Stakeholder, 

Senior Mentor, 

Subject 

Mentor, 

Trainee 

Teachers 

      

Going beyond the 

basics with partnerships 
Stakeholder 
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Table 18.2 shows the final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Seeing progress from 

capability to 

outstanding teacher 

through a balance of 

assessment, 

challenge and 

support 

Stakeholder SKILLS 

Highly developed 

personal skills of 

mentor 

Quality 

mentoring 

and the 

pivotal role 

of the 

Mentor. 

Do not take criticism 

personally 

Trainee 

Teachers 
  

Qualities of an 

effective mentee 
  

Be open to criticism 
Trainee 

Teachers 
      

Tenacity and engage 

with the process 

Trainee 

Teachers 
      

Take up suggestions 

for the next lesson 

Trainee 

Teachers 
      

Be proactive to find 

strategies of your 

own to discuss 

Trainee 

Teachers 
      

Good 

communication and 

listening skills 

Trainee 

Teachers 
      

 



 

189 
 

Table 18.2 shows the final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Reliability and 

punctuality to mentor 

sessions 

Subject Mentors, 

Trainee Teacher 
SKILLS 

Qualities 

of an 

effective 

mentee 

Quality 

mentoring 

and the 

pivotal role 

of the 

Mentor. 

Be prepared with up 

dated paperwork 
Trainee Teacher 

  
 

  

Honesty Senior Mentor       

Professional distance 

Senior Mentor, 

Subject Mentors, 

Trainee Teacher 

 

Essential 

or  highly 

desirable 

qualities 

of a 

mentor 

  

Patience 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

      

Nurturing Senior Mentors       

Enthusiastic and 

committed 
Trainee Teacher       

Honesty and support 

Stakeholders, 

Senior Mentor, 

Subject Mentor 

      

Flexibility Senior Mentor       
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Table 18.2 shows the final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Supportive and 

challenging 

Trainee 

Teacher 
SKILLS 

Essential or  

highly 

desirable 

qualities of 

a mentor 

Quality 

mentoring 

Pivotal role 

of the 

Mentor.  

Reliable 

Subject 

Mentors, 

Trainee 

Teachers 

      

Weekly meeting allows 

relationships to develop 

Senior 

Mentors, 

Subject 

Mentors 

 

Relationship 

between 

mentor and 

mentee 

  

Practice two needs 

more liaison work 

Senior 

Mentor 
      

Practice one gives 

generic advice and 

practice two advice is 

differentiated 

Senior 

Mentor, 

Subject 

Mentors 

      

Relationship changes as 

needs change 

Senior 

Mentor, 

Subject 

Mentors 

      

 



 

191 
 

 

 

Table 18.2 final coding matrix for semi-structured interviews. 

Theme 2:  Characteristics, qualities and competencies of mentors and mentees. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 NOT SITE SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

A lot can be learned 

from trainees 

Subject 

Mentor 
SKILLS 

Relationship 

between 

mentor and 

mentee 

Quality 

mentoring 

and the 

pivotal 

role of the 

Mentor.  

Depends on trainee and 

how they are coping, 

can be directive 

throughout 

Senior Mentor, 

Subject 

Mentors 

      

Counsellor in first 

practice 

Subject 

Mentor 
      

Directive to begin with. 

As trust develops 

relationship becomes 

less directive 

Senior 

Mentors 
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4.1.5 THEMATIC ANALYSIS - SEMI-STRUCTURED INTERVIEWS - 

PHASE ONE-THEME 2  

  

This section offers a detailed thematic analysis and exploration of 

the findings outlined in Table 18, Theme Two above. 

 

Theme 2. Characteristics, qualities, and competencies of 

mentors and mentors  

 

Theme Two illustrates the characteristics and qualities of mentors 

and mentees. Senior mentors emphasised the need to be a facilitator 

in order to meet the diverse needs of trainees. Again, the value of 

collaborative work between mentors and trainees and between 

senior and subject mentors is stressed. These findings highlight the 

value of the mentoring role as an opportunity for collaborative work 

that may or may not be realised. Mentoring is further seen as a time 

and resource intensive activity, with both trainees and mentor teams 

which corresponds to the literature discussed in Chapter Two 

(Jones, 2006; Lopez-Real and Kwan, 2005; Kerry and Mayes, 1995; 

Palmer, 2010 and Ingersoll, 2001). 

Stakeholders particularly emphasised the significant importance of 

highly developed personal skills and describe the power of in depth 

empathy in a mentoring relationship. Stakeholders explicitly stressed 

the importance of higher order skills.  
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Seeing what you are not being told, [the] ability to recognise 

strengths and going beyond the basics with partnerships. STKs, 

SuMs 

 

Stakeholders, experienced and immersed in teacher training over 

many years recognise the importance of these skills. The ability to 

recognise the feelings of others was considered a critical skill by this 

subject group. These findings correspond to the literature found in 

Chapter Two relating to higher order skills, the importance of 

empathy and emotional intelligence in mentoring relationships 

(Clutterbuck, 2004; Goleman, 1996; Newell and Hughes in Wright, 

2010).  

Further explanations of the mentoring relationship included  

 

Metaphorical handholding, showing passion and concern for the 

individual where you can see the intensity and dedication [of the 

mentor]. Practical advice homing in on the needs of the trainee. 

STKs, SM, SuM, TT 

 

These were considered important skills for managing relationships, 

for listening and for relating to others: skills, considered by both 

stakeholders and senior mentors to be vital for effective mentoring. 

‘Metaphorical handholding’ was described by stakeholders as a 

concept to illustrate the constant reassurance and help required 

when supporting trainees, especially as an indication of one’s 

interest or confidence in them.  

A large number of trainees stated essential qualities for an effective 

mentee included  



 

194 
 

 

Tenacity to engage with the process [is essential]. Do not take 

criticism personally, be open to criticism, and take up suggestions 

for the next lesson [as well as being] proactive to find strategies of 

your own to discuss. TTs 

  

Essential qualities of mentors were considered by trainees and 

mentors to be  

[The ability to maintain] professional distance, patience and 

reliability [as well as being] up to date with paper work. SMs, 

SuMs, TTs  

 

Important qualities considered by both trainees and subject mentors 

were seen as  

 

Reliability and punctuality to mentor sessions, patience, honesty 

and support. TTs, SuMs  

 

According to mentors, relationships between mentors and trainees 

and between senior and subject mentors are believed to change with 

need, sometimes being more directive to start. 

 

Practice one gives generic advice and in practice two advice is 

differentiated. SM, SuMs 

 

Depends on the trainee and how they are coping, [the relationship] 

can be directive throughout. SM, SuMs 
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[The relationship is] directive to begin with, as trust develops the 

relationship becomes less directive; the weekly meeting allows 

relationships to develop. SMs, SuMs 

 

The relationship changes as needs change. Practice two needs 

more liaison work. SM, SuMs 

 

The question of how the mentor/mentee relationship changes over 

time was not included in the interview schedule for stakeholders or 

trainees as it was not deemed either pertinent or an area that they 

had experienced. These findings correspond to the literature on 

how relationships evolve over time (Kram, 1983) and how 

mentoring can be directive or non-directive in different contexts 

(Clutterbuck, 2008). 
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Table 18.3 shows the final coding matrix for semi-structured interviews.  

Theme 3: Resourcing mentoring. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 NOT SITE SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Lack of Timetabled time 

for mentoring 

Stakeholders, 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

RESOURCES    Time 

Pivotal role 

of the 

mentor. 

Status of 

mentors. 

Consistency 

and quality 

of 

mentoring. 

Lack of time to train and 

support mentors 

Stakeholders, 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

      

Teachers are now so 

overloaded by 

expectations of them and 

the progress of their pupils 

that has caused a shift in 

the focus of the mentoring 

role 

Stakeholders       

Mentors not being available 

daily 

Subject Mentor, 

Trainee Teachers 
      

Workload clashes during 

second practice 
Subject Mentors       

Mentors losing touch with 

pupils in their classes  
Subject Mentor       

Lack of EPD funding for 

training 
Stakeholder     Funding  
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Table 18.3 shows the final coding matrix for semi-structured interviews. 

Theme 3: Resourcing Mentoring. 

   
COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 

SITE 

2  
SITES 1 AND 2 NOT SITE SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Trainee Teacher 

restrictions. Essential for 

trainee to teach classes 

of mentor. 

Subject Mentor RESOURCES    Funding 

Pivotal role of 

the mentor. 

Status of 

mentors. 

Consistency and 

quality of 

mentoring. 

In house mentoring and 

coaching 
Senior Mentor TRAINING     In house   

In-house higher level 

coaching 
Senior Mentor       

In-house shadowing of a 

mentor 
Subject Mentor       

Participating in the 

professional studies 

programme 

Subject Mentor       

Cascade training at 

university to all 

departmental staff 

Subject 

Mentors 
      

Statutory working with 

NQT’s and external 

mentors 

Senior Mentor       
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Table 18.3 final coding matrix for semi-structured interviews. 

Theme 3: Resourcing Mentoring. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

In-house whole school 

training days on 

coaching and 

mentoring 

Subject 

Mentor 
TRAINING 

Whole 

school 

framework 

Pivotal role 

of the 

mentor. 

Status of 

mentors. 

Consistency 

and quality 

of 

mentoring. 

Trainee Teacher part 

of coaching and 

mentoring training 

Senior Mentor       

Coaching and 

mentoring is at the 

centre of school 

development with 

performance 

management 

Senior 

Mentor, 

Subject 

Mentors 

      

Professional learning 

community for 

mentoring held once 

per term 

Senior 

Mentor, 

Subject 

Mentors 

      

External courses on 

coaching 
Senior Mentor   

External 

provider 
  

NLP training Senior Mentor       

GTP training Senior Mentor       

McMillan counselling Senior Mentor       

Estyn training 
Senior 

Mentors 
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Table 18.3 shows the final coding matrix for semi-structured interviews. 

Theme 3: Resourcing Mentoring. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 

SITE 

2  
SITES 1 AND 2 NOT SITE SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

External counselling 

course 

Subject 

Mentor 
TRAINING 

External 

provider 

Pivotal role of 

the mentor. 

Status of 

mentors. 

Consistency and 

quality of 

mentoring. 

Sharing good 

practice at cluster 

meetings, community 

of practice 

Senior 

Mentor 
      

University based 

mentor training 

Senior 

Mentors, 

Subject 

Mentors 

  
University 

provider 
  

University based 

training on new 

standards and 

amplification 

Senior 

Mentor, 

Subject 

Mentors 

      

Scenario based 

training at University 

Subject 

Mentor 
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4.1.5 THEMATIC ANALYSIS - SEMI-STRUCTURED INTERVIEWS - 

PHASE ONE- THEME 3 

  

This section offers a detailed thematic analysis and exploration of 

the findings outlined in Table 18, Theme Three above. 

 

Theme 3.  Resourcing mentoring 

 

Theme Three illustrates the perceived support for mentors needed 

in partnership schools. The two main barriers to effective mentoring 

explained by all subject groups were as follows  

 

The lack of timetabled time for mentoring. STKs, SMs, SuMs, TTs 

 

The lack of time to train and support mentors. STKs, SMs, SuMs, 

TTs 

 

The lack of time, funding, and training has led to inconsistency of 

practice and lack of quality in the mentoring process according to 

the informants consulted during this research. Often, interviewees 

noted, mentoring takes place after school as an extra-curricular 

activity. Interviewees further stated that mentoring might take place 

during the school day during one of the timetabled non-contact 

lessons designated for teacher preparation, planning, and 

assessment. These lessons are not designated official mentor-

mentee time. There was little evidence of additional non-contact, 
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protected time being allocated for the observation of lessons and 

mentor meetings with trainees. Participants noted that funding made 

available to the schools was frequently passed to the subject 

department supporting the trainee providing some reward for the 

work of the subject mentor within the department. No direct 

financial reward for the mentor was seen in the participating 

research schools.  

Other responses from subject mentors and trainees alluded to 

restraints resulting from the lack of resources.  

 

Mentors are not available daily and there are workload clashes in 

the second practice. SuMs, TTs 

  

These findings correspond to the literature in Chapter Two where 

Wright (2010) and Williams, (1993) reminds us that good mentoring 

is time consuming. 

An expression of concern by an experienced stakeholder illustrates 

the changing role of the school-based mentor in this theme.  

 

In the current climate of accountability in schools, there has been 

a shift of focus in the role, to use and interpret data on pupils and 

to ensure that the progress of each pupil in each lesson can be 

accounted for. STK 

 

A subject mentor further commented referring specifically to 

trainees  

I worry about losing touch with the pupils in my classes. SuM   
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which confirms the concern that mentoring had taken a turn 

towards compliance with drivers of external accountability at the 

expense of its role in developing the trainees’ relationships with 

pupils. Further, it is implied from what has not been said, that 

mentors are using school data to monitor trainees’ progress or are 

concerned that trainees may be having a detrimental effect on pupil 

progress.  

Participants’ observations suggest that there are divergent 

perceptions of the concept of professionalism, into which trainees 

are acculturated’. Evetts (2010:9-10) argues there are two versions 

of professionalism in knowledge-based, service-sector work 

‘organisational and occupational’. It is suggested that ‘Organisational 

professionalism’, is used more frequently by managers and ‘involves 

standardisation procedures which rely on externalised forms of 

regulation and accountability measures’. The term ‘occupational 

professionalism’ however ‘incorporates collegial authority which is 

based on autonomy and discretionary judgement and relies on trust 

from both employers and clients’.    

 

The diversity of approaches to non-accredited mentor training 

existing in partnership schools is also seen in this data. Participants 

pointed to an array of practices, including:  

 

In house shadowing of a mentor and participating in the 

professional studies programme. SuMs 
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In house whole school training days on mentoring, coaching, and 

higher level coaching skills. Coaching and mentoring [being] at the 

centre of school development with Performance Management. ITT 

is part of the coaching and mentoring training. SM, SuMs 

 

I cascade training from the University to all departmental staff. 

SuMs 

 

Participants stated that the circumstance in which mentoring takes 

place might be significant, contextual, and dynamic. They voiced 

their concern over a lack of resource and support for the role and 

an apparent dilemma of loyalties. Their concerns focussed on the 

trainee and the supportive developmental element of their 

mentoring role when critical assessment is shared. Mentors shared 

their concern about gifting the progress of children in their classes 

to the trainee whilst the mentor remained accountable for the 

pupil’s progress.  

A question on the mentor training was not considered relevant for 

stakeholders or trainees and was not for this reason included in 

their interview schedule. 
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Table 18.4 shows the final coding matrix for semi-structured interviews.  

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

All staff empathy, 

transferable skills used 

with pupils 

Stakeholders, 

Senior Mentor, 

Subject Mentors, 

Trainee Teachers 

Community of 

practice 

Quality and 

consistency of 

mentoring.  

Important as all teachers 

are mentors and 

members of a reflective 

community 

Stakeholders     

Training required to help 

trainees 'fit in' and belong 

to a community of 

practice. Induction 

Stakeholder, 

Subject Mentors, 

Trainee Teachers 
 .  

Essential for all 

departmental staff 

supporting a trainee 

Stakeholders, 

Senior Mentors, 

Subject Mentors, 

Trainee Teachers 

    

Community of practice 

vital for supporting 

mentors 

Subject Mentor     

Essential as Trainee 

Teachers  are part of 

school and school life 

Stakeholders, 

Senior Mentor, 

Subject Mentor, 

Trainee Teachers 

    

Liaison contacts - where 

to get help 

Stakeholder, 

Subject Mentor 
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Table 18.4 shows the final coding matrix for semi-structured interviews. 

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Mentors to be fully up to 

date 
Stakeholder 

Continuing 

professional 

development 

Quality and 

consistency 

of 

mentoring. 

Internal training for all 

staff should be  led by 

school and university 

Stakeholders, 

Subject Mentor 
    

Mentoring is the first 

stage of leadership 

training 

Stakeholders     

Training to support and 

challenge children and 

trainees  is vital 

Stakeholder, 

Subject Mentor, 

Trainee Teacher 
  

Essential training  so that 

all staff should be aware 

of standards 

Subject Mentor     

Training to ensure both 

schools and Universities 

are up to date 

Trainee Teacher     

Discussion of scenarios 

and role play 

Stakeholders, 

Senior Mentors, 

Subject Mentors 
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Table 18.4 shows the final coding matrix for semi-structured interviews. 

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Communication skills,  

asking the right questions 

and listening skills 

Stakeholders, 

Subject Mentors 

 Continuing 

Professional 

development 

Quality and 

consistency 

of 

mentoring. 

Creating the right climate, 

equality of relationship 

Stakeholder, 

Subject Mentor 
    

Flexibility. When to 

mentor, coach, counsel 
Stakeholder     

Human aspects - qualities 

required 
Stakeholders     

Knowledge of the 

resources available to 

help the unconscious  

incompetent 

Stakeholder   

Report writing,  systems 

and documentation 

Stakeholder, 

Subject Mentors 
    

Meeting the standards 

Stakeholders, 

Senior Mentors, 

Subject Mentors 
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Table 18.4 shows the final coding matrix for semi-structured interviews. 

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Co-observation of lessons 

Stakeholders, 

Senior Mentor, 

Subject Mentor 

 Continuing 

Professional 

development 

Quality and 

consistency 

of 

mentoring. 

Classroom observation 

and motivational feedback 

Stakeholders, 

Senior Mentor, 

Subject Mentors 

    

Training on expectations 

to support consistency 

across schools 

Stakeholders, 

Senior Mentor, 

Subject Mentor 

    

Contact with the 

university to discuss 

expectations and 

problems 

Senior Mentor     

Assessment and grading of 

lesson observations 
Subject Mentor     

Interim meeting at 

universities 

Stakeholder, 

Senior Mentor  . 

Use of easy access to 

University staff 

Stakeholders, 

Senior Mentors, 

Subject Mentors 
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Table 18.4 shows the final coding matrix for semi-structured interviews. 

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Co-observing of lessons 

with University tutors is 

invaluable 

Stakeholder,  

Senior Mentor, 

Subject Mentors 

 Continuing 

Professional 

development 

Quality and 

consistency 

of 

mentoring. 

Building relationships 

with University Tutors 

Senior Mentor, 

Subject Mentors 
    

Collegiate approach to 

training, sharing skills 

four ways 

Stakeholders, 

Senior Mentor, 

Subject Mentors 

    

Encourage standard 

mark for mentoring to  

ensure consistency of 

process, and support 

reflective action 

research at Masters level 

Stakeholder     

Involvement of school 

subject staff in the 

recruitment of trainees 

Senior Mentor, 

Subject Mentor 
    

Developing teacher days 

to showcase good 

practice of key 

educational issues for 

trainees at schools 

Stakeholder     
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Table 18.4 shows the final coding matrix for semi-structured interviews. 

Theme 4: Opportunities for the development of mentoring proficiency. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

LEA leading mentor 

training for all schools 
Stakeholder 

Preferred 

trainers 

Quality and 

consistency 

of 

mentoring. 

Accredited reflective 

mentor training by 

University 

Stakeholders, 

Subject Mentor 
    

Training by outstanding 

mentors with the right 

skill set to train 

Stakeholder, 

Subject Mentor 
    

Cluster meetings to share 

good practice amongst 

mentors 

Stakeholder, 

Subject Mentor 
    

Use of technology for 

training. Mobile cameras 

for recording real time 

lessons and discussion on 

assessment standards 

Stakeholder     

Delivered by University 

or senior mentor in 

house 

Subject Mentors     

Estyn Subject Mentor     
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4.1.5 THEMATIC ANALYSIS - SEMI-STRUCTURED INTERVIEWS - 

PHASE ONE-THEME 4  

  

This section presents a detailed thematic analysis and exploration of 

the findings outlined in Table 18, Theme Four above. 

 

Theme 4.  Opportunities for the development of mentoring 

proficiency 

 

In Theme Four, which emerged as, opportunities for developing 

proficiency in mentoring, the importance of a community of practice 

for mentors is featured once more. (Wenger, 2002). This aspect of 

training is discussed fully in Chapter Five. 

 

A community of practice is vital in supporting mentors. SuM  

 

Almost without exception participants stated that training for all 

departmental staff where a trainee was placed and whole staff 

training was seen as essential to increase awareness and staff 

empathy.  

 

For all staff empathy, and transferrable skills which we use with 

pupils every day. STKs, SM, SuMs  
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This finding supports the case made by Kelly and Mayes (1995) for 

a Learning school. Training by HEI providers is again valued highly 

but the practical difficulty of releasing departmental and all school 

staff is highlighted. The use of whole school staff training days was a 

highlight of research site one. Technology has a role to play here 

particularly with the increasing difficulty of releasing teachers from 

lessons to attend training. Video-conferencing and exemplar-

teaching observation could be usefully employed. Co-observation of 

lessons in particular with University Tutors is considered 

particularly valuable and the skill of data handling and assessing pupil 

progress is now considered essential. Bespoke HEI training on the 

school site was considered practical and highly valued. 

 

Co-observation of lessons with University tutors is invaluable. STK, 

SM, SuMs 

The use of technology for training. Mobile cameras for recording 

real time lessons and discussion on assessment standards. STK 

Accredited reflective mentor training by the University [is needed]. 

STKs, SuM 

 

One subject mentor stated that  

 

 Mentors need to be fully up to date and both schools and 

universities [need to be] up to date with developments to ensure 

that all staff are aware of the Standards’. SuM  

 

There is an appetite among some participants for a systemised 

programme of accredited mentor training, enabling the 
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acknowledgement of prior learning and reflection on practice. 

Furthermore, participants stated that mentoring should feature in 

the leadership continuum. These findings correspond to the 

literature in Chapter Two, which reviews and considers educative 

mentoring and discusses three models of mentor preparation; the 

apprenticeship model, the competency model, and the reflective 

model, reviewed and analysed by Brooks and Sikes (1997). 

 

Key stakeholders repeatedly commented 

 

Mentors should be fully up to date; mentoring is the first stage of 

leadership training. STKs 

 

 A Standard Mark for mentoring should be encouraged to ensure 

consistency of approach…, encourage, and support reflective 

action research at Masters Level. STKs   

 

Developing teacher days to showcase good practice of key 

educational issues for trainees at school [is considered good 

practice]. STKs 

 

Stakeholders together with senior and subject mentors identified 

areas for the professional development of mentors. 

 

Training on expectations to support consistency across schools, 

classroom observation and motivational feedback, discussion of 

scenarios and role-play as well as meeting the standards [are key 

areas for development of mentor skills.] STKs, SMs, SuMs  
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According to trainees, 

Training to ensure both schools and universities are up to date and 

training to support and challenge children and trainees is vital. TTs  

  

Subject mentors together with stakeholders additionally preferred, 

 

Cluster meetings to share good practice amongst mentors and 

training by outstanding mentors with the right skill set. STKs SuMs 
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Table 18.5 shows the final coding matrix for semi-structured interviews.  

Theme 5: Policies and procedures.  

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

 

CODE  SOURCE CATEGORY THEORY  

Classroom observation 

and motivational, 

constructive feedback 

Senior Mentor, 

Subject 

Mentors, 

Trainee 

Teachers 

Competency 

Consistency 

of mentoring 

standards. 

Overview of trainee’s 

progress 
Subject Mentors     

Agree targets for next 

week 

Subject 

Mentors, 

Trainee 

Teachers 

    

Discuss lesson plans and 

resources for next week 

Subject Mentor, 

Trainee 

Teachers 

    

Progress towards targets 

Subject 

Mentors, 

Trainee 

Teachers 

    

Is marking up to date? Subject Mentor     

Share good practice and 

resources 

Subject Mentor, 

Trainee Teacher 
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Table 18.5 shows the final coding matrix for semi-structured interviews. 

Theme 5. Policies and procedures. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Contact with University 

Tutors by mentors and 

trainees 

Senior Mentor  Competency 

Consistency 

of mentoring 

standards.  

Reflection and assessment 

of standards 
Subject Mentor     

Monitoring professional 

standards for failing 

trainees 

Senior Mentor     

Whole school approach, 

schools taking 

responsibility for 

standards of mentoring 

within their QA 

procedures 

Stakeholder, 

Subject Mentor   

Need to be elected 

Stakeholders, 

Senior Mentors, 

Subject Mentors 

Selection process   

Passion for the role 

Stakeholders, 

Senior Mentors, 

Subject Mentors 
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Table 18.5 shows the final coding matrix for semi-structured interviews. 

Theme 5: Policies and procedures. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Has the skill set to 

manage the conflict of 

assessment, challenge and 

support  

Stakeholder, 

Subject Mentor 
 Selection process 

Consistency 

of mentoring 

standards.  

Experienced Senior 

mentor discussed with 

HOD 

Stakeholder, 

Senior Mentors, 

Subject Mentors 

    

All need training 
Stakeholders, 

Senior Mentor 
    

Minimum experience and 

outstanding practitioner 

required 

Stakeholders     

High level of up to date 

subject knowledge 
Subject Mentor     

Usually the mentor role 

is taken on by the HOD 

Senior Mentor, 

Subject Mentors 
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Table 18.5 shows the final coding matrix for semi-structured interviews. 

Theme 5: Policies and procedures. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Essential for Senior 

mentors to have  whole 

school experience and 

access to Senior Mentor 

to facilitate support 

Stakeholder Selection process 

Consistency 

of mentoring 

standards. 

Essential for external 

mentors for NQT's to 

have  whole school 

experience 

Stakeholder     

Appropriate allocation of  

mentor to mentee is 

essential 

Trainee Teacher     

University having local 

knowledge to place 

trainees in appropriate 

schools 

Stakeholder     

Monitoring quality of 

mentoring 
Senior Mentors Consistency   

Regular contact and 

availability 

Stakeholder, 

Senior Mentor, 

Subject 

Mentors, 

Trainee Teacher 

    

NQT reports  from 

external mentors need 

monitoring for 

consistency 

Stakeholder     
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Table 18.5 shows the final coding matrix for semi-structured interviews. 

Theme 5: Policies and procedures. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Lack of knowledge by 

trainees on what to 

expect from mentors in 

schools 

Stakeholder  Consistency 
Consistency 

of mentoring 

standards. 

Lack of consistency of 

approach 
Stakeholder     

Unclear policies 
Trainee 

Teachers   

No appropriate 'private 

space' for feedback 
Subject Mentors     

Support subject mentors Senior Mentor 
Community of 

practice 
  

Induction and help 

trainee to fit in 

Stakeholder, 

Subject Mentors 

Trainee 

Teachers 

    

Welcoming subject 

Department and mentor 

Trainee 

Teachers 
    

Other trainees on 

placement 

Trainee 

Teachers 
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Table 18.5 shows the final coding matrix for semi-structured interviews. 

Theme 5. Policies and procedures. 

COLOUR KEY FOR 

CODED RESPONSE 
SITE 1 SITE 2  SITES 1 AND 2 

NOT SITE 

SPECIFIC 

 

CODE  SOURCE CATEGORY THEORY  

Extra-curricular 

involvement 
  

Community of 

practice  

Consistency 

of mentoring 

standards.  

Organisation of the 

Professional Studies 

Programme at school 

Trainee 

Teachers 
Formal model   

Professional studies at 

University 

Trainee 

Teachers 
    

Focus on University work 

and folder 

Senior Mentors, 

Subject 

Mentors, 

Trainee 

Teachers 

  

Whole group on progress 

and weekly focus 

Stakeholder, 

Senior Mentors 
    

Discussion of key 

educational issues 

programmed by the 

University and Senior 

mentor 

Senior Mentor, 

Subject 

Mentors, 

Trainee Teacher 

    

Ensure documentation is 

up to date, discuss 

careers 

Subject Mentor     
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4.1.5 THEMATIC ANALYSIS - SEMI-STRUCTURED INTERVIEWS - 

PHASE ONE-THEME 5 

 

This section presents a detailed thematic analysis and exploration of 

the findings outlined in Table 18, Theme Five above. 

 

Theme 5.  Policies and procedures 

 

Theme Five develops Theme Four and illustrates the need for 

mentors to elect to undertake the role rather than be selected. 

Participants without prompting emphasised their need for induction, 

training, and development. Mentors in research location one 

without exception volunteered to undertake the role. In small 

schools in Wales it is observed practice that teachers often have 

multiple roles with mentoring being one. The role of mentor is 

frequently held by the Head of Department as found in research 

location two. Participants stated that the role is not resourced, and 

further commented that the role has no status or recognition. If 

resources were provided with status and recognition for the role 

then a pool of applicants for the role may become available. Almost 

without exception, all participants stated that   

 

Mentors should be elected, rather than selected, show passion for 

the role and have the skill set to challenge and support. STKs, SMs, 

SuMs, TTs 
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Stakeholders generally felt 

 

[It was] essential for senior mentors to have whole school 

experience and access to SMT to facilitate support, [to be an] 

outstanding practitioner with experience and Universities having 

local knowledge to place trainees in appropriate schools [is 

advantageous]. STKs  

 

[Mentors] Have the skill set to manage the conflict of assessment, 

challenge, and support. STK, SuM 

 

Subject mentors additionally have 

 

An overview of trainees’ progress, monitoring marking and [ensure] 

reflection and assessment of standards [takes place]. SuMs 

 

 

Assessing competence is a key feature of the mentor role that can 

lead to an uneasy balance of the formative and judgemental aspects 

of mentoring. The practice, assessment and grading of lessons is 

identified as a training priority by mentors. Trainees appreciated the 

support and challenge aspect of their relationship with their mentor 

and significantly, any tension within the role did not feature in 

responses from trainees.  
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Hobson and Manderez (2013), McIntyre, et al. (2009), Cullingford, 

(2006) and Daly and Milton, (2007) argue the conflicting roles 

compromise the mentoring relationship. The issue of 

‘judgementoring’ was discussed in 2.2.2 of the Literature Review and 

is discussed again in Chapter Five. 

 

All senior and subject mentors, as well as trainees stated a key 

feature of their role included    

 

Classroom observation and motivational, constructive feedback. 

SMs, SuMs, TTs  

 

According to subject mentors and trainees they 

 

Agree targets for next week, discuss lesson plans and resources for 

the next week, share good practice and resources and [discuss] 

progress towards targets. SuMs, TTs  

 

 

All sample groups felt  

 

Regular contact and availability [of the mentor] was important. 

STKs, SMs, SuMs, TTs 
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These key aspects of the role need time. There is little evidence of 

support for mentors in terms of time resourcing. Resources are 

discussed further in Chapter Five. 

 

Senior mentors referred to 

 

Monitoring professional standards for failing trainees and 

[monitoring] contact with university tutors by mentors and trainees. 

SMs  

 

 There is little evidence of a consistent system to monitor the quality 

and consistency of mentoring in the schools visited. Quality and 

consistency of mentoring has been highlighted by Estyn and is 

discussed further in Chapter Five. 

 

A community of practice which is discussed fully in Chapter Five was 

considered important by all sample groups. 

 

[a] welcoming subject department and mentor, support for subject 

mentors and other trainees on placement. STKs, SMs, SuMs, TTs 

 

Stakeholders gave no responses. Mentors in research site two 

indicated the ethos in their school lends itself to an informal 

mentoring process, however in research site one senior and subject 

mentors referred to a formal model of mentoring in their school. 
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Discussion of key educational issues programmed by the university 

and senior mentor [takes place weekly], as well as a whole group 

session on progress. Sessions also focus on University work and the 

trainees’ folder. SMs, SuM 

 

Mentoring is seen here to be effective without policies and 

procedures to support it in some schools providing there is an 

informal structure and strong community of practice in place. 

Findings from the two research sites are presented below in 4.1.6. 

 

In the main, Theme Five considers the value and need for an 

‘architecture of mentoring’ as described in Cunningham 

(2012:17).This notion of architecture provides a useful dimension 

for understanding the mentoring process in schools. The data shows 

that institutional backing by providing time for mentors to fulfil their 

role and training for teachers to mentor effectively illustrates how 

the role is perceived in the school. The research aligns with 

Cunningham (2012:17), who argued strongly that effective 

mentoring needs solid institutional backing. Cunningham’s’ use of 

similes shines an interesting perspective on the issue… from the 

‘fertile seedbeds’ out of which mentoring might ‘grow and develop’, 

through the right ‘climate’ in which mentoring will ‘thrive’ to 

powerful ‘motors’ which will ‘propel’ mentoring forward. 
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4.1.6 A SUMMARY OF FINDINGS FROM THE TWO RESEARCH 

LOCATIONS - PHASE ONE 

 

Two schools with contrasting demographics were sampled, as 

described earlier in the chapter to provide an opportunity to 

explore in depth, the schools’ overall approaches to supporting 

trainee teachers and mentors. Senior mentors, subject mentors and 

all trainees on placement at the time of the research in both schools 

agreed to an interview.  

 

The following narrative explains how the research locations are 

both very successful training schools that are very different; the 

seven distinct factors within Cunningham’s (2012:17) ‘architecture 

for mentoring’ in both the schools are illustrated with similar and 

contrasting elements highlighted. The key similarities and differences 

are finally illustrated.  

 

RESEARCH SITE ONE 

Research site one is a systemised institution which by necessity, has 

a highly structured ‘architecture for mentoring’. The data will 

illustrate how this large institution operates when contact outside 

the department for trainees can be very difficult or non-existent. 

  

Institutional commitment 

Mentors believe their efforts are recognised and rewarded. In 

research site one, an additional, non-contact period per week is 
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timetabled for subject mentors to meet with their trainee. This is 

maintained throughout the academic year in recognition of the 

additional workload required when mentoring a trainee. However, 

participants in this school were asked if they considered there to be 

any barriers to effective mentoring in secondary schools. Almost 

without exception participants stated the ‘lack of time’ to mentor 

effectively was a factor stating that one lesson a week is not sufficient 

even if it is fully protected. Trainee teachers on their second practice 

confirmed this evidence at the time of the fieldwork. Learning 

conversations take place formally in planned mentor meetings and 

which are timetabled during the school day. Mentoring is considered 

a particularly valid form of CPD. In research site one frequent 

reference was made to the value of having a whole school 

framework, which featured the regular development of mentoring 

and coaching skills and gives an insight into the schools’ culture of 

CPD. The senior mentor however argued that not all teachers 

considered lead practitioners by their colleagues make good 

mentors if they are not able to work collaboratively and 

empathetically with trainee teachers. Excellent practice as a teacher 

does not necessarily mean excellent mentoring. 

 

Institutional ethos 

‘Collegiality has the real merit of encompassing the potential 

reciprocity of the mentoring relationships’ (Cunningham 12:18). The 

senior mentor and subject mentors identified professional 

knowledge and experience as important qualifications; having 

knowledge of the standards and being able to work collaboratively 
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were particularly cited. In research site one trainees appreciated 

being provided with resources. They valued, in particular teachers 

‘checking lesson plans’ prior to them teaching a lesson. It was usual 

for lesson plans to be presented to class teachers three days in 

advance allowing for discussion and amendments to be made. 

Participants were asked how important they thought it was for all 

teachers to be trained in mentoring. Almost without exception 

subject mentors and trainees in this school felt, it was essential to 

raise awareness of ‘all staff empathy’. Training emphasising the 

importance of the ‘Standards’, is referenced by mentors; a collegiate 

approach to mentor training and training by mentors for mentors 

was stressed. 

The case for all staff training in partnership schools is clearly made 

and the importance of a community of practice is further strongly 

emphasised. The issue relates directly to the culture and the 

commitment that research site one has made to coaching and 

mentor training over a number of years that has now embedded this 

culture and ethos within practice. Trainees commented on the way 

in which they ‘become part of a community of practice’ TTs. 

The trainees felt strongly supported by their subject mentor, the 

teaching staff in their department and by other trainees. In research 

site one all trainees support pupils in Homework Club one evening 

after school and the importance of practical problem-solving 

approaches in the social context for higher level learning is 

emphasised. In research site one, induction, and involvement in 

extra-curricular activities had helped the trainees to become part of 

the school community. A Professional Learning Community (PLC) 

of mentors featured in the cycle of meetings three times a year. 
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Physical resources for mentoring 

Research site one provided a staff development room which could 

be pre-booked and office space was available for confidential 

mentoring purposes. A small library of texts and professional 

journals were available for loan.  

 

Induction, training, and support for mentors 

A Whole School Framework for Continuous Professional 

Development (CPD) has evolved in research site one. ITT mentors 

are inducted and supported throughout their practice with in house 

training in addition to that of the HEI provider. Training on ‘the 

grading of lessons’ was considered highly valuable to support subject 

mentors in their role of assessment, challenge, and support. The 

CEP provides the basis for discussion in the first session with newly 

appointed teachers. For NQTs, in this particular school, a subject 

based Induction Tutor is appointed to support the newly qualified 

teacher throughout Induction and it is usual for this relationship to 

continue to the Performance Management cycle as coach and 

coachee in the early years of teaching. In this way, the mentoring 

relationship is extended and the senior mentor in this school, 

commented on the importance of their in-house training. Clearly, 

this process has evolved over time. The school has a very strong 

ethos of high quality continuous professional development. The 

school was a Welsh winner of a National Training Award in 2008 

for the quality of its training programmes for all school staff and the 
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significant engagement with ITT. Other forms of teacher 

development linked with universities featured in the strengths of the 

school in subsequent ESTYN inspections. This continuum of 

professional development from pre-service through into training 

ITT, induction, EPD, performance management and into middle and 

senior leadership is evident. Enhancing the partnership with HEIs 

programmes for both potential trainees and developing teachers 

before the first placement is offered at this school in partnership 

with the University. This provides an opportunity to observe real 

time lessons and includes seminars on key educational issues led by 

current lead practitioners at the school.  

 

Selection and accreditation of mentors 

The senior and subject mentors stated that mentors should be 

‘elected’ and ‘show passion for the role’; that ‘a high level of up to date 

subject knowledge’ was required and stated that mentor allocation 

should be discussed with heads of departments.   

ITT mentors are selected in this school from staff who have elected 

themselves to be mentors; they are further considered to have the 

required personal and professional skills. The role is recognised and 

considered a starting point on the leadership structure in research 

site one. 

The senior and subject mentors in research site one particularly 

emphasised the importance of highly developed personal skills in 

their responses: and further emphasised the importance of good 

organisational and communication skills. Trainees too emphasised 
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the need for mentors ‘to arrive punctually for the meetings’ to 

maximise the limited time allocated. Trainees in research site one 

considered further ‘organisational skills’, ‘reliability’, and ‘punctuality’ to 

be of importance in the mentor role. 

 

Clarity and consistency 

In research site one, monitoring for consistency, providing an 

appropriate private space for feedback and clear policies were 

considered essential to ensure the quality and consistency of the 

mentoring process. The situated role of the mentor is evidenced, 

with decisions constantly being made on when to support and when 

to challenge. Mentors are seen to help the trainee by discussing plans 

and problems and by engaging the trainee in whatever action they 

plan to take, increasing their confidence and encouraging them to 

take responsibility for their actions. Mentors without exception, 

identified their role as being a ‘facilitator’, challenging and supporting 

their trainees. This provides evidence of the effectiveness and impact 

of this model of mentoring as perceived by mentors and trainees for 

effective progress. Examples of popular collaborative working 

included, ‘team teaching a lesson’, ‘joint lesson planning’ which is 

followed by ‘observation of the teacher’s action’ and discussion of the 

lesson afterwards. 

 

Measuring the impact of mentoring 

The current emphasis on self-evaluation, as required by the 

inspection framework is relevant and provides strong evidence 
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supporting the quality of mentorship and the training of mentors. 

Chapter Six recognises that research into assessing the quality and 

impact of the mentoring process should be a requirement and 

identifies the issue as a question for further research.  

 

RESEARCH SITE TWO  

 

Research site two has a developing structure for CPD and heads of 

department are responsible for mentoring their trainee teacher. The 

geography of the school allows communication with trainees to take 

place frequently as all staff are in daily contact with each other; 

mentoring is situational and happens as required. 

 

Institutional commitment 

In research site two, mentor meetings take place informally as 

matters arise. The mentor allocates one non-contact period, once 

every two weeks, which was not additional to the norm. Participants 

in this school were asked if they considered there to be any barriers 

to effective mentoring in secondary schools. Almost without 

exception, participants stated ‘the lack of time tabled time’ for 

mentoring to be a factor. This was confirmed by the senior and 

subject mentors as well as by trainee teachers on their second 

practice at the time of the fieldwork. 

When asked how the terms mentoring and coaching were used in 

their institution it is interesting to note that mentors in research site 
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two produced the reflective comment that ‘the term coaching is not 

used here.’ 

Mentors in this school are also seen to help the trainee by discussing 

plans and problems and by engaging the trainee in whatever action 

they plan to take increasing their confidence and encouraging them 

to take responsibility for their actions. This provides evidence of the 

effectiveness and impact of this model of mentoring as perceived by 

mentors and trainees for effective progress. Examples of popular 

collaborative working included, ‘team teaching a lesson’, ‘joint lesson 

planning’ which is followed ‘by observation of the teacher’s action and 

discussion of the lesson afterwards’.  

Mentors were asked to identify the key features of their role; replies 

included several aspects of assessing competency. Mentors and 

trainees in the school emphasised the importance of ‘modelling’ at 

appropriate times. 

Overview of the trainees’ progress in this school included, ‘reviewing 

progress’ and ‘setting targets for the next week’, ‘classroom observation 

and feedback’ and ‘discussion of lesson plans and resources for next 

week’. 

Mentors together with trainees confirm their regular focus on work 

required for the University, in particular the reflective journal. 

 

Institutional ethos  

The situated role of the mentor is evidenced, with decisions on 

when to support and when to challenge constantly being made. 

Situated learning was identified in the research site school when 
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mentors explained the importance of and further emphasised the 

purpose of whole school responsibilities. Mentors stressed in 

particular the reasons to be an effective member of a duty team, the 

need to report any absence to the duty team leader, the need to 

arrive promptly at a duty point and what action to take should an 

incident arise. The importance of attending and being an effective 

member of teams was also stressed. Mentors explained and 

encouraged the involvement in extra-curricular activities. In this 

institution however, where a high proportion of pupils travelled 

some distance, this was found to be difficult to arrange.  

Mentors without exception, identified their role as being ‘a facilitator, 

challenging and supporting their trainees’. This model is reflected in a 

number of responses from both subject mentors and trainees.  

Co-working with different staff, scaffolding, co-teaching, the process 

of lesson planning. SuM, TT 

 

The importance of a community of practice was referenced, trainees 

felt strongly supported by their subject mentor, the teaching staff in 

their department and by other trainees. 

Physical resources 

Classrooms in departmental areas and small office space when 

available is used for mentoring trainees. In this small school setting, 

face-to-face meetings usually facilitate network by mentors; easy 

informal access to mentors by trainees on a daily basis is therefore 

frequently possible.   
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Induction, training, and support for mentors  

The strength of the partnerships with HEIs was evident by the 

importance and value placed by the school on the training provided 

by the Universities. Scenario based training and training on the 

amplification of the new Standards was particularly valued. All 

mentors without exception expressed this. 

Mentors saw themselves as being in partnership with the 

Universities. All mentors in research site two confirmed that 

internal training on mentoring is limited to the cascading of 

information from the HEI provider. One subject mentor ‘cascaded 

information from training at the University to his entire team’. 

Subject mentors in research site two, identified training in ‘classroom 

observation and giving motivational feedback’ as a priority. Subject 

mentors and trainees found setting challenging targets led to 

effective progress. Subject mentors also argued the importance of 

this part of the training. 

Participants were asked how important they thought it was for all 

teachers to be trained in mentoring. Unanimously subject mentors 

and trainees in this school felt it was essential to raise awareness for 

all staff empathy. The case for all staff training in partnership schools 

is clearly made and the importance of a community of practice is 

strongly emphasised.  

Participants offered the view that training was needed particularly 

concerning the Teaching Standards. A number of mentors in this 

school referred to the value of a collegiate approach to mentor 

training. Training by mentors for mentors was stressed. 
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Selection and accreditation of mentors  

In this very small secondary school, it is usual for the mentor role 

to be taken on by the Head of department. Mentors stated that 

colleagues should be ‘elected’ to the mentor role and should ‘show 

passion for the role’; they should have a high level of up to date subject 

knowledge and stated that discussions on mentor allocation should 

take place between experienced senior mentors and Heads of 

departments prior to an appointment being made.   

A significant number of mentors emphasised the importance of 

having good organisational skills for effective mentoring and saw 

‘good communication skills’ as essential when guiding and supporting a 

trainee.   

Trainees too, emphasised the need for mentors to be prepared and 

to arrive punctually for the meetings to maximise the limited time 

allocated. A significant number of trainees explained how good 

communication is fundamental to help and encourage them as 

learners.  

 

Clarity and consistency 

Each head of department is responsible for mentoring a trainee 

providing clarity of the role with the aim of ensuring a measure of 

consistency in the process across departmental areas. One head of 

department had an extension to the role of senior mentor and was 

in  daily contact with the team of mentors and trainee teachers. 
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Measuring the impact of mentoring 

The current requirement on self-evaluation established by the 

inspection framework is relevant however; reference to how the 

impact of mentoring is measured in schools was not required at the 

time of data collection. Chapter Six recognises that research into 

assessing the quality and impact of the mentoring process should be 

a requirement and identifies the issue as a question for further 

research.  

 

Similarities and differences between the two research locations 

 

i) Research sites one and two 

In both schools, subject mentors chose to be a mentor. Senior 

mentors saw their role as ‘monitoring the quality of mentoring’, 

however they noted the lack of quality assurance strategies for 

monitoring the consistency and quality of mentoring practice 

particularly the lack of accredited developmental training for 

mentors. 

Both schools valued the training delivered by the HEI providers in 

particular relating to ‘The Standards’. 

Senior mentors, subject mentors and all trainee teachers in both 

schools emphasised ‘good communication and listening skills’ as being 

important for effective mentoring and further identified being ‘highly 

organised’ as a skill to maximise the limited time available for meeting 

with mentors. The most important of essential qualities agreed by 

both mentors and trainees were ‘patience, flexibility, enthusiasm, 
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commitment, and diplomacy’. ‘Effective listening skills’ and 

understanding the mentees situation were considered to be 

important by the trainees. Trainees in both schools also agreed on 

the top five essential qualities of a mentee for effective mentoring as 

‘open mindedness, engagement with the process, being proactive, honesty 

and keeping paper work up to date’. 

 

ii) Research site one 

In research site one there is frequent reference to a whole school 

framework for CPD. The senior mentor in the capacity of Assistant 

head teacher leads the Training Academy and is a member of the 

leadership team. In-house training for mentoring and coaching is 

ongoing and features regularly in the programme for whole staff 

training days. The Assistant head leads the Professional Learning 

Community (PLC), which additionally enables mentors to meet 

three times in the academic year. This provides the opportunity for 

in-house developmental training and the discussion of monitoring 

strategies to ensure quality and consistency of mentoring practice 

across faculty curricular areas.  

 

iii) Research site two 

Research site two is a very small school. Its small size and single-

campus structure support a more informal approach, and a closer 

community of practice. Daily contact between teaching staff and 

trainees naturally occurs. Channels of communication are informal 

and the impact and effectiveness of learning within a ‘community of 

practice’ is strongly evidenced in research location two. Heads of 
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department are expected to take on the role of subject mentor as 

part of their portfolio and the appointed senior mentor monitors 

them in this role. A job description and person specification is 

therefore in-built and consistency across departments is provided. 

In conclusion, the study shows how the current system can be 

effective in different types of schools, in both informal mentoring 

and a formal structure for CPD. This is evidenced by the data, which 

provides an illustration of how the day-to-day processes of 

mentoring are successful in different educational contexts. 

 

4.1.7 A SUMMARY OF KEY POINTS EMERGING FROM THE 

PARTICIPANTS - PHASE ONE  
 

This section offers a concise summary of the key findings to have 

emerged during the detailed qualitative analysis above.  

 

Theme 1. Approaches to transferring professional knowledge and practice 

 

 All sample groups stated that trainees needed both support 

and challenge. 

 A significant number of stakeholders and subject mentors 

confirmed their understanding of mentoring to be an all-

encompassing term. 

 Trainee teachers and subject mentors confirmed their 

experience of empowerment and a directive approach to 

mentoring differently. This is possibly due the level of 
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experience at the time of the data collection and further to 

how mentors approach their role.  

 

Theme 2. Characteristics, qualities, and competencies of mentors and 

mentees 

 

 Stakeholders particularly emphasised the significant 

importance of the need for empathy, highly developed 

personal skills, and singularly particularly stressed the 

importance of higher order skills. 

 A large number of trainees stated essential qualities for an 

effective mentee included being open to criticism.  

 Both trainees and subject mentors saw reliability and being 

punctual to mentoring sessions as an important quality.  

 Maintaining professional distance, patience and reliability were 

seen as essential qualities of mentors by both trainees and 

subject mentors. 

 According to mentors, relationships between mentors and 

trainees and between senior and subject mentors are believed 

to change with need.  

 

Theme 3. Resourcing mentoring 

 

 The two main barriers to effective mentoring explained by all 

subject groups were a lack of time to mentor effectively and 

to train and support mentors.  
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 An experienced stakeholder illustrates the changing role of 

the mentor in the current climate of accountability in schools. 

Further, it was stated that this could lead to tensions in the 

mentor role of assessment, support, and challenge. A subject 

mentor further confirmed this concern and referred to losing 

touch with the pupils in their classes that trainees were 

teaching.  

 

Theme 4. Opportunities for the development of mentoring proficiency 

 

 All sample groups considered a community of practice to be 

essential as ITTs are part of school and school life. 

 All sample groups felt that mentor training for all staff was 

necessary to promote staff empathy. It was considered that 

transferrable skills used in mentoring could be usefully applied 

with pupils. 

 Stakeholders considered that mentoring is the first stage of 

leadership training and that mentors need to be fully up to 

date. Stakeholders advocated a Standard Mark for mentoring 

to encourage consistency of approach and reflective action. 

Research at Masters Level should be encouraged and 

supported. 

 Stakeholders, considered ‘showcase days’ to be good practice 

to share experiences of key educational issues for trainees at 

school. 

 Stakeholders expressed a preference to LEA leading mentor 

training for all schools. They further advocated the and use of 
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technology for training including the use of video cameras for 

recording real time lessons and discussion on assessment 

standards. 

 Stakeholders together with senior and subject mentors 

identified co-observing of lessons with university tutors as 

being invaluable, to the professional development of mentors 

to support consistency across schools. Trainees however, 

considered training was required to ensure both schools and 

universities are up to date and to enable support and 

challenge of children and trainees.   

 

Theme 5. Policies and Procedures 

 

 All sample groups stated that mentors should be elected, 

rather than selected; they need to show passion for the role 

and have the skill set to challenge and support trainees. 

 Stakeholders singularly felt it was essential for senior mentors 

to have whole school experience and access to SMT to 

facilitate support.  

 Senior, subject mentors and trainees stated ‘classroom 

observation and motivational, constructive feedback’ was a 

key feature of their role.  

 According to subject mentors and trainees, formal meetings 

take place to discuss progress towards targets and to share 

good practice and resources.   

 Senior mentors referred to monitoring professional standards 

for failing trainees and to monitoring contact with university 
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tutors by mentors and trainees.  

 All sample groups considered a community of practice 

important, to help trainees to ‘fit in’ to the school. 

 All sample groups stated regular contact and the availability of 

the mentor was important. 

 

4.1.8 AREAS FOR DEVELOPMENT IN PHASE TWO OF THE 

RESEARCH 

 

There are a number of areas that emerged from the findings as 

possible continuation of this work. 

The specific objectives of this phase of the research were to 

consider current understandings of the concept of mentoring. The 

study aimed to explore the mentoring process and the pivotal role 

of the school based mentor in partnership schools within a specific 

region of Wales. In addition, models of mentoring evident in the 

mentoring process, the skill set needed for effective mentoring and 

the opportunities for the development of mentoring proficiency 

were also sought.  

The current understandings of the concept of mentoring and how 

mentors perceive their role is evident in the data. The tasks 

undertaken by mentors, the key competencies, skills, and attributes 

that ensure quality and consistency of mentoring can also be found.  

To take this research further into a second phase I would look 

primarily to undertake a quantitative study using the concepts and 

categories developed during this qualitative analysis. This research 

would focus on the operational needs of schools to support the 
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mentoring process; to consider further the value of the mentoring 

process, the quality, and consistency of mentorship and how 

mentoring proficiency can be developed in schools. 

The quantitative research would seek to ascertain the views of head 

teachers/senior staff, and subject mentors about the operational 

requirements to support the mentoring of trainee teachers in 

secondary schools. It would particularly explore the different 

perception of mentors and senior leaders when considering the 

value, status, quality and consistency, resourcing and recognition for 

the mentor role.  

One trainee teacher, who continued off script during the semi-

structured interviews, identifies the school as having a significant 

impact upon their development, how it supported and challenged 

them throughout their training and says ‘I don’t think I could have done 

it without them’.   

This unsolicited observation is worth exploring and is key to the 

second phase of the research. 

 

…the school because you spend more time in school… in school 

they know you, they are with you five days a week… they talk at 

break time and lunch time and they know the type of person you 

are and how you work and that seems to have been more 

important to me and the fact that if you felt you needed more 

development, maybe KS4 and KS5 teaching they will offer you 

training in it and they don’t say here you go, they are slowly edging 

you in, right, what do you need? I have been coping with everything 

but they are always there pushing you that little bit more. You 

know, from even good lessons there can be areas of improvement, 

so they are pushing me even higher and I really enjoyed that, it 

gives you such a sense of achievement and there are times I have 
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been drawn to tears because I am doing so well they have nothing 

to say. You know they are pushing for a higher level thinking and I 

don’t think I could have done it without the schools. TT (RS1) 

 

This comment led to include a specific line of enquiry in the survey 

for the structured interviews in Phase two of the research. The 

quantitative research would seek to investigate the impact of 

effective mentoring on teacher retention during training and this 

resulted in the development and inclusion of three questions in the 

survey as follows:- 

 What are the main reasons for trainees leaving their course 

during training? 

 What could be done in terms of ITT to address these issues? 

 Explain how you think mentoring may impact on trainee 

retention. 

 

This, sequential, exploratory research design, presented as two 

phases is considered particularly relevant for the implementation of 

the Furlong review of Initial Teacher Training in Wales; published in 

2015 at the time of the collection of this data. It was intended that 

the research would make a significant contribution to inform and 

impact on how ITT moves forward in the region following the 

Furlong review and how the changes put in place since September 

2019 can be evaluated. 

The following section of Chapter Four presents and explains the 

results garnered from phase two of the research, the mentor survey 

using structured interviews.
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CHAPTER FOUR - RESULTS  

4.2 QUANTITATIVE RESEARCH 

PHASE TWO – MENTOR SURVEY VIA STRUCTURED 

INTERVIEWS 

 

The second section of Chapter Four presents, describes and analyses 

the findings from the quantitative data found in the second phase of 

the research. It reasons and justifies the population and sample size for 

the mentor survey (Muijs, 2011; Cohen, Manion and Morrison, 2007). 

Sample groups and sub-groups for analysis across sub sets are 

explained and justified and further descriptive statistics illustrate the 

demographic data of the participating schools. The process of data 

analysis is explained (Pallant, 2016; Muijs, 2011; Cohen, et al. 2007) and 

builds on the previous work in Chapter Three. Statistical tests carried 

out on the data are described and the findings are explained. Results 

of the mentor survey are finally presented and described. Chapter 4.2 

is presented in six distinct sections:- 

 Population and sample size 

 The sample sub-groups  

 Descriptive statistics   

 Analysis of data 

  Presentation and description of findings 

  Thematic analysis 
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4.2.1 POPULATION AND SAMPLE SIZE - PHASE TWO  

 

A decision on the size of the population was required. In order for the 

responses to be reflective, a representative sample of the population 

not biased towards one group or another was required. Targeted 

sampling would ensure every member of the population had the same 

chance of being included (Muijs 2011). It was important to identify 

specific sub-populations in order to compare the views of head 

teachers/senior leaders with that of subject mentors. To ensure a 

suitably large number in both, stratified random sampling was used 

which enabled both randomisation and characterisation (Manion, 

Cohen, et al. 2007).  

The following figure 2 illustrates the reducing population size since 

2014 over the study period. The number of trainees in the partnership 

has reduced and the number of active subject mentors and the number 

of active schools used to accommodate their placements has also fallen 

in consequence. The sample frame data was provided by universities 

in the partnership. 

 

 

 

 

 

 

 

Figure 2 shows the total number of trainees in the partnership during the research 

period. 
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Calculation of population size 

Table 19 shows the total number of active partnership schools used by 
universities during the research period. 

Year Total 

2014-2015 84 

2015-2016 67 

2016-2017 74 

2017-2018 65 

 

 

Table 20 shows the number of active partnership schools and therefore the 

number of senior leaders/senior mentors during the data collection period. 

Partnership schools used by Universities  2016-2017 2017-2018 

Total 74 65 

 

 

Table 19 illustrates the reduction in the number of schools used for 

trainee placements by the universities. The falling number of trainees 

registered on the PGCE partnership programme since 2014 is 

illustrated in Figure 2.  

The mean number of schools/school leaders for the data collection 

period (academic years 2016/2017 and 2017/2018) = 69  

 

Table 21 shows the total number of Subject Mentors/Trainees in active 

partnership schools during the data collection period. 

 2016-2017 2017-2018 

Total 129 101 

 

Table 21 illustrates the number of trainees placed in schools with 

allocated subject mentors. The mean number of subject mentors for 

the data collection period (academic years 2016/2017 and 2017/2018) 

= 115 
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The number of school leaders = 69 and the number of subject mentors 

allocated to trainees in active partnership schools = 115 gives a total 

averaged population for the structured interviews of 184 with a 

maximum response rate of 184. 

 

Table 22 shows the confidence level of the data 

Population 

size 

Sample size Confidence 

level 

Degree of accuracy/ 

margin of error 

184 156 95% 0.035 

 

The return is 84% and compares very favourably with research carried 

out by Cameron (2014:74, 81) when a structured mentor survey had 

a response rate of 25.7% and an open mentor survey developed for 

subject and professional mentors had a response rate of 39.3%. 

In 2014/2015 the population size was 235. These figures show a 

reduction of 50 (21%) in the population size since the start of the 

research project. The reasons for under recruitment of trainee 

teachers could form the basis of further research in this field. 

 

4.2.2 THE SAMPLE SUB-GROUPS - PHASE TWO  

 

Initially three sample groups had been identified to participate in the 

structured interviews for statistical analysis: Head teachers, senior 

mentors and subject mentors. 156 participated in the structured 

interviews, of those 79 (51%) identified themselves as subject mentors, 

57 (36%) as senior mentors and 20 (13%) as Head teachers in active 

partnership schools. Further research into the specific responsibilities 

of the senior mentor group found that 32 (20%) were also members 
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of the senior leadership team with their portfolio including the role of 

senior mentor. Due to the different nature of these two roles with 

Head teachers and senior leaders/mentors taking a more strategic role 

within the school and Senior/subject mentors a more operational role 

as illustrated in the qualitative data below, the sample groups were 

split as described below. 

 

Head teachers/senior leaders 

Contact was made with head teachers through personal assistants, 

followed with an email including the questionnaire and an 

accompanying letter which was bilingual. This resulted in a sample size 

of 20. In many cases the task was delegated to a senior leader with 

some responsibility for trainee teachers. Deputy and assistant head 

teachers were members of the senior leadership team and often senior 

mentors being responsible for a team of subject mentors in their 

schools. This was particularly the case in small, rural, coastal, and 

Welsh medium schools. This resulted in a separate group of 32 senior 

mentors as referred to below. For statistical analysis of head 

teachers/senior leaders their total number of respondents was now 

52.  

Finally, for the purpose of statistical analysis a new variable with four 

groups emerged from the sample: Head teachers (20), senior 

leaders/senior mentors (32), senior mentors (25), and subject mentors 

(79). 

Three sub-groups were originally coded using SPSS: Head teacher, 

senior mentor, and subject mentor as shown in Table 23 below. These 
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were then re-coded into four groups using SPSS and the data is 

presented in Table 23 below. 

 

Table 23 shows the original sub groups. (Q17) What is your leadership position 

in the school? 

Respondents Number Percent 

Head teacher 20 12.8% 

Senior mentor 57 36.5% 

Subject mentor 79 50.6% 

 

 

 

Table 24 shows the recoded sub groups. (Q17) What is your leadership position 

in the school? 

Respondents Number Percent 

Head teacher 20 12.8% 

Senior leader/senior mentor 32 20.5% 

Senior mentor 25 16.1% 

Subject mentor 79 50.6% 

 

 

4.2.3 DESCRIPTIVE STATISTICS - PHASE TWO  

 

Demographics  

The following Tables describe the demographics of participating 

schools in the sample: size of school in Table 25; language in Table 26; 

the school geographic situation in Table 27; the number of pupils 

eligible for free school meals in Table 28; schools that serve a 

Communities First Area in Table 29: and Pioneer school status in Table 

30.   
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Size of school 

The raw data for Question 26, which showed the number of pupils on 

roll, was grouped into interval-based response categories to further 

the analysis of the variable. Unit score totals for the number of pupils 

in Key Stages 3, 4 and 5 indicating the school groupings were 

referenced to do this (DfE 2017). The sample school size ranged from 

group 4 (up to 500 pupils on roll and a unit score of 3,501 - 5000) to 

group 8 (over 1751 pupils on roll and a unit score of over 17001). 

Results are shown in Table 25 below. 

 

Table 25 shows all responses to question 26. (Q26) How many pupils do you have 

on roll? 

Number of pupils in the school Number Percent 

Up to 500 24 15.4% 

501-800 42 26.9% 

801-1300 65 41.7% 

1301-1750 20 12.8% 

Over 1751 1 0.6% 

Null response 4 2.6% 

 

Language medium of the school 

 

Table 26 shows all responses to question 20. (Q20) What is the language medium 
of your school? 

Language medium of the school Number Percent 

Welsh medium 29 18.6% 

Bilingual 30 19.2% 

Predominantly English medium with significant use 

of Welsh 

29 18.6% 

Predominantly English medium 68 43.6% 
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Geographic situation of the school 

 

 

The number of pupils eligible for Free school meals in the school 

 
 

Table 28 shows all responses to question 2. (Q25) What percentage of pupils are 

eligible for free school meals? 

Percentage band eligible for 

free school meals 

Number of 

schools 

Percentage of 

schools in study 

1-5% 8 5.1% 

6-10% 45 28.8% 

11-15% 54 34.6% 

16-20% 20 12.8% 

21-25% 12 7.7% 

26-30% 12 7.7% 

More than 31% 4 2.6% 

 Null response 1 0.6% 

Average free school meals %  14.2% 

 

 

Schools that serve a Communities First Area 
 

 

Table 29 shows all responses to question 24. (Q24) Does your school serve a 
Communities First Area, (partially or wholly)? 

Nominal  Response Number Percent 

Yes 68 44% 

No 87 56% 

 

 

 

 

Table 27 shows all responses to question 21. (Q21) Where is your school situated? 

School situation Number Percent 

Rural area 54 34.6% 

Town/ city 102 65.4% 
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Pioneer school status of the schools 

 
 

Table 30 shows all responses to question 23. (Q23) Is your school a Pioneer 
school? Please tick any that apply. 

Pioneer schools Number Percent 

New deal (Professional learning) 27 17.0% 

Digital competence 11 7.0% 

Curriculum 47 30.0% 

The school is NOT a Pioneer school 78 46.0% 

 

 

4.2.4 ANALYSIS OF DATA - PHASE TWO 

 

BoS was used to collate and input the data from the questionnaire 

interviews. On completion of input, data from the open questions 5, 

10, 13 and 27 was removed and analysed into common themes and 

categories and at this point was not included in the quantitative data 

set which was exported to SPSS. This enabled the data to be cleansed, 

checked for input error which can happen during data entry or when 

participants failed to complete a question (Muijs, 2011). Missing data 

was tracked back to completed questionnaires and input errors 

corrected in the data file. All input errors corrected in the data set 

were recorded in a log book for further reference. Categorical values 

that were well above or below the other scores, known as ‘outliers’ 

were checked and if necessary corrected (Pallant, 2016). Some initial 

manipulation of the data was considered necessary for statistical 

analysis e.g. questions 17 and 26 as described below. 

Pallant (2016:85) gives several reasons for this process, 
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…the next step involves manipulating raw data into a form that 

you can use to conduct analyses and to test your 

hypothesis…this process may include adding up 

scores…collapsing continuous variables into categorical 

variables…reducing or collapsing the number of categories of a 

categorical variable… 

 

A codebook was created to define and label all variables and assign 

numbers to each of the responses. Two additional variables were 

initially included to categorise the size of school and re-categorise the 

sample groups for analysis. Pallant (2016:11) explains the process. 

 

Before you can enter information from your questionnaire, 

interviews or experiment into IBM SPSS, it is necessary to 

prepare a ‘codebook’. This is a summary of the instructions you 

will use to convert the information obtained from each subject 

or case into a format that IBM SPSS can understand. 

 

The code book can be found in Appendix (19). 

 

The four groups emerged from the sample as described earlier, Head 

teachers (20), senior leaders/senior mentors (32), senior mentors (25) 

and subject mentors (79) are used for the purpose of statistical 

analysis.  In this section percentages are therefore used as the size of 

the sub-groups were not uniform. 

Ranked data were analysed by adding up the numbers of each response 

across the respondents, thus resulting in an overall rank order of 

alternatives (Cohen, et al. 2007:360). The ranking questions have been 

re-arranged to reflect the ranking results and are not displayed in the 

questionnaire in this order. Rankings are useful in indicating degrees of 
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response. In this respect they are like rating scales (Cohen, et al. 

2007:325). Ranking questions are discussed further in Chapter Three; 

they can be an acceptable compromise but are limited to statistically 

analysed data. 

Non-parametric data are those which make no assumptions about the 

population and are often derived from questionnaires and surveys 

(Cohen, et al. 2007:503). Non-parametric techniques are ideal for use 

when you have data that are measured on nominal (categorical) and 

ordinal (ranked scales).They can be useful when you have very small 

samples and when your data does not meet the stringent assumptions 

of the parametric techniques. Non-parametric tests however tend to 

be less powerful ‘than their parametric cousins’, and therefore less 

sensitive in detecting a relationship or a difference among groups. They 

may therefore fail to detect these relationships and differences 

between groups that actually exist (Pallant, 2016:214). 

An appropriate test for association between variables, with categorical 

data, is a chi-squared test. This identifies statistical association between 

an independent variable and a dependent variable. Two categorical 

variables with two or more categories in each is required (Pallant, 

2016:218). One of the assumptions of chi-square concerning the 

‘minimum expected cell frequency, which should be 5 or greater’ was 

however frequently violated due to the small sample size. (Pallant, 

2016:220). According to Oppenheim (1992:294) questions with 

several answer categories may involve ‘collapsing’ say a 2X7 table into 

a 2X2 table. Several chi-squared tests were carried out and it was 

concluded that the results were not significant for reasons referred to 

above. However, there are obvious differences in the perception of 

some of the sample groups on some occasions. Examples of the chi-
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square test results where tables were ‘collapsed’ can be seen in 

Appendix (15). 

 

4.2.5 PRESENTATION AND DESCRIPTION OF FINDINGS - PHASE TWO  

 

Thematic presentation of results 

 

Analysis of the quantitative data led to the development of three 

distinct themes identified as Themes Six, Seven and Eight following on 

from the five themes found in phase one of the research. Theme Six 

emerged as the infrastructure to support mentoring, Theme Seven the 

key features of ITT policies and procedures and Theme Eight the 

impact of mentoring on teacher attrition during training. 

Theme Six focussed on the significance of the infrastructure required 

for effective mentoring provision. This theme had two strands, one 

relating to the support provided by the school and the second to that 

provided by external partners. Theme Seven related to ITT policies 

and procedures currently in place and those identified as in need of 

consideration in the development of future partnership agreements. 

The final theme, Theme Eight related to the impact that mentoring and 

mentorship development has on teachers during training.  

Results are presented by the following themes:- 

 

Theme 6. The internal and external infrastructure required for effective 

mentoring provision  

i) Time 

ii) Financial reward 
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iii) Training 

iv) Monitoring quality and consistency 

 

Theme 7. Key features of ITT policies and procedures in current and 

developing partnership programmes  

 

i) Current ITT programmes 

ii) Developing  future partnership programmes 

 

Theme 8. The impact that mentoring and mentorship development has on 

teacher attrition during training  

 

i) Reasons for attrition and strategies for retention 

ii) The impact of mentoring on trainee retention 
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Theme 6. The infrastructure required for effective mentoring 

provision 

i) Time 

Interviewees were asked how much time per week was allocated to 

their mentoring role and 43% (Q6) of respondents indicated that no 

time is given to mentors at the school to fulfil their role whilst 32% 

were given up to 1 hour, 22% between 1 and 3 hours, and 3% over 3 

hours which is shown in Figure 3.   

 
Figure 3  shows the response to question 6 according to all participants.  
(Q6) How much time do ITT mentors have per week at your school to fulfil their role? 

  

 

Figure 4 below indicates further the responses from senior leaders 

and mentors who do not have senior leader responsibilities and 

illustrates a perceptual divide on the amount of time given to mentors 

each week. In contrast Figure 5 illustrates that all participants are of 

the opinion that the mentoring role ideally should be allocated 

between one and two hours.  
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Figure 4 shows the response to question 6 according to sub-groups. (Q6) How much time 
do ITT mentors have per week at your school to fulfil their role?  

 

74% (Q6a) of respondents indicated that their allocated time for 

mentoring was not additional non-contact time. Only 25% (Q6a) of 

respondents therefore were given time in their school to carry out 

their mentoring role as shown below. 

 

Table 31 shows all responses to question 6a. (Q6a) Is this time ADDITIONAL non-

contact time? Please select your response. 

Nominal response Number Percent 

Yes 39 25.0% 

No 116 74.4% 

 

This is in contrast with 71% (Q6b) of respondents indicating that 1-3 

hours per week would be ideal to fulfil their role as seen in Table 32 

below. 
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Table 32 shows all responses to question 6b. (Q6b) Ideally, how much allocated 

time do you think ITT subject mentors need to fulfil their role? Please select your 
response. 

Amount of time Number Percent 

None 0 0.0% 

Up to 1 hr 21 13.5% 

1-3 hr 110 70.5% 

Over 3hr 23 14.7% 

Missing values 2 1.3% 

 

Figure 5 below shows the responses given by Head teachers/senior 

leaders and mentors/subject mentors without senior leadership 

responsibility to Question 6b. Both sample groups indicate 1-3 hours 

per week would be ideal to fulfil the mentoring role. This result could 

reflect the expectation of the partnership agreement for one hour per 

week to be allocated for the mentoring role. 

 

Figure 5 shows the response to question 6b according to sub-groups. (Q6b) Ideally, how 

much allocated time do you think ITT subject mentors need to fulfil their role?  
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92% (Q1.4) of respondents agreed or strongly agreed that additional 

time should be allocated for mentoring trainees and 96% (Q1.5) 

further indicated this time should be protected. Additional time was 

clarified and defined during the interviews with all participants as being 

time tabled and additional to PPA time. This data is shown in Tables 

33 and 34. Figures 6 and 7 show the results from the different sub 

groups. 

 

Table 33 shows all responses to question 1.4. (Q1.4) Additional time table time 

should be allocated for mentoring. 

Scale  Number Percent 

Strongly Agree 88 56.4% 

Agree 55 35.3% 

Uncertain 10 6.4% 

Disagree 3 1.9% 

Strongly Disagree 0 0.0% 

 

 

Figure 6 shows the response to question 1.4 according to sub-groups. (Q1.4) Additional 
time table time should be allocated for mentoring?  
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Table 34 shows all responses to question 1.5. (Q1.5) Time for mentoring should 

be protected. 

Scale  Number Percent 

Strongly Agree 87 55.8% 

Agree 62 39.7% 

Uncertain 6 3.8% 

Disagree 1 0.6% 

Strongly Disagree 0 0.0% 

 

 

Figure 7 shows the response to question 1.5 according to sub-groups.  
(Q1.5)Time for mentoring should be protected. 

  

 

The data indicates considerable difference between the time currently 

offered to mentors and the time that would be ideal to carry out the 

role. 

 

 

 

44%

62%

48%

35%

6%
3%2%

00 0
0%

10%

20%

30%

40%

50%

60%

70%

HT/SL SM/SuM

P
er

ce
n

ta
ge

St.Agree Agree Uncertain Disagree St. Disagree



 

263 
 

ii) Financial reward 

Only 51% (Q1.6) of respondents strongly agreed or agreed that 

mentors should be financially rewarded, 26% were uncertain and 23% 

disagreed or strongly disagreed. 

 

 

Table 35 shows all responses to question 1.6. (Q1.6) Mentors should be 

financially rewarded. 

Scale  Number Percent 

Strongly Agree 31 19.9% 

Agree 49 31.4% 

Uncertain 40 25.6% 

Disagree 32 20.5% 

Strongly Disagree 4 2.6% 

 

Further to this 61% (Q2.5) of respondents were uncertain, disagreed 

or strongly disagreed teachers should receive a TLR for mentoring. 

This is shown in Table 36 below and is a key finding discussed further 

in Chapter Five. 

 

 

Table 36 shows all the responses to question 2.5. (Q2.5) Teachers should receive 
a TLR for mentoring. 

Scale  Number Percent 

Strongly Agree 21 13.5% 

Agree 40 25.6% 

Uncertain 46 29.5% 

Disagree 44 28.2% 

Strongly Disagree 5 3.2% 
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These results support the qualitative data in part one of the research 

and indicate that time for mentoring is the issue for mentors more so 

than any financial reward in the current climate. A majority, 61% 

(Q2.5) of respondents were uncertain, disagreed or strongly disagreed 

that a TLR should be available for mentoring ITT. Responses from the 

sample groups are analysed further and can be seen below in Figures 

8 and 9. 

  

 

 
Figure 8 shows the response to question 1.6 according to sub-groups.(Q1.6) Mentors 

should be financially rewarded. 
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Figure 9 shows the response to question 2.5 according to sub-groups. (Q2.5) Teachers 
should receive a TLR for mentoring.  

 

Figures 8 and 9 show differing opinions between the subgroups and 

indicate higher levels of agreement among non-leadership mentors 

that mentors should be financially rewarded and that teachers should 

receive a TLR for mentoring. Difficulties surrounding the time of 

allocating a TLR ( to include a financial provision specifically before any 

income is certain) and the unknown subjects and number of trainees 

that could be placed at the school were explained in detail by senior 

leaders. Senior leaders were also very mindful of their limited and 

reducing whole school budget. 

 

iii) Training 

Another element of support is the intrinsic value that mentoring is 

perceived to have in the school. Education policy in Wales has almost 
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employment terms and conditions being devolved early in 2018. This 

being acknowledged, a Select Committee report into ITT in England 

commented that ‘mentoring of trainees is still not seen as a central 

requirement of all teachers, as it is, for example, for the medical 

profession’. The report added that ‘there is a need to raise the status 

of school teachers who are involved in delivering initial teacher training 

in schools (including but not limited to mentoring)’ House of 

Commons, (2010a:33-35). 

80% (Q2.4) of respondents agreed or strongly agreed that mentoring 

trainees should be included in the Leadership Framework for Wales 

and 81% (Q2.6) further agreed or strongly agreed that mentor 

accreditation should be encouraged. This data is shown below in 

Tables 37 and 38. 

 

Table 37 shows all responses to question 2.4. (Q2.4) Mentoring trainees should 
be recognised in the Leadership Framework for Wales. 

Scale Number Percent 

Strongly Agree 32 20.5% 

Agree 93 59.6% 

Uncertain 27 17.3% 

Disagree 3 1.9% 

Strongly Disagree 1 0.6% 

 

 

 
Table 38 shows all responses to question 2.6. (Q2.6) Mentor accreditation should 

be encouraged. 

Scale Number Percent 

Strongly Agree 36 23.1% 

Agree 90 57.7% 

Uncertain 26 16.7% 

Disagree 4 2.6% 

Strongly Disagree 0 0.0% 
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Figure 10 below shows further the belief of all senior leaders and 

mentors who participated, that mentoring should feature in the 

Leadership Framework for Wales. This is a key factor, indicates 

unanimity from both groups of respondents, and is referred to later. 

 

 

 
 

Figure 10 shows the response to question 2.4 according to sub-groups. (Q2.4) 

Mentoring trainees should be recognised in the Leadership framework for Wales.  

 

Data presented in Table 39 (Q1.7) indicates further that training 

should be encouraged. This is in contrast to the data reflecting the lack 

of accredited training being offered to mentors which is evident in 

(Q4) Table 40. This data indicates a significant difference in the profile 

of responses with only 5.0% of mentors being offered training with 

accreditation and over 80% indicating it should be encouraged.  
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Table 39 shows all responses to question 1.7. (Q1.7)Training should be provided 

for teachers to mentor effectively. 

Scale  Number Percent 

Strongly Agree 104 66.7% 

Agree 50 32.1% 

Uncertain 2 1.3% 

Disagree 0 0.0% 

Strongly Disagree 0 0.0% 

 

Further to this only 5% (Q4) of respondents were actually offered 

training with accreditation. This data in Table 40 indicates that 95% of 

respondents were not offered training with accreditation and is a key 

finding discussed in Chapter Five. A minority of 12% (Q4) of 

respondents also indicated that whole staff training on mentoring had 

been offered at their school. This data indicates that 88% of 

respondents were not offered whole school training on mentoring at 

their school. This is key data seen in Table 40 indicating the percentage 

of respondents who noted the type of support offered to them at their 

school to fulfil their mentoring role. 

Table 40 shows all responses to question 4. (Q4) Which of the following are 

currently offered as part of your mentor support arrangements for teachers who 

mentor trainees at your school? Please select any that apply.  

Mentor support Number Percentage of 

responses 

Mentor induction training for teachers who 

will be mentors in your school 

121 77.6% 

A school ethos and culture that supports 

high quality mentoring 

107 68.6% 

Mentor Handbook 104 66.7% 

Strong leadership 78 50.0% 

Schools' Code of Practice 58 37.2% 

Internal mentor development training 52 33.3% 

Schools' Mentoring Policy 47 30.1% 

Whole staff training on mentoring 19 12.2% 

Mentor/mentee contracts 15 9.6% 

Mentor accreditation 7 4.5% 
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Table 41 shows all responses to question 2.1. (Q2.1) Additional ITT funding 
should be linked to the accreditation of mentors. 

Scale Response Number Percent 

Strongly Agree 27 17.3% 

Agree 99 63.5% 

Uncertain 23 14.7% 

Disagree 6 3.8% 

Strongly Disagree 1 0.6% 

 

This data is a key finding and Table 41 and Figure 11 below are referred 

to and discussed later.  

 

 

Figure 11 shows the response to question 2.1 according to sub-groups. (Q2.1)Additional 

ITT funding should be linked to the accreditation of mentors.  

 

More respondents (Q4b.1) ranked mentor induction and development 
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support high quality mentoring together with strong leadership also 

rank highly in the top five responses. These are highlighted to reflect 

the ranking. Mentor training and its impact on the quality and 

consistency of the mentoring process is discussed later. Tables 43 and 

44 illustrate the similarities and differences in the sub-group data in 

relation to the importance of a school ethos supporting high quality 

mentoring, strong leadership, whole staff and mentor development 

training as well as a schools’ mentoring policy. 

Table 42 shows all respondents who chose a specific option to question 4b. (Q4b) 

Which of the following do you consider important to support mentors who 
mentor trainee teachers?  

 
Please RANK the top FIVE of these in order of the degree of importance to you, 

1= Most important 5 = Least important.  

       Ranking 

 
 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  

 

Mentor support 1 2 3 4 5 Total % 

Mentor induction training for teachers 

who will be mentors in your school 

81 26 23 9 3 142 91% 

A school ethos and culture that 

supports high quality mentoring 

34 32 25 23 14 128 82% 

Internal mentor development training 7 33 24 25 15 104 67% 

Strong leadership 20 23 20 20 20 103 66% 

Mentor Handbook 5 16 19 29 23 92 59% 

Schools' Mentoring Policy 2 8 13 9 16 48 31% 

Whole staff training on mentoring 1 6 7 8 21 43 27% 

Mentor accreditation 1 3 8 13 15 40 26% 

Mentor/mentee contracts 0 3 2 7 10 22 14% 

Schools' Code of Practice 0 2 1 5 5 13 8% 
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Table 43 shows respondents who chose a specific option to question 4b according 

to Head Teachers and Senior Leaders. (Q4b) Which of the following do you 
consider important to support mentors who mentor trainee teachers? 

 
 

Please RANK the top FIVE of these in order of the degree of importance to you, 
1= Most important 5 = Least important. 

Ranking       

Mentor support 1 2 3 4 5 Total % 

Mentor induction training for teachers 

who will be mentors in your school 

25 9 12 3 1 50 96% 

A school ethos and culture that supports 

high quality mentoring 

15 14 7 4 7 47 90% 

Strong leadership 8 12 7 9 5 41 79% 

Mentor Handbook 1 5 7 11 9 33 63% 

Internal mentor development training 1 7 7 10 6 31 60% 

Schools' Code of Practice 0 1 3 4 5 13 25% 

Schools' Mentoring Policy 0 1 3 2 6 12 23% 

Whole staff training on mentoring 0 1 3 2 5 11 21% 

Mentor accreditation 1 1 2 2 4 10 19% 

Mentor/mentee contracts 0 0 1 2 3 6 11% 

 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents 
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Table 44  shows respondents who chose a specific option to question 4b 

according to Senior Mentors who are not Senior Leaders and Subject Mentors. 
(Q4b) Which of the following do you consider important to support mentors 

who mentor trainee teachers? 

 

Please RANK the top FIVE of these in order of the degree of importance to you, 

1= Most important 5 = Least important.  

Ranking 

Mentor support 1 2 3 4 5 Total % 

Mentor induction training for teachers 

who will be mentors in your school 

56 17 11 6 2 92 88% 

A school ethos and culture that 

supports high quality mentoring 

20 18 18 18 7 81 78% 

Internal mentor development training 6 26 17 15 9 73 70% 

Strong leadership 12 11 13 11 15 62 60% 

Mentor Handbook 4 11 12 18 14 59 57% 

Schools' Mentoring Policy 2 7 10 7 10 36 35% 

Whole staff training on mentoring 0 5 4 6 16 32 31% 

Mentor accreditation 0 2 6 11 11 30 21% 

Schools' Code of Practice 1 1 7 3 7 19 18% 

Mentor/mentee contracts 0 1 3 5 7 16 15% 

 

 
 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents. 
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The data strongly suggests support for the development of accredited 

mentor training and further that schools encouraging accreditation 

should be recognised with additional funding. The data suggests the 

importance of the CPD aspect of mentoring which should feature in 

the Leadership Framework for teachers in Wales aspiring to middle 

and senior leadership position. 

Mentors were asked to select and rank from a list of statements the 

factors underpinning the development of their skills and practice as a 

mentor (Q7). Interestingly ‘general skills as a classroom teacher’ 

(Q7.1) was identified by more respondents as being the most 

important element in the development of their own mentoring skills 

as shown in Table 45 below. These results show that participants 

perceive their mentoring skills and practice to derive significantly from 

their own transferable skills as a teacher, mentor, and as a manager. 

Mentors stated that they obtained considerable benefit from training 

by the HEI and to a lesser extent from their experience of being 

mentored as a trainee teacher. These are highlighted to reflect the 

ranking given. Internal training or educational input is at best of 

moderate importance in developing a mentor’s skills and practice but 

could be a result of poor provision rather than an indication of 

potential benefit. Tables 46 and 47 show the similarities and differences 

in the sub-group data. 
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Table 45 shows all respondents who chose a specific option to question 7.1. 

(Q7.1)Which of the following do you consider were most important in the 
development of your mentoring skills and practice?  

 

Please RANK the top FIVE in order of the degree of importance to you, 1=Most 
important 5= Least important. 

Ranking       

Development of Mentor skills 1 2 3 4 5 Total % 

General skills as a classroom teacher 79 28 20 18 6 151 97% 

Cumulative experience of mentoring 

trainees 

27 30 30 33 10 130 83% 

University led mentor training events 9 22 36 25 30 122 78% 

Staff management skills as HOD or 

school manager 

17 24 34 24 20 119 76% 

Own experience of being mentored as a 

trainee 

13 31 15 16 33 108 69% 

School-led mentor training events 3 9 11 23 24 70 45% 

Further study ( e.g. at Masters level) into 

mentoring or CPD 

4 8 5 13 22 52 32% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents. 

 

 

 
 

 

 

 

 
 

 
 

 
 

 

 



 

275 
 

 

 
 

Table 46 shows respondents who chose a specific option to question 7 according 
to Head teachers and Senior Leaders. (Q7) Which of the following do you 

consider were most important in the development of your mentoring skills and 

practice? 

 

Please RANK the top FIVE in order of the degree of importance to you, 1=Most 
important 5= Least important.  

                   Ranking       

Development of Mentor skills 1 2 3 4 5 Total % 

General skills as a classroom teacher 26 10 5 7 2 50 96% 

Staff management skills as HOD or 

school manager 

10 11 12 9 6 48 92% 

Cumulative experience of mentoring 

trainees 

11 13 10 11 2 47 90% 

University led mentor training events 1 7 10 8 12 38 73% 

Own experience of being mentored as a 

trainee 

3 7 6 6 12 34 65% 

School-led mentor training events 0 1 4 7 7 19 36% 

Further study ( e.g. at Masters level) into 

mentoring or CPD 

1 3 3 3 7 17 33% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  
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Table 47 shows respondents who chose a specific option to question 7.1 
according to senior mentors who are not senior leaders and subject mentors. 

(Q7.1)Which of the following do you consider were most important in the 

development of your mentoring skills and practice? 

 

Please RANK the top FIVE in order of the degree of importance to you, 1=Most 
important 5= Least important. 

Ranking       

Development of Mentor skills 1 2 3 4 5 Total % 

General skills as a classroom teacher 53 18 15 11 4 101 97% 

University led mentor training events 8 15 26 17 18 84 81% 

Cumulative experience of mentoring 

trainees 

16 17 20 22 8 83 80% 

Own experience of being mentored as a 

trainee 

10 25 9 10 20 74 71% 

Staff management skills as HOD or 

school manager 

7 13 22 15 14 71 68% 

School-led mentor training events 3 8 7 16 17 51 49% 

Further study  (e.g. at Masters level) into 

mentoring or CPD 

3 5 2 10 15 35 34% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents. 
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iv) Monitoring quality and consistency 

 

A significant 70% (Q1.2) of respondents disagreed or strongly 

disagreed that mentoring can happen without policies and procedures 

to support and is shown in Table 48. Further discussion of the sample 

groups and school size data as seen in Figures 12 and 13 can be found 

in Chapter Five. 

 

Table 48 shows all responses to question1.2. (Q1.2) Mentoring can happen 

without policies and procedures to support it. 

Scale  Number Percent 

Strongly Agree 11 7.1% 

Agree 21 13.5% 

Uncertain 14 9.0% 

Disagree 78 50.0% 

Strongly Disagree 32 20.5% 

 

 

Figure 12 shows the response to question1.2 according to sub-groups groups. (Q1.2) 

Mentoring can happen without policies and procedures to support it. 
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Figure 13 shows the response to question 1.2 according to school size. (Q1.2) Mentoring 
can happen without policies and procedures to support it. 

 

 

57% (Q2.2) of respondents further agreed or strongly agreed the Estyn 

guidance for inspection should include some assessment of mentoring. 

This is shown in Table 49 and the responses from senior leaders and 

mentors is seen in Figure 14 below. Further discussion of this data is 

found later.  

 

Table 49 shows all responses to question 2.2. (Q2.2)The Guidance for Inspection 
should include some assessment of mentoring. 

Scale   Number Percent 

Strongly Agree 14 9.0% 

Agree 75 48.1% 

Uncertain 31 19.9% 

Disagree 29 18.6% 

Strongly Disagree 7 4.5% 
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Figure 14 shows the response to question 2.2 according to sub-groups. (Q2.2) The 

Guidance for Inspection should include some assessment of mentoring. 

 

However, there appeared to be uncertainty as to whether or not 

including recognition for ITT mentoring in the Estyn framework would 

make it more attractive to schools. In contrast 27% (Q2.3) were 

uncertain and 33% disagreed or strongly disagreed that if ITT was 

included in the Estyn Framework for Schools the school would be 

more willing to take on trainees as seen below in Table 50. 

 

Table 50 shows the response to question 2.3 according to sub-groups. (Q2.3) If 

ITT was included in the Estyn Framework for schools the school would be more 

willing to take on trainees. 

Scale HT/SL % SM/SuM % Total % 

Strongly Agree 3 16% 16 84% 19 12.2% 

Agree 12 28% 31 72% 43 27.6% 

Uncertain 13 31% 29 69% 42 26.9% 

Disagree 21 84% 20 49% 41 26.3% 

Strongly Disagree 3 27%  8 73% 11 7.1% 
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There appears to be general consensus that if ITT mentoring practice 

featured in the Estyn Framework it would encourage schools to take 

on more trainees. 57% (Q2.2) of respondents indicated that they 

agreed or strongly agreed that the Estyn Guidance for inspection 

should include some assessment of mentoring as seen in Table 49. It 

would appear from hearing what is not being said that if mentoring 

became an assessed feature by Estyn then it could formalise mentoring 

practices, deliver funding, put mentorship under greater scrutiny and 

eventually provide measurements of continuous quality assurances. 

46% (Q9) of respondents indicated that schools should be responsible 

for the quality of ITT mentoring and 43% indicated that HEIs should 

be responsible with 11% considering it should be the responsibility of 

the consortium. There are four regional Educational Consortia in 

Wales who work with schools to revise standards and provide a range 

of support which includes professional development and intervention 

programmes. Table 51 shows the results of all participants and Figure 

15 illustrates the data from senior leaders and mentors.  

 

Table 51 shows all responses to question 9. (Q9) Who should PRIMARILY be 
responsible for the quality of ITT mentoring? Please select your response and 

select only ONE. 

Organisations Number Percent 

Schools 71 45.5% 

HEIs 66 42.3% 

Consortium 18 11.5% 

 Null response 1 0.6% 
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Figure 15 shows the response to question 9 according to sub-groups. (Q9) Who should 
PRIMARILY be responsible for the quality of ITT mentoring? 

 

 

 

Supplementary comments from the participants made repeated 

reference to the amount of time spent on practice, impact of additional 

work load for schools and the lack of resources. Respondents 

additionally remarked upon the need for an external overview to 

ensure consistency and quality of the mentoring process.  

 

 

Schools 

In any good professional work place up to date practice is crucial, 

schools provide the context. HT (Q9) 

 

The application of theory takes place in schools and this is where the 

training takes place. ASS HT/SM (Q9) 
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The vast majority of time is spent in schools therefore monitoring the 

quality and consistency of mentoring should be undertaken by schools 

to ensure a first class experience. HT (Q9)  

 

HEIs 

There is a need for consistency between so many subject mentors and 

schools. A rigorous core programme of what is required regarding 

mentors is also required. SuM (Q9) 

 

HEIs are responsible for accrediting the programme. SuM (Q9) 

 

HEIs because schools do not have sufficient funds to provide the time 

for mentoring. Schools do not have sufficient depth of knowledge to 

support and develop mentors. SuM (Q9) 

 

Consortium 

Consortia have a responsibility to link with universities. They have 

specialist staff appointed for training and are an advisory body 

offering training in coaching and mentoring. ASS HT/SM (Q9) 

 

In schools the quality and consistency of mentoring depends on the 

stability of staff. The consortium would meet with teams of mentors 

from schools to share good practice. The consortia will have more 

idea of other priorities that schools will have. HT (Q9) 
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Theme 7. Key features of ITT policies and procedures in current 

and developing partnership programmes 

 

i) Current ITT programmes 

Over 90% of respondents agreed or strongly agreed that the majority 

of elements of the ITT programme are soundly established by schools 

in the partnership (Q3.1, 3.2, 3.3, 3.4, 3.6, 3.8, 3.9, 3.10, and 3.12). The 

exceptions are indicated below. 10% (Q3.5) of respondents were 

uncertain and 6% disagreed or strongly disagreed that a weekly 

meeting with the SM is timetabled as seen in Table 52.  

 

 
 

Table 52 shows all responses to question 3.5. (Q3.5) A weekly meeting with the 
senior mentor and trainees is timetabled. 

Scale Number Percent 

Strongly Agree 84 53.8% 

Agree 46 29.5% 

Uncertain 16 10.3% 

Disagree 10 6.4% 

Strongly Disagree 0 0.0% 

 

 

12% (Q3.7) of respondents were uncertain and 7% disagreed or 

strongly disagreed that opportunities for supporting pupils with ALN 

are well embedded as seen in Table 53. This shows a concern in that 

19% of respondents indicated that there was insufficient opportunity 

for trainees to support pupils with ALN. 
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Table 53 shows all responses to question 3.7. (Q3.7) Opportunities for supporting 

pupils with additional learning needs are well embedded. 

Scale  Number Percent 

Strongly Agree 41 26.3% 

Agree 86 55.1% 

Uncertain 18 11.5% 

Disagree 11 7.1% 

Strongly Disagree 0 0.0% 

 

14% (Q3.11) of respondents were uncertain and 8% disagreed that 

trainees are regularly involved in extra-curricular activities as shown 

below. 

 
 

Table 54 shows all responses to question 3.11. (Q3.11) Trainees are regularly 
involved in extra-curricular activities. 

Scale  Number Percent 

Strongly Agree 53 34.0% 

Agree 69 44.2% 

Uncertain 22 14.1% 

Disagree 12 7.7% 

Strongly Disagree 0 0.0% 

 

 

 In (Q3.13), 14% of respondents were again uncertain and 17% 

disagreed or strongly disagreed that an opportunity to teach at KS5 is 

established at the school. Smaller schools mentioned this as a 

particularly difficult aspect of the partnership agreement. The full 

responses are illustrated in the data in Table 55. 
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Table 55 shows responses to question 3.13 according to school size. (Q3.13) An 

opportunity to teach at KS5 is established.  

Scale Up to 

500 

pupils 

501-

800 

pupils 

801-

1300 

pupils 

1301-

1750 

pupils 

Over 

1750 

pupils  

Total Percent 

Strongly 

Agree 

1 9 16 7 0 33 21.2% 

Agree 12 18 33 10 1 74 47.4% 

Uncertain 4 8 8 2 0 22 14.1% 

Disagree 6 7 8 3 0 24 15.4% 

Strongly 

Disagree 

1 0 2 0 0 3 1.9% 

 

The data suggests a more consistent experience of working with ALN 

and teaching at KS5 is required. Some time spent in special schools 

and an opportunity in the second practice to teach in a school at KS5 

would improve the consistency of experience for trainees. Contractual 

weekly contact with the SM offers additional support for trainees and 

provides an opportunity to monitor the quality and consistency of the 

mentoring experience for trainees within departments. The data 

suggests this needs to be more consistently applied. Further analysis 

of the data from sample groups can be seen later in the chapter. 

 

ii) Developing ITT programmes 

Respondents (Q8) overall indicated the top five features of future ITT 

partnership programmes; (Q8.3) subject lesson observation and 

feedback, (Q8.2) a weekly meeting with a subject mentor, (Q8.1) 

structured induction and (Q8.4) collaborative work on lesson planning 

and lesson observation of other lead practitioners (Q8.9) are all 

considered important. These are shown in Table 56 below and are 

highlighted to show the top five rankings. Tables 57 and 58 illustrate 
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the similarities and differences in the sub-group data. Differences in 

the sub-group data below the top five rankings are identified in relation 

to: the importance of a professional studies programme, involvement 

in extra-curricular activities/homework club and involvement in 

departmental meetings. 

 
Table 56 shows all respondents who chose a specific option to question 8. 

(Q8) Please RANK the top FIVE features that you feel SHOULD be present in 

your ITT programme in the future. 
 

                   Ranking       

Features of future ITT programme 1 2 3 4 5 Total % 

Subject lesson observation and 

feedback 

34 50 33 9 6 132 85% 

Weekly meeting with subject mentor 42 34 23 14 13 126 81% 

Collaborative work on lesson planning 14 26 20 24 4 88 56% 

Structured induction 37 13 9 16 9 84 54% 

Lesson observation of other lead 

practitioners 

12 6 20 18 25 81 52% 

Opportunities to teach at KS3 and KS4 10 4 10 19 17 60 38% 

 Weekly contact with senior mentor 3 4 10 15 14 46 29% 

 Lesson observation of other curriculum 

areas 

0 5 12 12 13 42 27% 

 Professional studies programme 1 8 11 7 11 38 24% 

 Opportunities for supporting with 

additional learning needs            

0 1 2 5 13 21 13% 

 Involvement in extra- curricular 

activities/ homework club 

1 1 3 5 9 19 12% 

 Involvement in departmental meetings 0 1 1 4 9 15 9% 

Opportunities to teach at KS5 0 1 1 2 4 8 5% 

Attendance at parents evening 0 0 0 2 4 6 4% 

Primary school visits 0 0 0 2 4 6 4% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  
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Table 57  shows respondents who chose a specific option to question 8 

according to Head teachers and Senior Leaders. (Q8) Please RANK the top FIVE 
features that you feel SHOULD be present in your ITT programme in the future. 

                   Ranking      

Features of future ITT programme 1 2 3 4 5 Total % 

Subject lesson observation and feedback 15 12 13 4 3 47 90% 

Weekly meeting with subject mentor 9 15 6 5 6 41 79% 

Lesson observation of other lead 

practitioners 

8 3 8 7 9 35 67% 

Structured induction 12 4 3 8 5 32 61% 

Collaborative work on lesson planning 2 7 7 9 2 27 52% 

 Opportunities to teach at KS3 and KS4 4 1 2 8 4 19 36% 

Professional studies programme 1 4 4 2 6 17 33% 

 Weekly contact with senior mentor 1 2 3 6 3 15 29% 

Lesson observation of other curriculum 

areas 

0 1 6 1 4 12 23% 

Opportunities for supporting with 

additional learning needs            

0 0 2 2 4 6 11% 

 Opportunities to teach at KS5 0 1 0 0 1 2 4% 

 Involvement in departmental meetings 0 0 0 0 2 2 4% 

 Primary school visits 0 0 0 1 1 2 4% 

 Attendance at parents evening 0 0 0 0 0 1 2% 

 Involvement in extra- curricular activities/ 

homework club 

0 0 0 0 1 1 2% 

 

 

 
 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  
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Table 58 shows respondents who chose a specific option to question 8 according 
to senior mentors who are not senior leaders and subject mentors. (Q8) Please 

RANK the top FIVE features that you feel SHOULD be present in your ITT 
programme in the future.  

 

                   Ranking       

Features of future ITT programme 1 2 3 4 5 Total % 

Weekly meeting with subject mentor 33 19 17 9 7 85 82% 

Subject lesson observation and 

feedback 

19 38 20 5 3 85 82% 

Collaborative work on lesson planning 12 18 13 16 2 61 59% 

Structured induction 25 9 6 8 4 52 50% 

Lesson observation of other lead 

practitioners 

4 3 12 11 16 46 44% 

Opportunities to teach at KS3 and KS4 6 3 8 11 13 41 39% 

 Weekly contact with senior mentor 2 2 7 9 11 31 29% 

Lesson observation of other curriculum 

areas 

0 4 6 11 9 30 29% 

Professional studies programme 0 4 7 5 5 21 19% 

Involvement in extra- curricular 

activities/ homework club 

1 1 3 5 8 18 17% 

Opportunities for supporting with 

additional learning needs            

0 1 2 3 9 15 14% 

Involvement in departmental meetings 0 1 1 4 7 13 12% 

Opportunities to teach at KS5 0 0 1 2 3 6 6% 

Attendance at parents evening 0 0 0 2 3 5 5% 

Primary school visits 0 0 0 1 3 4 4% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  
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Respondents further indicated how they wished to see the ITT 

partnership develop in the future in (Q10). Key features included the 

following aspects: 

…greater input from schools on the recruitment of trainees… 

practical guidance for schools on ‘What makes a good teacher’? HT 

 

 …a more equal partnership - working together in true 

collaboration…SuM 

 

 …fair funding for schools…ASS HT/SM 

 

…greater communication with more regular visits by tutors… more 

collaborative training and the sharing of good practice…SuM 

 

…a reduction of paperwork and documentation required by trainees 

whilst on placements. DEP HT/SM 
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Theme 8. The impact that mentoring and mentorship 

development has on trainee attrition during training 

  

i) Reasons for attrition and strategies for retention of trainees 

In Table 59, 95% of respondents identified work load in (Q11) as being 

their perceived main reason for trainee teachers to leave their course 

during training. Three further emergent reasons identified by over 55% 

of respondents were: challenging pupil behaviour, personal 

circumstance and a change of career or direction. 

 
Table 59 shows all responses to question 11.  (Q11) What are the main reasons, 
to your knowledge, for trainees leaving their course during training? Please select 

the top THREE. 

 

Reasons Number Percent 

Workload 148 94.9% 

Challenging pupil behaviour 87 55.8% 

Personal circumstances 86 55.1% 

Change of career/ direction 54 34.6% 

Health 29 18.6% 

The school situation 21 13.5% 

They noted a lack of support from the school 

mentor 

9 5.8% 

They noted a lack of support from the 

department 

9 5.8% 

They noted a lack of support from the HEI 6 3.8% 

 

The number shown in red indicates the highest number of responses. 
 

 
More respondents (Q12.3) ranked regular scheduled collaboration 

with other teachers on lesson planning and delivery as a strategy to 

address some of the issues associated with teacher attrition. Common 

planning time is also considered of high importance. Participation in a 
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network of teachers and more support with challenging pupil 

behaviour also ranked highly. The top five ranked in all sub-groups are 

similar in that they are all based on a process of collaboration. This is 

illustrated in Tables 60, 61 and 62 below which show the similarities 

and differences in the sub-group data. 

 
Table 60 shows all respondents who chose a specific option to question 12. (Q12) 

What could be done in terms of ITT to address these issues?  

 

Please RANK the top FIVE in order of importance to you 1=Most important 5= 

Least important.  
Ranking 

Features of future ITT programme 1 2 3 4 5 Total % 

Regular scheduled collaboration with 

other teachers on lesson planning and 

delivery 

35 30 18 23 11 117 75% 

Common planning time with other 

teachers in their subject area 

18 35 28 14 14 109 70% 

More support with challenging pupil 

behaviour 

11 16 23 29 20 99 63% 

Participation in a network of teachers 5 19 26 23 25 98 63% 

More effective guidance of a mentor in 

the same subject area 

30 8 13 18 19 68 43% 

Participation in seminars or classes for 

trainees 

3 6 8 16 24 57 36% 

Reduced number of lesson preparations 17 16 6 6 6 51 33% 

Reduced teaching load        21 10 7 2 3 43 27% 

More regular contact with a senior 

mentor 

7 4 13 7 11 42 27% 

Regular supportive communication with 

the head teacher, senior management, 

head of department/administrators 

3 3 6 11 6 29 18% 

Extra classroom assistance (teaching 

assistant or classroom resources) 

2  5 4 4 13 28 18% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents.  
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Table 61 shows respondents who chose a specific option to question 12 according 
to Head teachers and Senior Leaders. (Q12) What could be done in terms of ITT 

to address these issues?  

 
Please RANK the top FIVE in order of importance to you 1=Most important 5= 

Least important.  
            Ranking 

Features of future ITT programme 1 2 3 4 5 Total % 

Regular scheduled collaboration with 

other teachers on lesson planning and 

delivery 

15 11 6 9 1 42 81% 

Common planning time with other 

teachers in their subject area 

6 10 12 5 4 37 71% 

More support with challenging pupil 

behaviour 

7 5 7 11 6 36 69% 

Participation in a network of teachers 2 7 9 7 8 33 63% 

More effective guidance of a mentor in 

the same subject area 

8 4 4 7 7 30 58% 

Participation in seminars or classes for 

trainees 

1 2 3 5 9 20 38% 

Reduced number of lesson preparations 7 4 1 1 2 15 29% 

More regular contact with a senior 

mentor 

3 3 5 1 2 14 27% 

Reduced teaching load        2 4 4 1 1 12 23% 

Regular supportive communication with 

the head teacher, senior management, 

head of department/administrators 

1 2 1 4 3 11 21% 

Extra classroom assistance (teaching 

assistant or classroom resources) 

0 1 0 1 8 10 19% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number 

of respondents with the percentage of respondents. 
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Table 62 shows respondents who chose a specific option to question 12 according 
to senior mentors who are not senior leaders and subject mentors. (Q12) What 

could be done in terms of ITT to address these issues?  

 

Please RANK the top FIVE in order of importance to you. 1=Most important 5= 

Least important.  
        Ranking 

Features of future ITT programme 1 2 3 4 5 Total % 

Regular scheduled collaboration with 

other teachers on lesson planning and 

delivery 

20 19 12 14 10 75 72% 

Common planning time with other 

teachers in their subject area 

12 25 16 9 10 72 69% 

Participation in a network of teachers 3 12 16 16 18 65 64% 

More support with challenging pupil 

behaviour 

4 11 16 17 14 62 60% 

More effective guidance of a mentor in 

the same subject area 

22 5 9 11 11 58 56% 

Participation in seminars or classes for 

trainees 

1 2 5 11 15 34 35% 

Reduced number of lesson preparations 10 12 5 5 4 36 35% 

Reduced teaching load        19 6 3 1 2 31 29% 

More regular contact with a senior 

mentor 

4 1 8 6 9 28 27% 

Extra classroom assistance (teaching 

assistant or classroom resources) 

2 4 4 3 5 18 17% 

Regular supportive communication with 

the head teacher, senior management,    

head of department/administrators 

2 1 5 7 3 18 17% 

 

The top five are identified however the number shown in red indicates the 

statements with the highest number of responses, and in blue the total number of 

respondents with the percentage of respondents. 
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ii)The impact of mentoring on trainee  retention 

A significant number of respondents (Q13) indicated that mentoring 

has a positive impact on retention of teachers during training. Four 

particular categories emerged from the open question. 

The voice of the respondents stated that particular skills and 

relationships required for effective mentoring were crucial. (Alleman 

1986; Clutterbuck and Lane, 2005; Hargreaves, 2000; Lee and Bush, 

2003). 

A supportive, non-judgemental, and constructive mentor who can put 

into context issues and discuss strategies is vital. SM (Q13) 

 

Mentors need to be lead practitioners who are passionate about 

teaching and their professional outlook. They can exude enthusiasm 

and pass on knowledge. An honest, open relationship can support 

trainees in the initial years. DEP HT/SM (Q13)  

 

The mentor's people skills are crucial, such as empathy, raising 

morale, creating a good atmosphere and the ability to identify and 

meet the needs of the individual. HT (Q13) 

 

Senior leaders and mentors said that communities of practice and the 

need for schools to invest in human, social, and decisional capital 

avoiding isolation would have a positive impact on trainee retention. 

(Lave and Wenger, 1991; Hargreaves and Fullen, 2012).  

 

Strong, open communication within the department and a friendly 

atmosphere in the school will lead to positive energy in the classroom. 

Non-judgmental mentors explain we are all learning every day and 

can help with organisation and the prioritising of short, medium, and 

long term tasks. SuM (Q13) 
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High retention rate is supported by high quality mentoring and an 

atmosphere of encouragement in the school. Standards of mentoring 

have a huge impact on the retention of trainees. SM (Q13) 

 

It is very important to avoid isolation. Making individuals feel like they 

are an important part of the institution. ASS HT/SM (Q13) 

 

Within their comments, Mentors identified a number of factors for 

future consideration in managing workload for teachers during 

training. (Andrews and Quin, 2005; Cunningham, 2012; NAO, 2017). 

 

It is important to retain the induction and preparation for the 

placements at the university. More regular visits by HEI tutors. 

Assignments and deadlines for university coursework need to be 

reviewed e.g. A series of lesson plans could be submitted to illustrate 

aspects of pedagogy to develop reflective practitioners. SM (Q10) 

 

Mentoring is hugely important for re-assurance and making the 

trainee aware of what is important and how to prioritise the work 

requirements. DEP HT/SM (Q10)  

 

Currently links [between the school and university] are excellent and 

should continue to flourish. HEI assignments and work load with 

deadlines should be reduced during the school placement to allow a 

focus on planning lesson. SM (Q10) 

 

Reduction in paper work and documentation. More regular visits to 

schools and involvement by HEI Tutors. DEP HT/SM (Q10)  

 

Within their comments, mentors identified the need for a number of 

aspects of developmental training which would support them in their 

role. 
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More training for mentors to improve the quality and consistency of 

mentoring, joint lesson observations and more face to face 

communication with the university would help retain trainees. 

SM (Q13) 

 

More mentor training to take place internally to raise the profile, 

quality and consistency of mentoring practice. A visit by external 

examiner with Tutor was excellent and much was learned from this 

experience. Could this be mirrored? ASS HT/SM (Q10) 

 

Accreditation may help to raise the quality and consistency of 

mentoring. Good mentoring can work with and contextualise issues. 

ASS HT/SM (Q13) 

 

Mentors need to mentor for the right reason with a passion for 

helping, supporting and challenging trainees. Mentors need 

development training not just an induction to confidently deal with 

situations. A school framework for mentoring is preferred to a national 

one. DEP HT/SM (Q13) 

 

The necessity for a review of the paperwork and documentation 

required for submission to the university during the teaching 

placements as well as the planning, delivery and reflection on lessons 

is a key feature of the results.  

Data from Q10 further suggests: greater input by schools in the 

selection and recruitment of trainees and a greater understanding by 

schools of ‘what is a truly good teacher’ would help to address some 

of the issues contributing to teacher attrition. 

School experience prior to the PGCE is vital. There needs to be an 

application process for this. Training on quality lesson planning needs 

to be done in more depth, particularly a greater focus for the first 
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practice on how to engage learners to motivate them. 

Estyn/consortium to lead sessions on assessment and marking. SM 

(Q10) 

 

More input into recruitment of trainees (interviews) Meeting following 

each placement to 'hand-over' trainees, not just report with schools 

and HEI input. SuM (Q10) 

 

Discussion of school needs for recruitment is needed. Trainees in 

shortage areas are needed. There needs to be a bigger role for linking 

schools to deliver the professional studies programme.  

DEP HT/SM (Q10) 

 

Cash incentives are not encouraging people with the right skill set. 

The selection process has to be right. ASS HT/SM (Q10) 

 

 

4.2.6 THEMATIC ANALYSIS - MENTOR SURVEY VIA STRUCTURED 

INTERVIEWS - PHASE TWO  

 

In phase two the themes are numbered sequentially following on from 

the five themes in phase one.  

Theme 6. The internal and external infrastructure required for effective 

mentoring provision. 

Theme Six emerged as evidence to illustrate the infrastructure to 

support the mentoring process. This theme has two strands and 

identified a lack of support both internally - school based and 

externally - from other partners. This data supports and extends 

Theme 3 of the qualitative data. The lack of time, which is significantly 

different to what is considered ideal, together with insufficient funding 
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and training for mentoring is a significant issue and a key finding of the 

research. There was substantial evidence illustrating the lack of 

protected time for the process and the lack of accredited 

developmental mentor training. The lack of financial reward was not 

considered a significant issue by respondents. Whole staff training in 

schools is rare, few mentors are offered accredited developmental 

training despite significant data that it should be encouraged. These are 

key issues for future discussion. There is substantial data supporting 

the requirement of policies and procedures for effective mentoring 

and a consensus of all respondents supported mentoring being 

included in the Estyn framework. There was some concern expressed 

by senior leaders on this and expanded as being primarily an issue of 

planning and certainty of funding as to whether such a move would 

make hosting trainees a more attractive proposition. Reasons given to 

who should be responsible for monitoring the quality of mentoring 

reflected a diversity of opinion from the respondents. 

 

Theme 7. Key features of ITT policies and procedures in current and 

developing programmes 

In Theme Seven which emerged as, the key features of ITT policies 

and procedures, both current and in developing partnership 

programmes. Collaborative work on lesson planning, lesson 

observation, structured induction, a weekly meeting with a subject 

mentor and observation of lead practitioners are considered to be at 

the core of ITT programmes. A large majority of elements of the 

current ITT programme are soundly established. A minority of issues 

to be considered in developing partnership programmes were 

identified: providing experience of ALN, extra-curricular involvement, 
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KS5 experience and a commitment to regular meetings with the senior 

mentor.  

Theme 8. The impact that mentoring and mentorship development has on 

teacher attrition during training 

Theme Eight illustrates the impact of mentoring on teachers during 

training and importantly extends the qualitative data to the teacher 

retention debate. Substantive data gives workload as the main reason 

for trainee teachers leaving the profession during the training years. 

Other reasons given include: challenging pupil behaviour, personal 

circumstance and a change of career direction. More respondents 

ranked regular scheduled collaboration with other teachers on lesson 

planning and delivery as a strategy to address some of the issues with 

teacher attrition. These are key findings of the research. A large 

number of respondents indicated that mentoring has a positive impact 

on teachers during training. Participants justified their response with 

reasons that were enlightening and four categories emerged from the 

data: the importance of personal qualities and professional skills of the 

mentor to develop an open an honest relationship, communities of 

practice avoiding isolation, support with workload, and the need for 

developmental mentor training. This is a key finding of the research. 

 

Mentors should have a range of exceptional personal qualities and 

professional skills and have experience in how all aspects of how a 

school works. Trainees need this support to grow and develop and 

also to fit in to the school environment. HT (Q13) 

 

Mentors need to be lead practitioners who are passionate about 

teaching and their professional outlook. They can exude enthusiasm 
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and pass on knowledge. An honest, open relationship can support 

trainees in the initial year. DEP HT/SM (Q13) 

 

Yes [mentoring can] definitely [make a difference], to encourage and 

give strategic strategies to cope with workload and behaviour. An 

interest in training teachers and interest in their development is vital. 

A positive, influential mentor has a massive impact. SuM (Q13) 

 

There should be more clarity at the start of the course about the 

trainees and information should be available sooner. More specific 

training on motivational feedback, lesson planning and around HEI 

assignments would be beneficial. SuM (Q10) 

 

This chapter presents the data from phase two of the study obtained 

from the survey conducted by structured interviews. It highlights the 

differences and similarities between the sub groups which in part 

reflects the leadership position of some of the participants which is 

discussed further in Chapter Five.  

Theme Six supports and extends Themes Three and Four of the 

qualitative data and provides evidence to illustrate the internal and 

external infrastructure required to support the mentoring process. 

The lack of resources to support mentoring was a significant issue and 

a key finding of the research. Accredited developmental training is rare 

and a majority of respondents agreed with mentoring being included 

in the Estyn framework. These issues are substantive findings and are 

discussed further in Chapter Five. 

Theme seven extends and integrates Themes Three and Five of the 

qualitative data. A large majority of elements of the current ITT 

programme were found to be soundly established with the exceptions 

discussed earlier. Developing partnership programmes include 
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primarily collaborative work on lesson planning, lesson observation, 

and a weekly meeting with a subject mentor. Structured mentor 

induction was seen as highly valued.  

Theme eight illustrates the impact of mentoring on teachers during 

training and importantly extends Themes Two, Three and Four of the 

qualitative data to the teacher retention debate. Workload is 

considered as the main reason for trainee teachers leaving the 

profession during the training years. A large number of respondents 

indicated further that mentoring has a positive impact on teachers 

during training. These are key findings of the research which are 

discussed in Chapter Five.  

 

The following and final section of Chapter Four triangulates the data 

from both data sets found in Chapter 4.1 and 4.2. A number of key 

findings are illustrated in Chapter 4.3 as conclusions emerge and 

reference is made to where the data can be found. 
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CHAPTER FOUR - RESULTS  

 

4.3 TRIANGULATION OF DATA 

 

The research is based on sequential exploratory methodology from 

phase one to phase two which involved the following procedures -  

 The collection and analysis of qualitative data 

 The development of a quantitative study based on findings of 

qualitative results 

 The collection and analysis of  quantitative data  

 The summary and interpretation of qualitative results. The 

summary and interpretation of quantitative results.  

 The identification of how the data is the same and how it is 

different. 

This is not convergent triangulation. The process of methodological 

triangulation is explained in Chapter 3.7 (Cohen, Manion, and 

Morrison, 2007: 142-143). 

In this section of Chapter Four, emergent conclusions from the 

qualitative semi structured and the quantitative structured interviews 

are presented as a series of key findings. Findings from both data sets 

are compared and contrasted to identify the key findings. Some 

findings are supported by both datasets, some partly by both, 

sometimes with differing emphases, and in some cases varying findings 

pose interesting challenges and questions, which have been identified 

here, and now further discussed in Chapter Five.  
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KEY FINDINGS 

 

4.3.1 KEY FINDING 1 

 

A diversity of approaches, including modelling at times, are 

adopted at different stages of teacher development and 

include those based on a situated approach to learning within 

a community of practice which can be both directive and non-

directive practices depending on the context.  

 

Substantial qualitative data can be found in Chapter 4.1, Table 18, 

Theme 1, and Theme 4, with reference to: the empowerment model, 

situated learning, and communities of practice, the mentor not being 

in a position of authority and the relationship being driven by the 

mentee. Mentoring and coaching can be directive or non-directive.  

 

4.3.2 KEY FINDING 2  

 

Mentoring is seen by stakeholders as part of a repertoire of 

practice including support and challenge, counselling, 

coaching, mentoring and assessing, facilitating at times, with 

mentors deploying purposefully a range of these skills 

through collaboration and reflection as required. 

Stakeholders were mindful that this occurs in a climate of 

accountability, which is a key influence on mentoring 

practice. Key finding three follows on from this and pays 

particular attention to this role conflict. 
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A substantial amount of qualitative data is found in Chapter 4.1, Table 

18, Theme 1, and Theme 2, with reference to: The ITT mentor being 

in a significant position of power, as a facilitator, assessing the trainee 

against the Standards in a climate of accountability which may lead to 

conflicts in the mentors’ supportive and challenging role.  

 

4.3.3 KEY FINDING 3 

 

Assessing competence is a key feature of the mentor role in 

ITT that can lead to an uneasy balance of the more formative 

and judgemental aspects of mentoring practice (Hobson and 

Malderez, 2013; ESTYN, 2016, 2018). 

 

Qualitative data can be found in in Chapter 4.1, Table 18, Theme 1, 

and Theme 5, with reference to: monitoring the quality of mentor 

practice, reflective practice against the Standards, discussing lesson 

plans before delivery and feedback on lesson observation.  

 

4.3.4 KEY FINDING 4  

 

The mentoring relationship can be a transactional, long term 

enriching relationship which adapts over time and can span 

an entire life time supporting protégées to achieve their life 

goals. In ITT, the length of the relationship is typically time 

bound for a period of 10 to 15 weeks on placement, a year or 

longer if the trainee takes up employment at the school.  
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A substantial amount of qualitative data is found in Chapter 4.1, Table 

18, and Theme 2.  

 

4.3.5 KEY FINDING 5 

 

Effective mentoring can offer trainees a range of benefits and 

affordances, which influences their emergent practice and 

can be a decisive influence in determining their futures as 

practitioners. 

 

Quantitative data can be found in Chapter 4.2, Theme 8, Table 59, 60 

and 61. Further data can be found with reference to: the impact of 

mentoring on the retention of trainees, the crucial skills and 

relationships for effective mentoring, and strategies for managing 

workload.  

The data suggests high quality mentoring has a consequential impact 

on trainees and can prevent trainee attrition.  

 

4.3.6 KEY FINDING 6 

 

The four main factors why trainees leave their course during 

training are workload, challenging pupil behaviour, personal 

circumstances, and a change of career or direction. 
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Quantitative data can be found in Chapter 4.2, Theme 8,  Table 59, 60, 

61 and 62, with reference to: the reasons for trainee attrition, and 

suggests strategies to address some of the issues.  

 

4.3.7 KEY FINDING 7 

 

Mentors need to be competent, experienced practitioners 

with proven and current professional knowledge, having high 

expectations and the ability to work collaboratively with 

trainees. 

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 2, with 

reference to the important mentor skills and qualities. 

Qualitative data can further be found in Chapter 4.1, Table 18. Theme 

2, with reference to, professional knowledge and experience as 

important qualifications for those who mentor.  

 

4.3.8 KEY FINDING 8 

 

Highly-developed personal skills and empathy are critical 

skills for mentoring. 

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 2, with 

reference to: the need for empathy and patience, highly developed 

personal and communication skills required for effective mentoring.  
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4.3.9 KEY FINDING 9 

 

Mentors in the schools studied volunteer for the role rather 

than being appointed according to a system of recruitment. 

Were there to be a recognised framework for mentoring, 

contingent on all things in KF9 being in place, resources, 

status and recognition for the role, schools of all sizes could 

recruit and select mentors through a clear, shared and 

defined process.  

 

Qualitative data in Chapter 4, Table 18, Theme 5, illustrates almost 

without exception the need for mentor induction, training, and 

development.  

 

4.3.10 KEY FINDING 10  

 

Effective mentoring can happen without policies and 

procedures to support it in some schools but this is highly 

contingent on there being an informal architecture and 

community of practice to support it. Findings suggest 

however that practitioners perceive that policies and 

procedures serve to mitigate the risk of uneven practice 

within contexts, and are more likely to guarantee continuous 

and consistent quality mentoring. 

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 1, 

deriving from research location two, with reference to mentoring and 
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learning conversations that can happen without policies and 

procedures to support it.   

Quantitative data evidenced in Chapter 4.2, Theme 6, Table 48, and 

Figures 12 and 13 disagree that mentoring can happen without policies 

and procedures to support it. 

 

4.3.11 KEY FINDING 11 

 

Mentoring is an additional enhancement to the teaching role 

rather than a core activity for the mentor and as such is 

perceived as an extra-curricular activity by practitioners. The 

mentoring relationship for the trainee however is the core of 

the school experience. 

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 3, with 

reference to:  the lack of time to support mentoring practice, lack of 

financial reward, lack of whole school mentor training, and raise 

awareness of a shift of focus in the mentoring role. It is evident that 

when mentoring is perceived as an extra-curricular activity there was 

in fact little or no timetabled school provision for mentoring. 

Considerable quantitative data can be found in Chapter 4.2, Theme 6, 

Figures 3, 4, 6, 7, 8 and 9 and Tables 31, 34, 35, and 36 with reference 

to the lack of resources which confirm and enrich the data in Chapter 

4.1.  
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4.3.12 KEY FINDING 12 

 

A recognised progression framework, offering a range of 

options that mentors can access to meet their own specific 

training needs is sought to develop the proficiency of ITT 

mentors. 

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 3, and 

Theme 4, with reference to: existing approaches to mentor training, 

the opportunities needed for developing proficiency in mentoring, the 

ability to support and challenge trainees, the value placed on HEI 

training and the importance again of being part of a community of 

practice for trainees and mentors.  

Quantitative data can be found in Chapter 4.2, Theme 6, Tables, 37, 

38, 39 40, 41, 42, 43 and 44, and Figures 10 and 11 with reference to: 

the lack of training with accreditation, the lack of whole staff mentor 

training, the need to link ITT funding to the accreditation of mentors, 

the importance of HEI induction training to support mentors and that 

mentoring should feature in the Leadership Framework for Wales.   

4.3.13 KEY FINDING 13  

 

The quality and consistency of mentoring is inconsistently 

monitored.  

 

Qualitative data can be found in Chapter 4.1, Table 18, Theme 3, and 

Theme 5, with reference to the value and need for an infrastructure 
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to support mentors and to monitor the quality and consistency of 

mentoring in schools.  

Quantitative data can be found in Chapter 4.2, Theme 6, Tables 49, 

50, 51 and Figures 14 and 15 with reference to how the consistency 

of practice should be monitored. The responses from subgroups 

highlighted differences in opinion but agreed that the framework for 

assessing and monitoring mentor development needs to be clarified 

and the designation of the responsible organisation be it the school or 

HEI needs to be made.  

Chapter Five draws together these key findings identified in Chapters 

4.1 to 4.3. Chapter Five further saliently integrates these key findings 

with themes identified in Chapters 4.1 and 4.2 with a range of 

literature. The key findings and emergent conclusions are considered 

and discussed fully and are referenced to the six research questions in 

the following chapter.  



 

311 
 

CHAPTER FIVE - DISCUSSION OF RESULTS 

 

Chapter Five offers a full discussion of the emergent conclusions, 

wider evidence base and literature. Within the chapter each research 

question is presented and - 

 The emergent conclusions based on the triangulated data are 

displayed in response to the research questions and then 

further discussed.  

 A summation of what has been found which is then further 

considered against current theoretical beliefs. 

 The results from the two research locations are integrated 

within the body of data from the perspective of an 

‘infrastructure for mentoring’(Cunningham, 2012:16) 

Chapter Five further discusses how the data invalidates theories or 

proves an argument.  

The key themes, identified in Chapter Four as listed below, are located 

within research questions and then further discussed in detail.  

 

Phase one 

Theme 1. Approaches to transferring professional knowledge and 

practices 

  

Theme 2. Characteristics, qualities, and competencies of mentors and 

mentors  

 

Theme 3.  Resourcing mentoring 

 

Theme 4.  Opportunities for the development of mentoring proficiency 
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Theme 5.  Policies and procedures 

 

Phase two 

Theme 6.  The internal and external infrastructure required for effective 

mentoring provision  

Theme 7.  Key features of ITT policies and procedures in current and 

developing partnership programmes  

Theme 8.  The impact that mentoring and mentorship development has 

on teacher attrition during training  

Table 63 illustrates the fluidity of the resulting key themes. It shows 

how together, they extend and integrate to cover the research 

questions, answering them and by their synergistic effect, allowing 

insights beyond the boundaries of the individual questions. 

 

Table 63 shows how the resulting themes from Phase one and Phase two of the 
research overlap and integrate to answer the research questions. 

Research 

Questions 

Phase 1 Themes, as 

presented in 

Chapter 4.1 

Phase  2  Themes, 

as presented in 

Chapter 4.2 

1a 1: 2: 4: 5 6: 7 

1b 1: 3: 5 6: 7 

2 3: 5 6: 7 

3 2: 5 6: 7 

4 3: 4: 5 6: 7: 8 

5 1: 3: 4: 5 6: 7: 8 

6 1: 2: 3: 4: 5 6: 7: 8 
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RESEARCH QUESTIONS 

 

1. WHAT ARE THE CURRENT UNDERSTANDINGS OF THE CONCEPT 

OF MENTORING? 

a) How do mentors perceive their role? 

b) What activities do mentors undertake? 

 

Research question one integrates Phase 1, Themes 1, 2, 4, 5, and 

Themes, 6, and 7 from Phase 2 of the research. Research question one 

is presented in five sections: 

 

 An empowering approach to mentoring 

 A directive approach to mentoring  

 Stages in the mentoring relationship  

 Communities of practice/ situated learning 

 Accountability and assessing competence 

 

These sections discuss key findings. They include confirmation of a 

diversity of approaches to the transfer of professional knowledge and 

experience that exists in the partnership schools. The approaches are 

often overlapping, often fluid, and dependent on the context. Modelling 

in particular, is confirmed as having a key role in the training of 

teachers in the school setting even with experienced teachers. There 

is considerable evidence also in both sets of data to support reflection-

on-action as a strategy for learning and of empowering trainee 

teachers through collaborative work with mentors (Palmer, 2010). 

Lockwood, Evans and Eby in Allen and Eby (2007) and Hobson, et al. 
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(2009) later studied the conditions that give rise to effective mentoring 

and refer to the benefits of mentoring for both mentors and mentees. 

Cameron (2014) found when mentors reflected on their practice they 

developed new skills and approaches during the process. 

Both data sets further confirm in this section the existing conflict 

between the support and assessment role undertaken by the mentor, 

for example,  

[The Mentor requires] the right skill set to assess, challenge and 

support which can cause conflict [in the relationship] (STK, SuM) 

RS1.  

This aspect of the role, which involves grading of lessons and 

summative assessment, causes tension within the mentoring 

relationship because of the supervisory aspect. This view is discussed 

further in 2.2.2 in the Literature Review and raises the awareness of   

‘Judgementoring’ as argued by Hobson and Malderez (2013), McIntyre 

et al (2009), Cullingford (2006) and Daly and Milton (2007). Hobson 

and Malderez (2013:7) argue that most trainees ‘appear to value’ 

constructive criticism but that the experience of judgementoring has a 

negative impact on trainees, which can contribute to their decision to 

discontinue their practice or leave the profession. No evidence was 

found in this study to suggest that trainees felt the conflicting roles 

compromised the mentoring relationship and therefore the study does 

not align with this theory. Yusko and Feiman-Nemser (2008) however 

argue the roles are inseparable. 

Key evidence in the data suggests a shift in the mentoring role in recent 

years during the climate of accountability for classroom performance 

with mentors being reluctant to give up their classes to lose contact 

with the progress of their pupils. Finally, discussion focusses on the 

evidence of situated learning and communities of professional practice 
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in schools, which is substantial in both data sets. Stages in the 

mentoring relationship are identified as mentors adapt their approach 

over time.  

 

a) How do mentors perceive their role? 

 

An empowering approach to mentoring 

 

A high proportion of participants stressed the importance of 

empowering the trainee to take responsibility for whatever actions 

they plan to take which increases confidence in their ability (KF1). This 

aligns with Hargreaves (2005) who argues a mentor is not in a position 

of authority but helps another by discussing plans and problems, which 

allows the mentee in this relationship to drive the process. Norman 

and Fieman-Nemser (2005) argue the need for educative mentoring 

where an enquiry approach to classroom practice based on critical 

thinking, is adopted to develop deep understanding of teaching and 

learning. Langdon and Ward (2015) further argue critical thinking and 

collaborative talk deepens understanding and challenges norms to 

develop a range of practices in the classroom.   

In mentoring trainee teachers however, the mentor is in a position of 

significant power continually observing practice, discussing the 

progress of trainees with a wide range of colleagues and assessing 

progress of the trainee against the Standards (KF1) (KF3). Clutterbuck 

(2008:9) argues it is now accepted that both coaching and mentoring 

may in specific contexts, be ‘relatively directive or non-directive’ (KF1) 

which could cause some internal conflict and impact on the mentoring 

relationship. 
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Collaborative work is reflected in both data sets illustrating the impact 

it has on developing the professional knowledge of trainees, building 

confidence, and improving performance in the classroom (KF2). Co-

working with different staff, scaffolding, co-teaching as a process of 

lesson planning is highly valued by mentors and trainees. Burn 

(1992:34) substituted apprenticeship with ‘collaborative teaching’ and 

argues good collaborative work is about joint lesson planning, 

observation, reflection, and discussion of the lesson taught. Qualitative 

data (KF3) refers to collaboration during the discussion of lesson plans 

prior to the lesson, lesson observation and discussion of feedback. The 

research findings here align with this study. 

A particularly insightful conclusion alludes to the importance of 

reflection in empowering the trainee (KF2). This supports the 

categorisation by Schön (1991) of professional thinking with which 

professionals become aware of their implied knowledge base and learn 

from their experience. Reflection-in-action is more associated with 

experienced practitioners and provides an opportunity to change what 

you are doing at the time; reflection-on-action involves looking back 

after the event has occurred, Schön (1983). He argues the trainees 

own professional experiences on placement will become the basic 

material for learning alongside the subject mentor in school. 

Tomlinson (1995) Ghaye (1998) and Pollard (2014) also confirm this 

thinking. Brookes and Sikes (1997) argue trainees should be inducted 

into reflective practice from the start and Clutterbuck and Megginson 

(1999) further emphasise the importance of mentees to engage in 

reflection. On this basis (KF1) (KF2) (KF3) the definitions offered by 

so many stakeholders, senior and subject mentors are valid in their 

own right and the findings align with existing studies.  
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A Directive approach to mentoring 

 

Some participants saw the mentoring process as being directive, with 

mentoring having a degree of telling. Directive strategies for on-the-

job training feature significantly in responses from all subject groups; 

checking lesson plans before delivery and monitoring the delivery of 

lessons (KF1). At times, the participants emphasised the importance 

of modelling what is expected and of being a role model. This aligns 

with Hargreaves (2005) who argues that both mentoring and coaching 

can be a one way process or can be mutually beneficial and also with 

Clutterbuck (2008) who further argues, as seen above, that mentoring 

and coaching can both be directive or non-directive depending on the 

context. McIntyre (1993) as a cautious and qualified version of 

apprenticeship describes the more neutral term of modelling. He says 

trainees do not need to emulate their teachers in order to learn 

specific skills and strategies from them. Maynard and Furlong 

(1993:183) also echo this thinking. Brookes, Sikes, and Husbands 

(1997) defines the competency model as mentoring directed towards 

specified competences. Here the mentor takes on the role of a 

systematic trainer observing the trainee and providing feedback on a 

pre-defined schedule, which is evidenced in the competency model of 

mentoring. 

A number of participants from all subject groups described a key 

feature of the role as being to guide, support, and develop teachers, 

challenging them to improve (KF2). Tomlinson (1995) as reported in 

Zanting (1998) identified the major roles of the mentors as being the 

effective coach, challenging and stimulating students’ motivation and 

commitment as well as being the effective facilitator. Martin (1996) 
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again in Zanting (1998) stated that students needed both support and 

challenge. The research findings are therefore in line with existing 

studies.  

 

Stages in the mentoring relationship 

  

Participants explained in an emergent conclusion how their 

relationship with their mentee changes over time as trust develops and 

the relationship becomes less directive (KF4). This data aligns with 

Kram (1983) and Clutterbuck (2004) who identify several stages in the 

mentoring relationship and emphasise the important mentor skill of 

being able to recognise and adapt appropriately. In teacher training, 

the mentoring process comes to a natural end on completion of the 

course. One trainee cited the final session with her mentor as being 

most effective which aligns with  Penikett, Daly and Milton (2018:1) 

who argue the concept of closure in a mentoring relationship is 

characterised by ‘formal’ and ‘informal’ actions which can be 

‘transitional’ and exceed the time frame of the mentoring relationship. 

In research location one, where a whole School Framework for 

Continuous Professional Development (CPD) has evolved trainee 

teachers provide a nursery for recruitment. This has benefits if a 

trainee has completed a placement at the school and consequently 

takes up employment; a period of induction and fitting in has already 

taken place. Practical areas of benefit may include qualified 

recruitment, reduction in recruitment costs, and a better staff fit. It 

has additional benefits for the mentor relationship if the ITT mentor 

takes on the role of Induction Tutor; to support the NQT throughout 

induction extending the relationship to the Performance Management 
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(PM) cycle as coach and coachee. The career entry profile (CEP) can 

provide the basis for new discussion in the first mentor session with 

the now newly appointed teacher. In this way, the mentoring 

relationship is extended and developed in different contexts as earlier 

described by Clutterbuck. While this may have benefits, the majority 

of NQTs do not have this experience in their new schools. 

 

b) What activities do mentors undertake? 

 

Communities of practice/ situated learning 

 

Communities of practice are considered later under research question 

four and have been discussed in some detail in 2.2.2 in the Literature 

Review; it is worth however re-visiting it in this context and including 

it in the debate (KF1). Trainee teachers were asked to identify the 

most significant factors that supported their development and 

communities of professional practice featured significantly in their 

statements, particularly appreciated was the support from subject 

mentors, a welcoming subject department, induction that helped them 

to fit in to the school and support from other trainees on placement 

(Hobson and Malderez, 2013). 

Stakeholders and mentors stress the importance of situated learning 

in their responses (KF1) perceiving a good mentor to be one who will 

be flexible to coach, counsel or mentor as the situation requires. The 

notion of situated learning is also considered in some depth in 2.2.2 in 

the Literature Review (Lave 2009:201). The data aligns with Lave who 

argues that learning is a social process involving co-construction of 
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knowledge, which cannot be separated from the context in which it 

takes place. The mentoring of trainee teachers, as it specifically 

considers the context in which the learning is taking place, suggests 

that training a teacher has to be needs led and structured.  

Situated learning offers the opportunity to discuss whole school 

responsibilities, in context, during mentor meetings. Further 

discussion can take place about being proactive, knowing what to look 

for when on duty and particularly how to handle incidents should they 

arise, when the trainee participates as a member of the duty team. The 

opportunity to refer trainees to school policies again could be taken 

during pastoral and departmental meetings by encouraging the trainee 

to engage with discussion on policies and contribute to the agenda 

items. Further development of Lave and Wenger’s ideas of situated 

learning have emphasised the importance of practical problem-solving 

approaches in the social context for higher-level learning and the 

research findings align with these principles. 

 

Accountability and assessing competence  

 

Senior mentors in both research site schools saw themselves as being 

accountable for the quality and consistency of the mentoring process 

(KF3). They explained how examples of good practice, seen during the 

monitoring process, are used to improve the quality and consistency 

of the written assessments on trainee teachers. They further explained 

that support for their mentor team included paired observations 

followed by discussion on how the mentor would feedback, modelling 

it if necessary. From a day-to-day teacher’s perspective, mentors also 
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want strategies straight away that they can use, that are going to work, 

and that are relevant to their school. Scenarios and discussion of them 

and guidance sessions on what to do and should do, also featured in 

the support offered to mentors by both senior mentors and HEIs. 

The data found that a whole school approach should be encouraged, 

where schools take responsibility for standards of mentoring as part 

of their internal accountability procedures. Fullan, Rincon-Gallardo, 

and Hargreaves (2015:1) argue that there needs to be a move away 

from external accountability e.g. foregrounding professional standards, 

‘to investing in and building the professional capital of all teachers and 

leaders throughout the system’ and furthermore that accountability 

must always look to the future. This they argue can only be achieved 

successfully if accountability systems, internal and external, work 

together. Cochran Smith (2003) argues that internal accountability can 

only be successful if it aligns with external accountability. Cochran 

Smith (2003:4) also argues teachers and educators must be held 

accountable for their work but that measures should not ‘focus 

exclusively on test scores and ignore the incredible complexity of 

teaching and learning and the institutional realities inherent in the 

accountability context’. She calls for a better alignment between 

internal and external accountability. The research findings are partly in 

line with existing studies and raise further questions on who should be 

accountable for the quality of mentoring practice. These results are 

inconclusive and suggest that further research is required here. 

References to reflective practice feature in the replies of a significant 

number of participants, which focussed on several aspects of assessing 

competency in their role (KF3):  discussing lesson plans and resources, 

focussed observation and feedback, checking marking is up to date, 
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reflection and assessment of the Standards, monitoring professional 

standards for failing trainees. References to reflective practice were 

not explicit in the standards in operation at the time of the research. 

They are now however evident in the new professional standards for 

teaching and leadership (Welsh Government, 2017b).  

Two experienced stakeholders, made interesting and enlightening 

observations noting that, the current climate of accountability in 

schools, particularly to ensure that the progress of each pupil in each 

lesson, had led to a huge change in the mentor role and therefore the 

experience of the trainee. Mentors therefore have had to change and 

reflect on how to train trainees. A subject mentor commented 

confirming this concern, ‘I worry about losing touch with the pupils in my 

classes’. (SuM) RS2. It is evidenced that the climate of teacher 

accountability has resulted in a shift of focus in the mentoring role. The 

response of this subject mentor is personal and individual in nature 

and stems from the values and beliefs of the individual (Abelman, et al. 

1999). The influence of this internal accountability on the approaches 

to mentoring trainees and mentors feeling the pressure because of this 

can effect and change the mentoring relationship (Edwards 1981:51). 

The focus in the classroom now is clearly on the ‘learning’, which 

provides a huge challenge to identify learning for the mentor and 

trainee. Illustrating the progress being made by each pupil in a lesson 

now requires the ability to seek out and use the data available on pupils 

in schools. Lesson planning needs now to include coverage of this 

important factor and requires the mentor and the trainee to focus on 

the skills to necessarily provide the evidence of pupil learning from 

early on and throughout their training. It is a legitimate cause for 

concern by the subject teacher and needs further consideration.  
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Abelman, et al, (1999) argued three factors operated in schools, 

individual conceptions of responsibility, shared expectations among 

school participants and stakeholders, and internal and external 

accountability mechanisms. Hobson and Malderez (2013) argues that 

the assessment element of the mentor role is compromised by the 

mentor using evaluative language too often which can lead to the 

failure of mentoring to achieve its potential. Similarly according to 

Smith (2001) with the mentor now involved in summative assessment 

and acting as gate keeper for the profession, validating trainees’ 

learning through observable behaviour and actions is now recognised 

as part of the role; because of this supervisory aspect the mentoring 

relationship, falls under the ‘shadow of control’ (Cullingford, 2006:14). 

In contrast MEP mentors not involved in summative assessment are 

framed as non-judgmental mentors, effective because of their 

externality which provides further opportunities  for discussing and 

challenging practice in the mentees schools, argued by Cook and 

Hawkins (2015 cited in  Daly and Milton, 2018;180). Research findings 

however did not find in line with these latter studies. Assessing 

competence is now considered a key feature of the mentor role with 

a diversity of approaches being adopted within a community of 

practice.   
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2. IS MENTORING VALUED AND SUPPORTED IN PARTICIPATING 

SECONDARY SCHOOLS? 

Research question two integrates Phase 1, Themes 3, 5 and Themes 6 

and 7 from Phase 2 of the research. Research question two is 

presented in two sections:  

 Mentoring as an extra-curricular activity 

 Resourcing mentoring  

Mentoring as an extra-curricular activity 

 

These sections illustrate there is little evidence in the data to support 

the existence of a culture and ethos for mentoring as described by 

Cunningham (2012) as an ‘architecture for mentoring’. Hobson and 

Malderez (2013) provide substantial evidence of institutional failure to 

support ITT mentoring adequately; inadequate mentor selection, 

failure to train mentors appropriately for their role, insufficient time 

for mentors to carry out their role and the lack of timetabled time for 

mentor meetings are all cited. 

Substantive qualitative and quantitative data indicates that mentoring 

ITTs has become an extra-curricular activity in many schools. All 

subject groups cited the lack of time for mentoring and training 

mentors as being a major barrier to the quality of effective mentoring 

in secondary schools. In some schools, mentor meetings with trainees 

are arranged after school, an addition to the mentor’s teaching role 

and as such fall outside the recognised curriculum domain. This type 

of activity carried out with pupils would be described as an extra-

curricular activity. Whilst the lack of financial reward for mentors is 
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evident it is not considered an issue with all sample groups and the 

concept of awarding a TLR for mentoring was not supported.  

Turner (1993) and Kerry and Mayes (1995) argue the mentor role 

offers a new professional pathway for those who wish to stay in the 

classroom which further encourages collaboration between HEIs and 

partner schools. Hobson and Manderez (2013) however found in line 

with Field and Philpott (2000) little evidence to suggest the mentoring 

role was seen as an important step in teacher’s professional 

development, a view confirmed in this study. Mentors are developing 

expertise whilst there is no way to recognise it. Alternative routes into 

senior management either to headship or to master practitioner are 

not currently available. Hobson and Manderez (2013:10) suggest that 

‘policy makers have neglected to accord sufficient status to the 

mentoring role’ identifying the lack of: rigorous mentor selection and 

appropriate training, recognition in career progression frameworks 

and salary structures, clear job descriptions and mentoring policies.  

Despite the significant amount of data on mentorship there appears to 

be very little literature with the focus on resourcing mentoring. 

The research data shows different perceptions exist within the sub 

groups of how much time is available for mentoring, which raises the 

time issue of monitoring the quality of the mentoring practice within 

and across schools. Participants alluded to time being the major barrier 

to effective mentoring particularly as the secondary school time table 

is so rigid and difficult to change, proving in practice to be unable to 

accommodate further time allocation for mentoring.  

…after an observation you are rarely able to give immediate 

feedback, in any other organisation you would organise it for 

immediate feedback….but non -  teaching mentors defeat the object  
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as they are not able to give the finer points needed for deep 

discussion’  (SM)   

 

Langdon (2011:103) and others claim misconceptions exist of how well 

mentoring is implemented by school leaders (Moshavi, Brown and 

Dodd, 2003). Further, Feiman and Nemser (2003) argue that these 

misconceptions can lead to missed opportunities to refine mentor 

practice in their schools. The data reflects and reinforces the view that 

school leaders and mentors had differing perceptions of the time 

allocated for mentoring. Megginson and Clutterbuck (1995) also argue 

that evaluating the success of mentoring practice helps to maintain the 

credibility of mentoring by relating it to benefits, for both pupils and 

staff. 

These are key issues, which support the qualitative data gleaned from 

the semi-structured interviews discussed in this section. The 

quantitative data, along with the comments in the qualitative data 

support the characterisation of mentoring as being variable in quality. 

The data further suggests that the trainees’ experience depends heavily 

on the circumstances in each school. This echoes findings from other 

ITT programmes where mentoring has been found to be the most 

variable element in the quality of the programme, (ESTYN, 2018; 

Hobson et al., 2005). There is a suggestion here that that there could 

be a link between the quality and consistency of mentoring and the 

resourcing of the process. It follows that the findings are in line with 

existing studies but this study offers more focussed amplification on 

the need to value and support mentoring and mentoring practice.  

Accreditation criteria for the new ITE schemes in Wales, (WG 2017) 

operational from September 2019, require schools to adopt a whole 
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school approach including mentoring to support student teachers. 

Value judgements to prioritise initiatives and decisions on how to 

recognise the role of the mentor to raise the status of mentorship in 

schools will need to be incorporated within the delivery position. 

Whole school targets will need to identify support for mentoring 

particularly through the provision of time and training, which will need 

to be planned and funded. At a time of reducing budgets in schools, 

this is likely to become a longer-term objective. The Teaching and 

Leadership Standards when funding permits, may then be reviewed to 

provide the time to enable mentoring to be reflected as an essential 

element of professional development.  

   

Resourcing mentoring  

 

A key feature that emerged from the research was the nature and 

extent of the support for the mentoring process observed in schools 

(KF11). Cunningham (2014) argued not enough policy attention is 

given to the role of the school-based mentor leading to inconsistency. 

Cunningham (2012) argues for an institutional commitment to 

mentoring that ensures mentors have a sense of value and recognition 

for the work they do. Hobson and Manderez (2013) provide further 

substantial evidence of the lack of support for school based mentoring 

however; it is disappointing to note the lack of literature discussing the 

issue of resourcing for mentoring. Supporting this concept, the NEU 

(2017) survey on teacher workload showed teacher workload is at an 

unprecedented level with 81% of teachers saying they have considered 

leaving teaching because of the pressures of workload. The DfE (2016) 

survey did not break down how much non-teaching work was 
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undertaken in school however, the NEU (2017) suggests that teaching 

hours may now be increasing as a consequence of budget cuts and 

rising pupil numbers. 

The quantitative data suggests that nearly 75% of mentors feel that the 

role of subject mentor requires more than one hour of protected time. 

The evidence in the research suggests it was rare for additional non-

contact timetabled time to be available for the mentoring process. 

Results also suggest that senior mentors are more likely than subject 

mentors to have the mentor role as part of their wider role in the 

school with many being members of the leadership team; holding 

responsibilities which may include staff development, performance 

management and co-ordination of school-based ITT. This model of 

portfolio management is for practical reasons mirrored in many small 

schools in Wales with a pupil population of less than 500 pupils where 

staff have wide and varied responsibilities.  

The data from the structured interviews along with the qualitative 

comments illuminates the lack of support for those in a mentoring 

role. These results repeatedly indicate that time for mentoring is the 

significant issue for mentors more so than any financial reward in the 

current climate (KF11). A majority, of respondents were uncertain, 

disagreed or strongly disagreed that a TLR should be available for 

mentoring ITT and this trend was stronger in the senior leader 

subgroup. Margo, Benton, Withers, Sodha with Tough (2008:8) argues 

further poor recruitment and retention of mentors can have an impact 

on the quality of ITT which may be partly because the position is under-

funded in schools. Senior leaders explained difficulties surrounding the 

time of allocation for TLRs and the uncertainty of the subject/number 

of trainees that would be placed at the school. Funding received by the 
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schools in most cases is passed to the subject area where the trainee 

is supported as additional capitation. In one exception, the data 

revealed that the mentor was unaware of funding for supporting 

trainees and in one other school, mentors personally received 

payment without any time allocation for their mentoring role.  

Overall, it could be said, the data reflects the different ways in which 

mentoring activity is valued. Respondents value what they do and they 

carry on doing it, often without the provision of time or funding to 

support them. The evidence suggests that trainee teachers are made 

to feel part of the school and feel the school experience is the most 

important aspect of their development as a teacher, which indicates 

that mentoring is working. The question is how long existing mentors 

will continue to undertake their role without the status and 

recognition deserved. 

The data supported by the literature suggests that there is a need for 

an infrastructure to support mentors and raise the profile of the role. 

In Wales, the issue has gained a higher profile more recently because 

of the publication of the Estyn thematic report in 2018, which was 

published after the data collection period. This research however 

reflects the situation that existed prior to the publication of the report.  

The lack of literature signposts the need for further research on the 

value placed on the process of mentoring trainee teachers in schools. 

The lack of support for mentors is of major concern and may be 

indicative of the lack of consistency in the mentoring process applied 

across schools at this time. Further research is suggested. 
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3. WHAT ARE THE KEY COMPETENCIES, SKILLS, AND ATTRIBUTES 

THAT ENSURE QUALITY AND CONSISTENCY OF MENTORING? 

 

Research question three integrates Phase 1, Themes 2, 5 and Themes 

6 and 7 from Phase 2 of the research. Research question three is 

presented in four sections: 

 Functional and personal competences of a mentor 

 Quality and consistency of the mentoring process 

 Policies and procedures 

 Relationship between mentor and mentee 

 

These sections discuss the functional and personal competences found 

in the data and the changing mentor relationship over time are 

discussed in line with existing studies. Furthermore, the merits of 

accredited training to ensure quality and consistency of mentoring and 

to develop the proficiency of mentors is discussed. There is substantial 

data to suggest accredited mentor training should be encouraged. 

There is further a large amount of data supporting the requirement of 

policies and procedures for effective mentoring. The qualitative data 

would suggest however, in small schools a formal structure for 

mentoring is not required provided there is a strong community of 

practice to support the mentoring process.  

 

Functional and personal competences of a mentor 

 

Qualitative and quantitative data provide evidence to indicate that 

mentors and stakeholders believe learning is affected by the emotions 
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(Goleman, 1996). Participants stated mentors should not only 

demonstrate competence in the classroom but should place significant 

importance on highly developed personal skills and should further have 

the ability to empathise (Odell, 1986). Specifically mentors and trainees 

in this research found ‘patience, empathy, flexibility, reliability, enthusiasm 

and commitment’ (SM, SuM, TT) to be essential or highly desirable 

qualities in the mentoring role (KF8). This data aligned with Odell, 

(1986), Hampton (cited in Hargreaves, 2005:9), Mee-Lee, and Bush 

(2003) who further agued mentors needed to be accessible to 

mentees. Mullinix (2002) argues the most powerful and important 

criteria for the selection of mentors is their reputation as a competent 

classroom teacher, which is confirmed by the qualitative data. It is 

considered that additionally, the ability to empathise with the trainee 

and a willingness to work in collaboration is of vital and equal 

importance. 

 Substantial evidence suggests in both schools that in particular good 

communication (KF8) and organisation, together with the effective use 

of time is fundamental to effective mentoring. Lee and Bush (2003) in 

their survey of mentors and mentees found that communication was 

amongst the four most frequently cited competences. CUREE (2005), 

Hargreaves (2005), Clutterbuck (2013), HMIe (2008) and Clutterbuck 

and Lane, (2004) argue that good communication is fundamental to 

coaching and mentoring to help and encourage learners to develop. 

The findings are therefore in line with existing studies.  

Clutterbuck and Lane (2004) divided their list of competencies into 

those that are generic and those by contrast which have some aspects 

of situationality. The behaviour model suggests that mentors require a 

situational set of competencies (micro-competences) whilst their 
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fieldwork suggests these are insufficient on their own as purpose, the 

organisation or participants may affect them. It is further suggested 

there are also generic competencies (macro- competences), 

(Clutterbuck and Lane, 2004), considered essential for all mentor 

relationships. These are discussed and explained further in 2.1 in the 

Literature Review. The findings are considered in line with existing 

studies. 

Participants suggested, to be effective, mentors should show passion 

for the role, be an experienced practitioner and be considered an 

outstanding practitioner; one who will provide opportunities for the 

trainees’ development (KF5) (Hobson and Malderez, 2013). 

Stakeholders particularly emphasised the importance of experience 

when selecting senior mentors (Anderson and Shannon, 1995). A 

senior and subject mentor in RS1 (KF7) identified professional 

knowledge and experience as important qualifications. One mentor 

described the role as a leader and facilitator (KF2) who will engage in 

activities that play to individual strengths that specifically meet the 

needs of the trainee (Shea, 1992; Tomlinson, 1995; Hobson and 

Malderez, 2013). The mentor explained further that the Head of 

Department with twenty years of experience in teaching and 

mentoring, and the newly qualified teacher (NQT) who can empathise 

with the challenges facing a trainee would provide a range and variety 

of experience. This experienced mentor and others further identified 

the importance of collaboration (KF2) which has been discussed fully 

in research question one.  

Stakeholders particularly emphasised the importance of highly 

developed personal skills in their responses (KF8), for example, ‘being 

able to see what you are not being told’ (STK) RS1. Stakeholders 
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explained mentors who can recognise the feelings of others are 

excellent at managing relationships, listening and relating to others; a 

skill considered vital to effective mentoring. Effective mentoring can be 

seen and felt as several participants identified the intensity of the 

mentoring relationship, for example, ‘Where you can see the intensity 

and dedication’ (SM) RS1. Stakeholders see empathy and higher order 

personal skills as fundamental to the mentoring process. Goleman 

(1996) claims that emotional intelligence can matter more than that 

person’s intelligence quotient. Newell and Hughes (2010) also believe 

that successful teachers develop their understanding of how learning 

is affected by the learners’ emotions. These findings are found to be in 

line with existing studies as shown. 

Trainees considered schools more effective than the universities in 

supporting their development, (Hobson, 2002). Trainees in both 

settings without exception, alluded to the need to be open-minded, 

not take criticism personally and to engage with the process during 

mentor sessions to take full advantage of the relationship. All 

responses were evident in both research sites. The mentor’s role as a 

facilitator is also considered of high importance, (Shea, 1992; 

Tomlinson, 1995). Trainees were asked to self-reflect and identify 

qualities in an effective mentee. They stated the school experience and 

the role of the mentor should focus on their needs (Furlong and 

McIntyre et al, 1993). They further perceived their mentor to be the 

most important aspect of their training (Hobson, 2002). There is 

evidence to show that as a trainee grows in confidence, they will want 

to take on teaching in their own style. Conflicts at this stage can arise 

and the mentors’ role needs to change as discussed later in this 

section. The attributes of a trainee as stated above of  being honest, 
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open to criticism and being proactive were recognised  by trainees and 

mentors as being essential attributes as they enter induction and 

progress through  the early years of their professional development. 

Reliability, punctuality, and efficient handling of paperwork were also 

important qualities inherent in their teaching roles and identified by 

the trainees who considered that any future employer would 

recognise and value in their newly appointed teachers. Accordingly, 

trainees thought these skills should have greater emphasis within the 

assessed process. 

 

Quality and consistency of the mentoring process 

 

The need for mentor induction, training, support, and development is 

considerable in both data sets and the findings are in line with existing 

studies. Capel and Blair (2007:16-17 cited in Cameron, 2014:57); Evans 

and Abbott, 1997). Capel and Blair (2007) recommended training 

should emphasise educational content to support trainees in 

developing and applying deep approaches to learning. Training they 

claimed, should include models of mentoring, the required knowledge 

and skills as well as relevant theories. Evans and Abbott (1997) argued 

that HEIs should direct mentors to appropriate research, which could 

be applied to practice and used as a basis for mentoring trainees. This 

recommendation for the training of mentors creates further research 

opportunities particularly in relation to mentor accreditation and 

currency. 

 

Both research locations valued the Induction mentor training offered 

by the HEI to raise awareness and share good practice between 
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mentors but alluded to difficulties in releasing large numbers of staff. 

The research participants identify the need for further mentor support 

and development training; as such, findings are not totally in line with 

ESTYN (2018). The Estyn report found that HEI training placed too 

much emphasis on the completion of documentation and that similarly 

quality assurance suffered from an insufficiency of emphasis. This 

dichotomy could leave schools with an impression that documentation 

completed is not related to the quality of their mentoring programmes. 

In terms of monitoring the quality of professional development and 

training programmes for mentors, details about the quality of the 

training in terms of its effect on trainees and possibly retention should 

be analysed in the future. To review the frequency of time mentors 

and trainees spend together without assessing the quality of that time, 

(which is more difficult to assess) is inadequate. Further research 

therefore should consider including investigating not only, the 

attainment of agreed targets within mentor programmes but also the 

more scientific study of their quality analysis. The need for mentor 

development training is found to be in line with the existing studies 

above.   

 

Mentors were seen to volunteer for the role in both research 

locations, (KF9) (although it was usual for it to be the responsibility of 

the HOD in research location two). Recognising that it has little 

attraction in terms of remuneration, they wish to extend their teaching 

experience and responsibility by working with a trainee teacher (Varah 

et al, 1986). Varah also argues that mentors should demonstrate an 

ability to initiate change in an organisation. Cameron (2014) further 

argues the process behind the selection of teachers to work as 
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mentors in an ITT programme can be indicative of the regard given to 

mentoring activities by both school and programme managers and may 

be suggestive of the quality of mentoring provision (KF9). Cameron 

(2014:19) further argues that poor recruitment and retention of 

mentors can have an impact on the quality of ITT. HMIe (2008) found 

that teachers were invited by their head teacher to take on the 

mentoring role. Cameron (2014) further found that mentor selection 

was improvised and based on the circumstances of each school. It has 

been noted earlier that senior mentors were appointed as part of their 

broader responsibilities, and many in larger schools, of 1,000 pupils or 

more were senior leaders. 

Once mentors are in place, they require both operational induction, 

training and developmental training. In the partnership model of ITT, 

the HEI provider is typically responsible for induction. Estyn, (2013, 

2016) has identified the value of this training in ensuring the 

consistency of mentoring. The mentor role however, can be fluid with 

mentors being placed in the role only when a trainee is allocated to 

the school. This practice particularly when the school does not have a 

trainee, often results in the mentor being appointed to another role 

and can create problems through a lack of continuity and currency. 

This contributes further to a lack of consistency in the mentoring 

process as mentor training and a mentoring provision in the school is 

not statutory and each HEI provider develops its own models and 

approaches to prepare teachers to act as mentors. It seems 

appropriate therefore, that mentor allocation in schools should be 

discussed with the HOD to establish the reasons for the selection. 

Furthermore, if they are new to the role, mentors should be 

supported to undertake a number of joint lesson observations and to 
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be observed giving feedback as part of their familiarisation with the 

process. Interesting and debatable points on the lack of consistency in 

the practice of mentoring, made by Margo, et al. (2008) and again by 

Cameron (2014) are pertinent in a climate of budget cuts and at a time 

when the provision of ITT in both England and Wales was under 

review. Developmental training for mentors should not be overlooked 

and should feature in a continuing professional development 

framework in schools. It should also be embedded in the leadership 

continuum as an expectation of all good schools. 

There was some division of opinion in the structured survey as to who 

should be responsible for monitoring the quality of mentoring, 

particularly between schools and HEIs (KF13). A majority of 

respondents in all sub groups further considered that Estyn guidance 

should include some assessment of mentoring. In previous reports on 

Teacher Training Centres, Estyn challenged the consistency of 

mentoring arguing it had weaknesses, which compromised the quality 

of the process. Currently mentoring does not feature in the ESTYN 

Inspection Framework. To include mentoring within the inspection 

framework would firmly establish and recognise the role and 

relationship of the mentor and mentee. The role of the school in ITT 

would also be recognised. The corollary is that if accountability within 

the mentoring relationship is monitored and evaluated then that 

relationship may be compromised and some of the strengths of the 

mentoring relationship lost.  
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Policies and procedures 

 

Qualitative data in research site one identified a sophisticated 

structure for mentoring. In research site two an informal arrangement 

was evident. It was observed that both structures were equally useful 

but with the latter dependent on their being an internal architecture 

of support within a community of practice. Hoad (2007) argues that 

learning conversations are central to the pivotal role of a mentor and 

they can take place formally in planned meetings or informally as 

matters arise (KF 10). This finding by Hoad was reflected in the 

research where the two different styles were found. In the two 

research sites, one was found to have a highly structured ethos and 

the other identifying more to an informality of process. 

A substantial amount of quantitative data however, favours formal 

policies and disagreed that mentoring can happen without policies and 

procedures being in place to support it. This result may be due to the 

way the question was asked in the survey or to the size of the 

participating schools, the majority of schools in the survey being large 

secondary schools with over 1000 pupils. Although conducted in 

secondary schools, the research relates generally to several aspects of 

mentoring in the primary sector but in a different context. Results in 

participating small secondary schools could apply to the same size large 

primaries. Results would also apply to primaries in relation to the 

mentoring relationship, which is even closer with primary mentors 

mentoring within, outside and across year groups as discussed below.     

These findings are therefore partly in line with existing studies and 

partly raise questions on validity. The results therefore suggest that 

policies and procedures are recognised as being useful but equal 



 

339 
 

acknowledgement be given to schools where there was a clear and 

supporting system of working practice. 

 

Relationship between mentor and mentee 

 

Learning to teach is a developmental process with learning passing 

through different stages along the way (KF4). It is considered and 

observed that the  needs of a trainee will change with time and 

mentoring could potentially hinder or assist this growth. Maynard and 

Furlong in McIntyre, et al. (1993:71) argue it is imperative to begin with 

the learning needs of the trainee. Hobson (2002:9-13) found that 

school based mentors were regarded by trainees to be the most 

effective factor in helping them to develop their classroom practice. 

The research as discussed earlier was conducted in secondary schools 

but the mentoring relationship in primary schools is potentially 

stronger when for example, a year six trainee will spend all of their 

time with the year six teacher. 

Both data sets confirm the mentor relationship changes over time to 

meet the needs of the trainee. The ability to recognise the stages of 

development for the trainee was considered crucial and the findings 

are in line with existing studies, (Maynard in McIntyre, et al. 1993; 

Kram, 1983, 1985; Clutterbuck, 2004; Hay, 1995; Penikett, Daly and 

Milton, 2018). 

A significant proportion of participants described the importance of 

recognising how their relationship between mentor and trainee 

changed and developed over time (KF 4). These findings are in line 

with existing studies; Clutterbuck (2004) building on research carried 
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out by Kram (1983) suggests distinct stages of development, from 

building rapport, through progression and finally winding down the 

relationship (Clutterbuck 1998; Hay, 1995, Kram, 1985). This was 

evident in both research sites, for example, 

Practice one gives generic advice and practice two is differentiated 

[to the needs of the trainee] (SM) (SuMx2) RS1.  

 

The importance of this flexibility to meet the needs of the trainee was 

emphasised by participants. 

The data indicates that induction and helping the trainee to fit in is an 

important part of the mentor role and further suggests that mentor 

induction training identifying the importance of familiarisation is 

required to help the trainee to fit in. The need to fit in with the 

teachers and the school often puts the trainee under pressure at the 

beginning. This can be exacerbated by a further need to meet the 

sometimes-conflicting demands of the university. Hobson and 

Malderez (2013:2) argue a mentor will embrace a number of roles 

including one of ‘acculturator’ to help the trainee to fully integrate into 

the professional culture of the school. Further key evidence in the 

research suggests that mentors are flexible to mentor, coach or 

counsel the needs as and when required by the trainee, which aligns 

with Clutterbuck (2004). Mentoring practices are complicated by both 

the situational and temporal nature of the relationship. ‘Situational’ is 

used in this context to mean that the prime responsibility of the 

mentor is to respond to the needs of the mentee. Different needs 

therefore will require different responses and as the range of 

responses could be very wide, one of the generic competencies of a 
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mentor according to Clutterbuck and Lane (2004:44) is to ‘be able to 

respond appropriately to the variety of needs a mentee may have’. 

 

4. HOW IS MENTORING PROFICIENCY DEVELOPED IN SECONDARY 

SCHOOLS? 

 

Research question four integrates Phase 1, Themes 3, 4, 5 and Themes 

6, 7 and 8 from Phase 2 of the research. Research question four is 

presented in three sections:  

 Mentor training 

 Community of practice 

 Continuing professional development 

  

These sections discuss the key findings, which include evidence 

confirming the value of all staff training on coaching and mentoring in 

schools. Training by HEI providers in partnerships is also highly valued. 

The support for a systemised programme of training leading to 

qualification and certification, acknowledging and accrediting the prior 

learning of mentors is also discussed in this section (Wang and Odell, 

2002; Donaldson, 2008; Hobson and Malderez, 2013). Mentors and 

trainees furthermore considered it important that all staff training 

helped to create a community of professional practice to support 

mentors and trainees (Cook and Hawkins, 2015). Key evidence 

confirmed by two data sets is considered which further suggests that 

mentoring should feature in the leadership continuum (Kerry and 

Mayes, 1995). Finally, evidence suggesting that participation in ITT 
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should be part of the Estyn Inspection Framework for School is 

considered and discussed (ESTYN, 2018). 

 

Mentor training  

 

Working with a mentor system can be an effective way of collaborative 

working (KF2). Stansbury and Zimmerman (2002) suggest the 

mentoring relationship develops collaboration between theory and 

practice. Several references were made by participants supporting the 

value of training through collaboration, particularly on joint lesson 

planning and delivery (Burn, 1992). Other aspects of professional 

development considered important in developing their proficiency 

were, communication skills, and report writing. Kerry and Mayes 

(1995) argue in support of a learning school where high priority is given 

within the school development plan to the support and learning needs 

of all staff. Mentoring can be an effective way of meeting the need of 

collaborative working, providing access to an individual and a 

supportive relationship. 

Structured interviews conducted during this research provided strong 

evidence to support a systematised programme of mentor training. 

Stakeholders in the semi-structured interviews particularly advocated 

the need for a mentoring standard mark with accredited reflective 

mentor training by universities and the need for reflective action 

research at masters Level. HM Senior Chief Inspector of Education 

Donaldson (2008:2) states 

High quality continuous professional development can only take 

place with commitment from the schools, of education 
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authorities and teacher education institutions to develop 

effective mentoring.  

 

When asked for their preference of training providers, several 

participants included Estyn and LEAs as well as training by mentors 

with the right skills. ESTYN (2016) identify particular weaknesses in 

the quality and consistency of the mentoring process. They cite 

training as being variable depending on the particular competence of 

the school and mentor. Substantial data confirms that mentoring 

trainees should feature in the Leadership Framework. The ESTYN 

Thematic Report (2018:8) recommends that the Wales Government 

should work with ITE providers ‘to support a national approach to 

mentor development in ITE’. The role of the school based mentor 

here becomes a central element of the ITT experience. However, the 

Professional Standards for Teaching and Leadership and ESTYN 

Inspection Framework fail to persist in this endeavour and refer only 

to collaborative practice without any reference to the term mentoring. 

This warrants further research as to why mentoring is not featured in 

these documents. It is difficult to visualise mentoring moving beyond 

extra-curricular without this formal accountability.  

One stakeholder expressed her concern with budget constraints and 

the withdrawal of funding for early professional development (EPD). 

This she states, results in the lack of funding available to support young 

teachers in their early years of professional development when they 

need to consolidate the knowledge and skills learned during Induction. 

The lack of resourcing impacting on the consistency of mentoring 

practice is once again evident in the findings. Mentoring can be 

situational (Clutterbuck and Lane, 2004) is dynamic and consequently 
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not objectively measurable. Mentors and trainees can be time tabled 

to meet but this time can be taken for other things as the needs of 

pupils will always take priority leaving the needs of the trainees to 

remain unfulfilled. Furthermore, due to limited resources and capacity 

in schools mentors and trainees may not be timetabled to meet at all. 

Participants were asked to describe any training they had to support 

their role as a mentor (KF12). The data indicates mentors access 

induction training at the university and the SM arranges mentor team 

meetings prior to the placements at the school. The data indicated that 

on occasions, joint lesson observations were taking place with SuMs, 

Tutors, and/or SMs. There was marginal evidence of a weekly ‘Need 

to Know’ booklet being produced by the senior mentor for subject 

mentors as a reminder of the requirements for the week and was 

considered good practice. Several commented in research site one on 

the importance of their in-house training. Other participants described 

the beneficial, naturally occurring opportunities they had taken 

advantage of in the school, for example, in-house shadowing of a 

mentor, and participating in the Professional Studies Programme to 

present on classroom management. Three subject mentors cascaded 

information from training at the University to their teams. One of 

these originated from Research site two. In research site one frequent 

reference was made to the value of having a whole school framework, 

which featured the regular development of mentoring and coaching 

skills and gave an insight into the school’s culture of CPD. Clearly this 

situation has evolved over time. Mentors explained the different 

perspectives of their training (KF12). The lack of frequency, lack of 

consistency and the diversity across the settings are causes for 

concern and attention. 
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ESTYN (2018) recommend that improvements in mentor 

development training should focus on the skills of teacher education. 

Wang and Odell (2002) reviewed and analysed three models for 

mentor preparation: the knowledge transmission model, the theory 

and practice connection model, and the collaborative enquiry model. 

There is little evidence however to support the effectiveness of these 

models on the development of trainee teachers. Two senior mentors 

who were qualified Estyn Inspectors for teacher education and training 

explained how the training helped them to recognise good practice in 

their role. ESTYN (2018) found that processes to identify strengths 

and weaknesses in mentoring are inadequate making the sharing of 

good practice ineffective. They argued strongly that all schools should 

contribute to or participate in teacher training and that ITT should be 

measured in the Inspection Framework. Quantitative data confirmed 

a majority of participants agreed that Estyn guidance should include 

some assessment of mentors. A further majority agreed that ITT 

funding should be linked to the accreditation of mentors. 

The role of the HEI in supporting the mentoring process was explored 

in the structured interviews (KF12). Participants were asked how they 

arranged mentor induction and development at their school. The 

results show that, the majority of schools access the induction and 

development training arranged by the HEI. These results indicate that 

mentors in schools consider the role of the HEI in relation to the 

mentoring process, to be focused on ITE, the induction of mentors, 

on monitoring and quality assurance. Significant evidence suggests also 

that the role of the HEI incorporates activities, which support the 

development of mentors such as joint lesson observations and 

bespoke training for mentor teams on school sites. In research site 
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one evidence suggests a whole school framework exists for CPD. In 

research site one all staff training in coaching and mentoring for ITT, 

NQT, EPD, and performance management is very much a part of the 

whole school framework. There is significant evidence of in house 

training led by the assistant head/senior mentor and external trainers. 

In research site two ITT mentor training only takes place at the 

university. The strength of the partnerships with HEIs was clearly 

evident by the importance and value placed on the training provided 

by the universities. Mentors commented particularly on the 

amplification of the new standards and scenario based training by the 

universities. These findings at the time of the research contradict those 

of ESTYN (2018). 

 

Community of practice 

 

Participants were asked how important they thought it was for all 

teachers to be trained in mentoring (KF12). Almost without exception 

subject mentors and trainees, felt training for all staff was essential to 

raise awareness and reinforce empathy for trainees. Stakeholders 

shared this perception and explained that all teachers are mentors and 

members of a reflective community. One Senior Mentor explained 

further the importance of training for all staff. 

 

Time for whole staff training can be limited… All staff need to be 

aware of and remember how hard it is to be a trainee. How young 

and inexperienced trainees are, not to have such high 

expectations…One sweeping comment by another member of staff 

can undo a lot of good mentoring. Trainee Teachers are part of the 
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school and school life. Everyone who has a trainee taking their lesson 

certainly should be trained. (SM) RS1 

 

Teachers clearly value participating in networks and see this 

professional affiliation as essential for building their capacity to be 

effective in their classrooms and schools. The benefits were given as - 

solving immediate problems and having access to a strong resource 

base was empowering (KF12).  

Kwan and Lopez-Real (2010) explain how professional identity 

develops for both trainees and teachers. The knowledge gained from 

being part of a professional community empowers teachers, helping 

them recognise their own expertise and expands teachers’ notions of 

what is possible within their own practice. According to Kwan and 

Lopez-Real, teachers who learn about their own competence may also 

bolster the confidence shown in front of students, colleagues, and 

other professionals. This can lead to improved self-esteem and 

personal beliefs. This can explain the importance of the statement by 

one subject mentor in research site one  

A community of practice is vital for supporting Mentors’ (SuM) RS1.  

Cunningham (2012:21) argues mentoring should be characterised as 

an attractive, rewarding activity with ‘both personal and professional 

rewards’, and Stephens (1996:4) further argues mentoring  ‘only 

flourishes when it is perceived by senior managers as an important 

aspect of staff development’. Data further aligns with this observation.  

 

Mentoring is the first stage of leadership training (STKs) 
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Training is required to help trainees ‘fit in’ and belong to a community 

of practice. (STKs SuMs TTs) RS1 and RS2. 

 

Communities of professional practice have been discussed earlier in 

Chapter Five but they feature also in this context. One of the ways 

Lave and Wenger (1991) add to the understanding of how learning 

takes place is the way they emphasise the social aspect of learning; ‘the 

advantages of creating professional learning communities in schools 

and colleges and endorsing the importance of an effective institutional 

ethos’ (Cunningham, 2010:19). 

Jones (2006:60) also has applied Lave and Wenger’s notions of 

legitimate peripheral participation and considers, 

 

Socialisation and integration into the school's community is 

crucial for the development of trainee teachers, as the sense of 

affiliation and security which comes with 'fitting in' are 

prerequisite to engaging in effective critical reflection and 

collaboration. 

 

 
Mentoring can therefore be seen as crucial to the integration within a 

school community of the new trainee to support the process of 

training teachers. The data is found to be in line with existing studies. 

 

Continuing professional development 

 

Frequent references were made by participants confirming the 

strength of the partnerships in existence in the region (KF12). Training 

to emphasise the importance of The Standards is stated by a significant 
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number of participants particularly by Stakeholders and Mentors in 

both research locations. One Senior Mentor elaborated on the 

importance of the partnership. 

Training on the Standards is a high priority as this is what they are 

aiming to achieve….Partnerships are so important… it is invaluable 

when the University shows clips of trainees these are scenarios at 

their best. Tutors now co-observe and the University has an obligation 

to do that. The subject specialist is needed here to lead from the front. 

Partnerships are so important, with ours training is excellent. Annual 

and interim mentor meetings have now been introduced at the 

university for senior mentors which is excellent to talk to other 

mentors and share practice…to discuss how trainees are getting 

on….it is so easy to communicate now and it is an opportunity missed 

if it is not used… concerns about trainees can be discussed at least 

each week… tutors co-observing is invaluable… essential that this 

dialogue takes place (SM) RS1 

 

This data aligns with Kerry and Mayes (1995) who refer to the pivotal 

role of the school-based mentor and argue that mentoring is central 

to institution based professional development. Warren (2006:17) 

suggests the challenge now is to show how mentor training can be 

mapped against the National Framework for Mentoring and coaching 

to show the flow of mentoring from ITT, through induction to NPQH 

(KF12).  

The notion of a continuum of professional development from 

pre-service through to induction including performance 

management suggests that mentoring could evolve to serve a 

pivotal function in staff development. 

 

The triangulated data indicates ‘mentoring is the first stage of leadership 

training’ (STKs). This process can be seen to follow a developmental 

programme in other professions, for example the training of nurses 

and the preceptorship concept. These arguments are developed 
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further in 2.2.4 in the Literature Review and are in line with the data. 

It is recommended that ‘mentorship’ in other professions be further 

researched for any benefits to the teaching profession; particularly 

considering the quality of the provision and the effect on attrition 

rates. 

In research site one this continuum of professional development from 

pre-service through into training, induction, EPD, performance 

management and into middle, senior leadership and NPQH is evident. 

Kerry and Mayes (1995) consider the use of mentors as a significant 

element in the staff development and target setting process for all staff 

including trainees. Supporting the partnership needs further, a 

volunteering opportunity to fulfil conditions of acceptance has been 

developed with the University for potential trainees. This offers an 

opportunity to those applying for teacher training and needing current 

up to date experience of school life to observe real time lessons and 

includes seminars on key educational issues led by current lead 

practitioners. The programme is popular with those considering a 

career move into teaching and PGCE conditional offers needing school 

experience.  

Kolb (1984) developed an experiential learning model concerned with 

the systematic and purposeful development of the whole person. Lave 

and Wenger (1991) builds on this theory and emphasises the social 

aspect of learning. Developmental mentoring (Clutterbuck, 2008) 

emphasises further the mutuality of learning and empowerment by 

providing someone who will give feedback, question, share ideas, 

discuss, challenge and guide another through the learning cycle. 

Together with statutory Induction opportunities, iNet programmes 

support EPD and those aspiring to middle leadership as well as NPQH 
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for Head teachers. This aligns with Hargreaves (2012) who argues for 

building alliances and developing deep partnerships between schools 

and OECD (2016) who further recommend the development of 

learning organisations. 

 

5. WHAT ARE THE OPERATIONAL REQUIREMENTS TO SUPPORT THE 

MENTORING OF TRAINEE TEACHERS IN SECONDARY SCHOOLS?  

 

Research question five integrates Phase 1, Themes 1, 3, 4, 5, and 

Themes 6, 7, and 8 from Phase 2 of the research. Research question 

five is presented in one section:  

 An infrastructure for mentoring  

 

This section explores the key findings of the study within the concept 

of an ‘architecture’ for mentoring in ITT (Cunningham, 2012). It 

discusses internal and external features (Hobson and Manderez, 2013) 

including institutional commitment, institutional ethos (Lave and 

Wenger, 1991), resourcing (Hobson and Manderez, 2013), induction 

training and support for mentors, selection and accreditation for 

mentors (Hobson, 2009; Cameron, 2014), clarity and consistency for 

the role including a job description and code of conduct, (Cunningham 

2012). 

 

An infrastructure for mentoring  

 

Substantial quantitative data indicates that training should be provided 

for teachers to mentor effectively and that funding should be linked to 
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the accreditation of mentors. All sample groups further indicated that 

one to three hours per week would be ideal to fulfil their role and that 

the time should be additional and protected. A large majority of 

participants agreed that mentor accreditation should be encouraged 

and further that mentoring should be included in the Leadership 

Framework for Wales. Stephens (1996) argues that mentoring will 

only flourish when considered an important aspect of staff 

development and Langdon (2011) further argued that school culture 

was foremost to how trainees developed. Cunningham has considered 

this issue and proposed that the institutional context can be 

considered as a kind of ‘architecture’ for the mentoring process. He 

contends that ‘effective mentoring needs solid institutional backing’. 

(Cunningham 2012:17).  

 

The term architecture is used not only because this backing acts 

as support and buttress to the actions of mentor and trainee, 

but also because, just as poorly designed buildings can influence 

the morale, efficacy and experience of those who inhabit them, 

so too can ‘an organisation lacking the appropriate architecture 

be prone to ineffective, under-resourced and under-valued 

mentoring’  

 

This ‘architecture’ is considered in some detail in 2.2.5 in the 

Literature Review and is re-visited here to emphasise its’ significant 

importance.  

Cunningham (2012:18-23) identifies seven distinct factors within an 

‘architecture for mentoring’, each of which by its strength or deficiency 

would influence the effectiveness of the mentoring provision. Factors 

include a commitment to mentoring, an appropriate institutional 

ethos, making available resources, careful mentor selection, induction, 
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and training, issues of clarity and consistency based on a principle of 

shared ownership and systematic research to measure the impact of 

mentoring on the professional development of trainees, mentors and 

on pupil learning.  

The notion of situated learning and the role of professional 

communities of practice would suggest further that the contexts of the 

school in which the mentoring process takes place has a significant 

influence on the nature and effectiveness of that process (KF13). Lave 

and Wenger (1991:29) emphasise both the social aspect of learning 

and how professional learning communities endorse the importance of 

the institutional ethos. Bubb and Earley (2007) argue the school 

context can improve or impede the development of trainees. 

Timperley, et al. (2008:6) further argue that training is characterised 

by both ‘context and experience’. The findings are partly in line with 

existing studies and raises questions to be addressed in future 

partnership programmes through the Criteria for the Accreditation of 

Initial Teacher Education Programmes in Wales (2017).  

It is worth noting that this architecture of support for mentoring has 

not previously featured significantly in quality frameworks for teachers, 

teacher training or school leadership, or in policy discourses about 

ITT. Cunningham’s notion of architecture therefore provides a useful 

additional dimension for understanding the mentoring process in 

schools. Significantly, in Wales the majority of ITT programmes are 

not based entirely in schools and are based on external provision 

within partnerships. The notion of architectural support for mentoring 

should therefore also take account of other sources of support, which 

are present in ITT programmes, most significantly the HEI providers 

and tutors who support trainees.  
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Participants clearly saw their role as one of partnership with the 

Universities as previously discussed. In its simplest terms the role of 

the HEI provider in ITT can be articulated as providing the more 

theoretical or contextual elements of the programme, whilst the 

school provides the setting for practical training in the classroom. The 

more complete picture of what the HEI provider contributes to the 

partnership model is more complex. The Criteria for the 

Accreditation of Initial Teacher Education Programmes in Wales 

(2017) makes clear the requirements and expectations in terms of 

‘architecture’ to support the mentoring process by schools and HEIs. 

The HEI provider is required to enhance and support the process by 

providing additional resources to those derived from the school. This 

may include training for mentors, an induction to the formal 

requirements of the ITT programme, quality assurance, and 

accreditation of the mentoring process, additional training sessions, 

and support for the Trainee Teachers.  

 

 

6. WHAT IS THE IMPACT OF EFFECTIVE MENTORING ON TEACHER 

RETENTION DURING TRAINING? 

 

Research question six integrates Phase 1, Themes 1, 2, 3, 4, 5, and 

Themes, 6, 7, and 8 from Phase 2 of the research. Research question 

six is presented in one section: 

 The impact of mentoring on trainee retention  

This section discusses mentor perceptions on why trainees left their 

course during training, considers what could be done in terms of ITT 
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to address these  issues and explains how mentoring may impact on 

trainee retention.   

 

The impact of mentoring on trainee retention  

 

The number of trainee teachers leaving during training in Wales is an 

issue but attrition rates at this stage of training have not been 

published. A small number of trainees, between 7% and 11% per year 

over the research period however, withdrew from the PGCE course 

in the partnership. Reasons given included: personal reasons including 

health, family and financial matters, wanting to gain more experience 

and intending to return, teaching not being for them, being unhappy 

on the course, unable to cope with workload, taken up employment 

and transfers to another institution (KF 5) and (KF6). The impact of 

mentors using their skills and experience to identify trainees where 

teaching is not for them, should however be seen as a positive 

outcome of mentoring for both the trainee and the profession; the 

trainee makes an informed decision and leaves the course in an 

organised way with the mentor supporting them throughout. 

Since 2012, Wales has seen a declining number of trainees entering 

ITE as a consequence of reforms. Leighton Andrews, the then 

Assembly Education Minister for Wales in his speech ‘Teaching makes 

a Difference’ (2011:15) promised to be ‘more prescriptive’ in his 

review of initial teacher training and continuous professional 

development. The education minister defended the reduction in 

trainee teachers of 27% since 2004, saying the large number of training 

places on offer ‘has failed to reinforce teaching status by making entry 
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challenging and opens up the opportunity for schools to recruit 

cheaper newly qualified teachers rather than experienced 

professionals’. Andrews argued further that the quality of assessment 

was inconsistent claiming only eight NQTs had failed induction in the 

last eight years. There was a further promise by Leighton Andrews to 

review teacher induction alongside that of the review of the GTCW. 

In 2015, the GTCW was reconfigured and renamed to become the 

Education Work council (EWC). The EWC administers the award of 

QTS and tracks and records arrangements for Induction, the MEP, and 

EPD. 

The now much reduced targets for the recruitment of trainees are not 

being met; Figure 2 shows the declining numbers of trainees in the 

partnership during the research period. EWC (2014-19 section 4) and 

data shown in Table 64 below indicates the trend of declining numbers 

of postgraduate secondary school trainees being trained throughout 

Wales for the research period. 

Table 64 shows the number of Postgraduate Secondary students being trained 

throughout Wales from 2014/15 to 2018/19 

Academic year Number of postgraduate 

secondary students in Wales 

2014/2015 624 

2015/2016 534 

2016/2017 518 

2017/2018 490 

2018/2019 453 
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Participants indicated that mentoring has a positive impact on the 

retention of teachers, particularly in managing workload, during 

training. Ingersoll (2003) found that time spent with a mentor to get 

trainees to manage workloads, prioritise demands and avoid isolation 

had an impact on promoting teacher retention. All sample groups place 

significant importance on: highly developed personal skills for the role, 

situated learning and communities of practice. There is further 

substantial evidence to support the empowerment of trainees through 

collaborative work with mentors. This emerges as a key strategy to 

address some of the issues associated with teacher attrition during 

training and supports evidence gleaned from the qualitative data.  

Mentoring is shown to have a positive impact on trainees, which can 

contribute to their decision to stay in teaching or leave the profession 

(KF5).  

Mentoring is massively important for supporting ITTs and allowing 

time to make mistakes and develop in teaching. (SM)  

 

Palmer (2010) argued that engagement with mentors had an impact on 

the success of the mentoring scheme. According to Stansbury and 

Zimmerman (2002), mentor support should meet the needs of the 

trainee throughout the stages of development and the mentors need 

to use their experience to determine if the trainee is able to eventually 

succeed. They further argue collaboration is encouraged in a 

mentoring relationship to integrate theory with practice.  

Significant anonymised data identified ‘workload’ as being the main 

reason why trainee teachers leave their course prior to completion 

(KF6). The further three main reasons identified in the data were, 
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‘challenging pupil behaviour’, ‘personal circumstance’ and ‘a change of 

career or direction’.  

Within their comments, mentors identified a number of factors for 

future consideration in managing workload for teachers during training 

as discussed in 2.2.3 in the literature review (NAO, 2017) (Ingersoll, 

2003). 

It is important to retain the induction and preparation for the 

placements at the university. More regular visits by HEI tutors. 

Assignments and deadlines for university coursework need to be 

reviewed e.g., A series of lesson plans could be submitted to illustrate 

aspects of pedagogy to develop reflective practitioners. (SL) 

 

Strategies identified in the structured survey by all sample groups to 

address some of the issues associated with teacher attrition include 

regular scheduled collaboration with other teachers on lesson 

planning, common planning time, participation in a network of teachers 

and support with challenging pupils (KF6). Subject mentors included 

more effective guidance of a mentor in the same subject area in their 

strategies. Ingersoll (2001) in his research with new teachers argued 

those who receive no support are more likely to leave the profession 

early in their career. Ingersoll found that time to collaborate with 

other mentors and teachers on lesson planning and delivery and by 

feeling supported had an impact on preventing trainee attrition. 

A majority of respondents indicated that mentoring has a positive 

impact on trainee retention. 

Strong, open communication within the department and a friendly 

atmosphere in the school will lead to positive energy in the classroom. 

Non-judgmental mentors explain we are all learning every day and 

can help with organisation and the prioritising of short, medium, and 

long-term tasks. (SM) 
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High retention rate is supported by high quality mentoring and an 

atmosphere of encouragement in the school. Standards of mentoring 

have a huge impact on the retention of trainees. (SL) 

 

Nugent and Faucette, (2004) show there are important links between 

teachers’ sense of being effective, their satisfaction with their work and 

retention. According to Zeicher (2003) new teachers rarely feel 

successful without some support from fellow teachers. The continual 

influx of new teachers can drain the energy and resources of the 

school because administrators and others will need to continuously 

orientate and train these new teachers. Schools from a practical 

perspective would benefit from the spending of time, energy, and 

money to retain quality teachers. This would avoid the need to 

continually recruit and incorporate new teachers into the school 

environment. Schools that welcome a host of trainees however and go 

on to appoint many to their schools benefit from this practice as the 

newly qualified teacher will have been inducted to the school 

community during their placement as a trainee. Theories discussed 

align with the data. 

There is now an urgent need for further research on the recruitment 

and retention of teachers in Wales and trainees leaving the course, as 

they are a small but important part of the picture. These results could 

form the basis of future research as a longitudinal study with trainee 

teachers and mentors. In England, also targets for training the number 

of newly qualified secondary teachers have not been achieved. The 

latest available attrition figures in June 2018 (Table 64) show the 

number of secondary teachers continues to fall despite the growing 

number of pupils. Retention rates of early career teachers have also 

fallen significantly in recent years. These are crucial years when mentor 
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support, nurturing, and opportunities for development can impact on 

the decision to stay in or to leave teaching. The current challenge is to 

have enough trained secondary teachers to meet the demand for the 

next five. 

 

MAIN CONCLUSIONS 

 

In ITT, the affinity between mentor and mentee is an enriching 

relationship, which reshapes over the period of school experience and 

influences their development of practice; furthermore, the data 

suggests it can influence the futures of trainees as practitioners.  

Assessing competence is a key feature of the mentor role in ITT, which 

is carried out in a climate of accountability. The study shows this 

uneasy mix of sponsorship mentoring involved in assessing, 

certification, and developmental mentoring where they are expected 

to be the critical friend and confidant can negatively affect the 

mentoring relationship.  

The research found that mentors need to be professionally competent, 

experienced practitioners, able to work collaboratively whilst 

possessing highly developed personal skills with the ability to 

empathise with trainees. Experienced, skilful teachers who lacked the 

skills required by trainees to collaborate, empathise, challenge, 

support, and assess were not by participants considered suitable for 

the role.  

The study suggests the quality and consistency of mentoring is not 

regularly monitored and the issue is not being addressed. 

Accountability for the quality and consistency of mentoring is being 
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unintentionally ignored. Findings suggest that when practitioners 

perceive policies and procedures serve to mitigate the risk of uneven 

practice then it is likely there will be quality mentoring. Mentoring does 

not feature in the ESTYN Inspection Framework. Furthermore, it is 

disappointing to find no reference to mentoring in the Professional 

Standards for Teaching and Leadership. The standards make no explicit 

mention of mentoring which is considered a concern. The overall 

situation is unclear and there is a diversity of views among participants 

if HEIs, participating schools or regional consortia should be 

accountable for mentorship.  

This study found that additional funding for ITT should be linked to 

the accreditation of mentors. The study also identifies that a 

recognised progression framework, offering a range of options that 

mentors can access to meet their own specific training needs is needed 

to develop the proficiency of ITT mentors. Furthermore, it was found 

that the guidance for inspection should include some assessment of 

mentoring. Without this formal accountability, mentoring will remain 

in the extra-curricular domain. It is of worthy note that the study 

participants stated that with this external, formal accountability some 

of the strengths of mentoring may be lost if natural professional trust 

is undermined. A process of intelligent accountability, not just the 

collection of data must emerge.  

Participants see mentoring as part of a repository of practice with 

mentors applying a diversity of approaches, at different stages of 

teacher development. Furthermore mentoring is an individual activity, 

dynamic in nature and as such is resource dependent. The problem lies 

with the perception of mentoring as an extra-curricular concept that 

in practice escapes the funding and resource system. The mentoring 



 

362 
 

process is wider than the relationship between mentor and trainee and 

is often impacted by the management of mentorship within the 

pressures and priorities of the school. Mentorship can be held within 

an often-variable framework of ‘architectural support’ (Cunningham, 

2012). Currently it appears little value is placed on the role of a 

mentor, as mentorship is under-resourced and in many schools 

operates as an extra-curricular activity. The evidence suggests that a 

majority of trainee teachers are made to feel part of the school. It is 

further suggested by the evidence that mentors, despite the lack of 

time, training and financial reward, continue to undertake the 

mentoring role, so enabling mentoring to be seen as working in the 

school.  

The region of Wales where the study was undertaken was unique in 

covering such a wide geographic area and a variety of schools. This 

study shows that mentoring can work in different types of schools and 

mentoring can happen without policies and procedures. The study 

shows that there needs to be a strong community of practice in place 

to support it. 

In conclusion, I would support the final words offered by Furlong 

(2015:38) when he said 

Fortunately for Wales, it does still have a number of individuals 

and institutions that remain highly committed to the provision 

of good quality teacher education. There are institutions with 

generations of experience; there are individuals with very high 

quality skills and great enthusiasm. What has been missing in 

recent years is a stable and high quality system in which these 

institutions and individuals can flourish 

 

Chapter Six will illustrate how the research questions have been met. 

The chapter will summarise the methodology, the research findings 
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and will discuss the significance and implications of the results.  

Chapter Six will further illustrate the contribution the study has made 

to the teacher training debate in Wales, highlight the limitations of the 

study and will pose questions for further research.
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CHAPTER SIX - MAIN CONCLUSION 

 

Chapter Six presents a final analysis of the study results and offers key 

conclusions which will -  

1. Answer the research questions 

2. Summarise how the aims and objectives were addressed 

3. Consider the significance and implications of the findings for key 

groups 

4. Explain the contribution of this study to the teacher training 

debate in Wales 

5. Identify the limitations of the study 

6. Propose questions for further research. 

This chapter considers the implications of the findings for stakeholders 

and crucially explains how the findings will contribute to the on-going 

debate on teacher training in Wales.  

   

6.1 THE RESEARCH QUESTIONS ANSWERED 

 

This section shows how each of the research questions have been 

answered. The section builds on Chapter Five, which explains how the 

data aligns with the literature, expands on commonality, and also in 

some cases illuminates the understanding. The section further shows 

how the findings differ from the literature and inform the debate. 
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1. WHAT ARE THE CURRENT UNDERSTANDINGS OF THE CONCEPT OF 

MENTORING? 

a) How do mentors perceive their role? 

b) What activities do mentors undertake? 

 

a) How do mentors perceive their role? 

A review of literature indicated that ITT mentoring is both important 

and problematic. Furthermore mentoring can best be conceptualised 

as a process based largely, but not exclusively, upon cognitivist 

traditions of learning theory (Schön, 1983, 1991; Kolb, 1984). These 

theories are based on the assumption that learning is an active process 

achieved through the activities the learner engages in, including the 

consequences of those activities and a period of reflection. The 

constructivist model of mentoring fosters active learning and provides 

scaffolding for mentees to become facilitators of their own learning. In 

contrast, the study strongly suggests the mentoring process has 

resonance with other theories and models, including some elements 

of behaviourist theories of learning (Cullingford, 2006). The most 

apparent examples of this are the formal assessment structures for 

qualified teacher status in which the researched mentoring process 

sits. This reflects the behaviourist emphasis on learning to have 

observable and measurable outcomes. In addition, the data shows 

mentoring incorporates early behaviourist concepts of indirect 

conditioning through the modelling of attitudes, behaviour, and beliefs 

that the mentor adopts within the mentoring process (McIntyre, 1993; 

Brookes and Sykes, 1997). 
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…modelling what is expected, scaffolding and at times, yes, being a 

role model. (SuM)  

 

This study strongly suggests, in line with a number of accounts (Kerry 

and Mayes, 1995; Megginson and Clutterbuck, 1995; Clutterbuck, 

2004; Hargreaves, 2005) that trainees need both support and challenge 

to improve and realise their potential. The data clearly shows how 

relationships change and evolve with need (Burn, 1992), often being 

directive to start with and sometimes progressing to a more situational 

and needs-based approach. This has resonance with Clutterbuck’s 

(2004) ideas of the generic competences of a mentor being able to 

respond appropriately to the needs of the mentee. The study shows 

that a dynamic diversity of approaches is adopted at different stages of 

trainee development. These strategies do not always follow a 

consistent pattern throughout the training period, are situational to 

the task in hand and are, in practice, needs led. Imposing a normative 

framework of practices and trajectories on a mentor-mentee 

relationship is therefore not always possible, nor is it necessarily 

desirable or appropriate. Clutterbuck argues that typical foundations, 

values, purposes, key features, can be described and some of its key 

phases even mapped. There is a final comment from Clutterbuck that 

suggests it is not possible to predict how these elements will converge 

and develop over time to form the specific mentor-mentee 

relationship. 

A good mentor will be flexible to coach, counsel, or mentor as 

required. (STK)  

The evidence of situated learning and communities of practice is 

substantial in the data and reflects the situated theories of learning 

(Lave, 2009; Wenger, 2000; Eraut, 2004 and Fullan and Hargreaves, 
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2012). Locating initial teacher training in the practical context of the 

classroom, where trainee teachers take a progressively greater role in 

the activity of the school, fits closely with the idea of learning taking 

place within a community of practice through a process of what Lave 

and Wenger (1991) term legitimate peripheral participation. The 

school-based mentor’s role can be a representative one. In the role of 

the mentor they may represent the values of the school in which they 

are based (explicitly or implicitly) rather than just themselves as a 

professional. 

 

b) What activities do mentors undertake? 

 

The data strongly suggests mentors primarily oversee the progress of 

trainees, which includes arranging induction and helping the trainee to 

fit in, setting targets and challenging trainees to improve aspects of 

their development as teachers. In many cases, this is considered 

effective mentoring by participating trainees. The data strongly 

suggests classroom observation and constructive feedback are key 

features of the role and collaborative work on lesson planning and 

sharing resources is highly valued by trainees. Checking lesson plans 

before teaching lessons and the organisation of the professional studies 

programme is further considered good practice. (Shea, 1992; Edwards, 

1998; Jones, 2006; ESTYN, 2018). 

In many cases there is recognition of the tensions that exist in the 

aspect of the role which involves mentors in the summative 

assessment of trainees within the research (Hobson and Manderez, 

2013; ESTYN, 2018; McIntyre, et al., 2009).  
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[It is important the mentor] has the skill set to manage the conflict 

arising from assessment, challenge and support. (STK, SuM)  

 

The mentoring relationship falls under the ‘shadow of control’, which 

fits closely with the ideas of Cullingford (2006:14). The data strongly 

suggests that in ITT there is an uneasy mix of sponsorship mentoring 

where mentors are involved in assessment, certification, and 

developmental mentoring where they are expected also to be the 

critical friend and confidante (Hobson and Malderez, 2013).  

Teachers are now so overloaded by expectations of them and 

concerned about the progress of their pupils that it has caused a shift 

in the focus of the mentoring role. (STK) 

 

Key evidence from this study clearly suggests a changing role of the 

school-based mentor in recent years as the climate of accountability 

has developed. When the mentor remains identifiably responsible for 

classroom performance and in particular, the measured learning of 

pupils there appears to be an increasing reluctance for them to gift 

their classes to trainee teachers.  

 

2. IS MENTORING VALUED AND SUPPORTED IN PARTICIPATING 

SECONDARY SCHOOLS? 

 

Significant data emerged confirming the lack of formal, professional 

recognition for mentors and the process of mentoring in many 

participating schools. The data strongly suggests the main barriers to 

effective mentoring were; little timetabled time, no protected 
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additional time, and no developmental training for mentors (Hobson 

and Manderez, 2013; Cunningham, 2012; Cameron 2014). Mentoring 

trainee teachers in many cases, has become an extra-curricular activity 

being poorly resourced and undervalued in the vast majority of schools 

in which the research is based, as per the following observations made 

by participants. 

Lack of time to train and support mentors. (SM) RS2 

Lack of timetabled time [for mentor meetings and the quotidian 

practicalities to far reaching strategic matters]. (SM) RS1 

You have to say time don’t you as the secondary time table is so 

inflexible… after an observation you are rarely able to give immediate 

feedback… in any other organisation you would organise it for 

immediate feedback. (SM) RS1 

 

The study strongly suggests the ‘internal architecture’ (Cunningham, 

2012) of the school needs to prioritise urgently and value the training 

of teachers as a whole school initiative and as a professional 

responsibility. The current modus operandi encourages schools to 

make decisions, which benefit the school e.g. there is an approach that 

sees taking trainees as a recruitment activity. This finding aligns with 

the study data. The more holistic educational approach would be to 

encourage schools to accept a responsibility for the profession more 

widely in an acknowledgement that effective training benefits all 

schools. 

This architecture involves developing a mentoring ethos and culture, 

addressing the needed support and recognition for mentors. The 

provision of timetabled time and training for mentoring trainee 

teachers should be given priority, even within the conflicting demands 
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on reducing school budgets, if the training of teachers in Wales is not 

to remain an extra-curricular activity. Policy change by the Welsh 

Government and ESTYN reflecting the recommendations of the 

ESTYN (2018) thematic report is needed if effective mentorship is to 

be recognised and valued as a professional responsibility in Wales. 

Without this important element of change, the aspirations of 

politicians may be viewed as simply quixotic actions. 

 

3. WHAT ARE THE KEY COMPETENCIES, SKILLS, AND ATTRIBUTES 

THAT ENSURE QUALITY AND CONSISTENCY OF MENTORING? 

 

This study strongly suggests that mentors should be good 

communicators. The ability and willingness of the mentor to work 

collaboratively is seen as crucial. Mentoring provides an opportunity 

for collaboration as an individual activity which may or not be realised 

(Jones, 2006; Lopez-Real and Kwan, 2005; Palmer, 2010; Ingersoll, 

2001). The data suggests further that mentors should, possess both 

situational and generic competences, have the ability to identify the 

needs of the trainee and be able to manage the different phases of the 

relationship to ensure consistency of the mentoring process 

(Clutterbuck and Lane, 2004).  

Furthermore the data strongly suggests that mentors and stakeholders 

place significant importance on empathy and that mentors should 

possess highly developed personal skills for mentoring in order to be 

effective (Clutterbuck, 2004; Goleman, 1996). Key features of the 

mentor role were described as -  
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…metaphorical handholding and seeing passion and concern for the 

individual…giving practical advice, homing in on the needs of the 

individual. (STKS, SM, SuM, TT) 

…being able to see what you are not being told. The ability to 

recognise strengths and going beyond the basics with partnerships. 

(SM) RS1.  

Key evidence suggests further that mentors should be supported by 

an ‘architecture for mentoring’ as argued by Cunningham (2012).  

 

4. HOW IS MENTORING PROFICIENCY DEVELOPED IN SECONDARY 

SCHOOLS? 

 

Traditionally the responsibility for achieving the involvement of 

schools in initial teacher training and accountability for the quality of 

the training provided has been placed on the HEI providers rather than 

schools. Wales has moved towards joint provision and shared 

accountability with their partnership programme since 2019. The 

increasing role of the school in initial teacher training has been 

characterised by a variability of quality in mentoring provision. This is 

considered a consequence of the lack of centrally controlled 

frameworks or systems to allocate support and to hold accountable 

school-based mentoring (Cameron, 2014). In 2020 Ofsted’s Core 

Content Inspection Framework and Handbook for initial teacher 

training places mentoring at the core of each of the Standards in 

England. It requires evidence for the inspection of both the 

professional development undertaken by mentors and information on 
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how the quality of mentoring is monitored (Ofsted, 2020:14). 

Prescriptive guidance on how quality may be assessed would be a 

useful addition in order that quality is continually and consistently 

monitored. Little reference is made to this in the previous Estyn 

framework, which ended in 2016. The data from two research 

locations strongly suggests the current system of mentoring in a 

partnership model for teacher training can be effective in different 

types of schools The data further illustrates how  the day-to-day 

processes and ‘architectures’ (Cunningham, 2012) of mentoring are  

successful in different educational contexts when supported by 

community of practice. Significant evidence in the study confirmed the 

value of whole staff mentor training. Empathy, emphasising the 

importance of situated learning and induction support for trainees and 

mentors featured considerably. This fits closely with the idea of 

Wenger’s (2002) communities of practice,  

…time for whole staff training can be limited. All staff need to be 

aware of and remember how hard it is to be a trainee… One 

sweeping comment by another member of staff can undo a lot of 

good mentoring. Trainees are part of the school life. (SuM) RS1 

 

This study strongly suggests there is need for a systemised programme 

of training for mentors accrediting prior learning and leading to a 

qualification, certification and accrediting prior learning of mentors, 

within a wider framework of leadership development.  

…mentoring is the first stage of leadership training (STK).  

Key evidence suggests that mentoring in initial teacher training should 

be a recognised part of a CPD framework for teachers and should 

feature significantly in the leadership continuum and the Estyn 
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framework. According to mentors and senior mentors, the data 

suggests that remuneration as not a priority for mentoring and 

significantly, that it should be recognised as a core function of the 

school. Training currently provided by HEI providers is highly valued, 

 

…partnerships are so important, with ours, training is excellent  

(SM) RS2 

Currently the operational aspects of training are among the most 

valued provisions that the schools have from the partnership. The data 

however indicates the need for further developmental training, which 

is accredited.  

 

5.  WHAT ARE THE OPERATIONAL REQUIREMENTS TO SUPPORT THE 

MENTORING OF TRAINEE TEACHERS IN SECONDARY SCHOOLS?  

The notion of architectural support for mentoring developed from the 

review of literature and the model was further refined during the 

collection and analysis of data. The study strongly suggests that 

protected time and training are required for effective mentorship. This 

notion builds from ideas of situated learning and communities of 

practice, recognising that learning does not take place in a vacuum and 

that a whole range of resources, factors, and contexts will influence 

the learning process. Cunningham (2012) argues an ‘architecture’ for 

mentoring refers to the commitment to mentoring demonstrated by 

the institution where mentoring is taking place i.e. the school hosting 

the trainee teacher. This may be expressed through resources, time 

allowances, the processes and systems to support effective mentoring, 
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and/or an explicit ethos demonstrating the value placed on the activity 

of mentoring. The study strongly suggests this commitment is not 

evident in many schools. The importance of the features identified 

which relate to the school can be considered as internal ‘architecture’ 

but of equal importance is the external ‘architecture’ provided through 

partner HEIs and National strategies and policies. 

 

6. WHAT IS THE IMPACT OF EFFECTIVE MENTORING ON TEACHER 

RETENTION DURING TRAINING? 

 

Current targets for the recruitment of trainees in Wales are not being 

met. There are many factors contributing to this decline, which are 

beyond the scope of this research, but this study does make a 

contribution to the debate over retention. In this study, mentoring is 

shown to have a positive impact on trainees, which can contribute to 

their decision to stay in teaching or leave the profession (Ingersoll, 

2001; Palmer, 2010). Mentors when using their skills and experience 

within their mentoring role sometimes identify trainees where 

teaching is not for them. This can be seen as a positive outcome of 

mentoring which prevents the trainee from wasting their career 

opportunities further, the teaching profession not gaining an unsuitable 

member, and the class experience not further adversely affected. The 

data strongly suggests that ‘workload’ is the main reason why teachers 

leave their course during training. Furthermore, the research identifies 

strategies for managing workload through the mentoring relationship. 

It is now further suggested that other models of mentoring outside the 

education system. This research could then assimilate other current 
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practice and consider their application with a particular emphasis on 

the support provided during ITT and the extended support needed for 

continuing professional development. The study suggests the current 

preceptorship approach utilised by the NHS Employers (2020) to 

improve attrition rates could be a model that has potential for 

transferability into teaching development. 

 

6.2 HOW THE AIMS AND OBJECTIVES WERE ADDRESSED 

 

The research employed an exploratory, sequential, mixed method 

design, which was qualitative-led (Tashakkori and Teddlie, 1998; 

Cresswell and Clarke, 2011). Phase one aimed to analyse the concept 

of mentoring, and to investigate the impact of effective mentoring on 

mentors and trainees in ITT. Phase two aimed to ascertain the 

operational requirements needed to support ITT mentoring in 

schools. In addition to pursuing its main purpose, the study provided 

a further opportunity to explore the impact of mentoring more 

specifically on the retention of trainees. This privileged opportunity 

was afforded as participants in the quantitative second phase of the 

research were in the informed position of being either senior leaders 

or mentors currently working with trainees in partnership schools and 

had direct experience of retention issues within their role.  

Phase two of the research in Chapter 4.2 refers to the reducing 

population size of mentors since the start of the research in 2014. 

Significantly as the number of trainees reduced so did the number of 

placement schools and the number of active mentors. The population 

was closely defined and totalled 185. Cresswell and Plano Clarke 

(2011) maintain that a sequential exploratory methodology, if 
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undertaken, will require commitment of a considerable amount of 

time. The data collection period was extended, as appropriate times 

for contacting participants were limited in schools to arrange for the 

completion of the survey through structured interviews with senior 

leaders and mentors. The population was 185 with a sample size of 

156, which is considered representative of the population with 

statistically a 3.5% margin of error. A substantive return of 84 % was 

achieved which complimented the qualitative data gleaned from 25 

semi-structured interviews in phase one of the research. 

The methodology therefore proved to be statistically acceptable and 

the time needed to undertake the research was provided. 

Methodological triangulation of both data sets followed and key 

findings were presented as conclusions emerged. The challenge was to 

find the most appropriate way of presenting the data. This finally 

formed three distinct parts to Chapter Four.   

   

6.3 THE SIGNIFICANCE AND IMPLICATIONS OF THE FINDINGS FOR KEY 

GROUPS 

 

An external ‘architecture’ (Cunningham, 2012) for mentoring through 

a national strategy for Wales and policy constructed by HEIs, WG and 

ESTYN is suggested to provide a centrally controlled framework for 

mentoring, operational for all ITE programmes. Despite the risk of this 

becoming a tick box approach and schools having no genuine 

commitment to it; this would provide the focus to raise the status of 

mentoring as a professional activity and give the recognition for 

mentors, which is currently lacking. Furthermore, it would facilitate 
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the allocation of resources (funding, time and training) and would hold 

accountable the actions of schools within a revised ESTYN framework. 

To facilitate the allocation and prioritisation of school resource an 

internal ‘architecture’ (Cunningham, 2012) for mentoring in schools 

should be considered providing: an institutional commitment and 

ethos, the provision of physical resources and training from induction 

through a continuing CPD framework for mentors. Furthermore 

reviewed systems for the selection and accreditation of mentors, re-

negotiation of policies/contracts to facilitate clarity and consistency of 

the mentoring process and a framework for measuring the 

effectiveness and impact of the mentoring process in teacher training 

in schools is required.  

Based on the overall conclusions above the following suggestions are 

made for HEIs, Welsh Government, and ESTYN. 

 

RECOMMENDATION 1: The research highlights the fact that mentoring 

is not featured in the Professional Teaching and Leadership Standards, 

or the ESTYN Inspection Framework. The impact of this lack of 

recognition in practice results in mentorship operating in many places 

as an extra-curricular activity. These documents need to be reviewed 

to support and enable HEI providers and partnership schools to work 

closely, developing together a whole school approach to mentoring as 

required by the Accreditation Criteria for ITT. It is impractical to 

expect mentoring to become an intrinsic practice rather than an extra-

curricular activity without this commitment and formal accountability.  
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RECOMMENDATION 2: The research raises questions on who should 

be accountable for the consistency and quality of mentoring practice. 

ESTYN needs to recognise the commitment being made to ITT in 

schools by measuring school performance in mentoring practice within 

its inspection report. The Guidance for Inspection should be reviewed 

in the light of the ESTYN Thematic Report (2018) to consider the 

quality and consistency of mentoring practice within partnership 

schools, clearly communicating who should be accountable for and 

how performance can be measured. It appears that policy is currently 

moving in this direction through ITE partnerships having joint 

accountability, but is still formative (Thomas, Rees, Evans, et al. 2020).  

 

RECOMMENDATION 3: The Welsh Government is encouraged to 

promote recognition between mentoring ITT, induction mentoring, 

and a continuing professional development framework for teachers in 

schools. This framework should feature in the leadership continuum 

as an expectation of all good schools and in the Professional Teaching 

and Leadership Standards, which will require further review. The 

collegiate practice of professional standards in other organisations for 

example medicine, could be an effective starting point as would the 

preceptorship concept intrinsic to the Nursing and Midwifery Council 

(2020) principles to reduce attrition rates. 

 

RECOMMENDATION 4: ITE providers should develop a systemised 

programme of training leading to qualification and certification that 

accredits the prior learning of mentors as a matter of urgency. The 

induction and highly valued scenario-based training currently 
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developed by HEIs is to be recognised and extended to all mentor 

teams in schools where trainees are placed. Excellent collaborative 

work when reported may then be shared amongst mentors 

throughout the partnership. The recommendation is dependent on a 

mechanism for the collection and dissemination of this good practice. 

Its success is considered dependent on the schools ensuring that 

teachers have time to access any provided training. 

 

RECOMMENDATION 5: There is need for a review of training models, 

which require mentor training to focus on assessing quality rather than 

consistency of mentoring practice. The research raises issues about 

the need to assess the quality of the time spent in mentor meetings 

and the quality of mentor programmes. This assessment should be a 

condition of the new partnership contract.  

 

6.4 THE CONTRIBUTION OF THE STUDY TO THE TEACHER TRAINING 

DEBATE IN WALES 

 

The issue of resourcing for mentoring and the impact of this on the 

quality and consistency of mentoring practice is an area where only a 

small amount of literature exists. Hobson and Manderez (2013), 

Cunningham (2012) and Cameron (2014) are considered in the 

Literature Review and this research will further contribute substantial 

data to this field. 

New partnerships have been implemented in September 2019 based 

on the Criteria for the Accreditation of Initial Teacher Education 

Programmes in Wales (2017); a period of evaluation of the new 
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partnerships is expected and the timely publication of this research will 

contribute to the more specific debate on mentoring.  

Complex barriers to genuine co-construction in ITT emerged from 

the data, which present various challenges to the ITE policy 

environment in Wales. The data suggests further implications: 

 

o Assessing competence is a key feature of the mentor role in 

ITT, which is carried out in a climate of accountability. This 

climate of accountability takes the form of parental concern, 

internal review of practice and performance, data collection 

and comparison, external monitoring of performance and 

outcomes together with irregular public review by ESTYN. 

Teachers are understandably concerned about having a 

trainee and unsure of the impact that ‘losing touch’ with their 

pupils may have when a student teacher takes over the class. 

Opportunities to make up ground are limited through time 

constraints and curriculum demand, which could lead to a 

directive approach to mentoring.  

o Mentor training at the time of the study is procedural, and 

there is insufficient development of mentoring skills in the 

current policy context. There is a traditional, dated 

understanding of mentoring and the data suggests that 

questions need to be answered as to where the policy is 

going. The study shows the sometime uneasy mix of 

sponsorship mentoring involved in assessing, certification, 

and developmental mentoring where mentors are expected 

to be the critical friend and confidant can negatively affect the 
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mentoring relationship. This conflict of roles especially when 

accompanied by unsatisfactory performance needs further 

investigation and research. Former notions of mentoring and 

accountability pressures suggest a challenge for genuinely co-

constructed ITE and the role of mentors going forward 

working with the new accreditation criteria.  

o Mentoring is seen within the profession as a stand-alone 

activity, dynamic in nature and as such is resource dependent. 

The data suggests the problem lies with the perception of 

mentoring as an extra-curricular concept that in practice 

escapes the funding and resource system. Mentorship can be 

held within a variable framework of ‘architectural support’. 

At the time of writing, it appears little value is placed on the 

role of a mentor, as mentorship is under-resourced and in 

many schools operates as an extra-curricular activity. 

Mentoring is absent from the ESTYN Inspection Framework, 

and is not featured in the Professional Teaching and 

Leadership Standards. Without inclusion within either, then 

there is no impetus to drive standards of mentoring that are 

externally quality assured. Schools are willing to participate 

and, in theory, allocate time for mentors to work with the 

trainees. It is impractical to expect mentoring to become an 

intrinsic practice rather than an extra-curricular activity 

without this commitment and formal accountability. The 

significance of this lack of time and especially ‘extracurricular’ 

concepts and models of mentoring have far-reaching 

implications, not only in developing mentoring attributes and 

the quality of support and dialogue but further creates a 
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serious impediment to developing mentor expertise in 

research-informed ITE. Enhanced professional learning for 

mentors will need to include guidance on research informed 

practice. 

o An external ‘architecture’ (Cunningham, 2012) for mentoring 

through a national strategy for Wales and policy constructed 

by HEIs, WG and ESTYN is suggested to provide a centrally 

controlled framework for mentoring, operational for all ITE 

programmes would provide the focus to raise the status of 

mentoring as a professional activity and give the recognition 

for mentors, which is currently lacking. Furthermore, it 

would facilitate the allocation of resources (funding, time and 

training) and would hold accountable the actions of schools 

within a revised ESTYN framework.  

o The differences in leader/mentor perceptions are startling 

(Figure 4) which indicates there are challenges for schools in 

becoming communities that can support teacher learning. In 

practice, this is again a time related issue all too common in 

a currently covid driven schools policy with expectations of 

an ability to do more by teachers in the absence of 

fundamental change, shared responsibilities, resource 

provision and clear, consistent expectations from 

government. 

o The study identifies that mentoring is the first stage of 

leadership training in a recognised progression framework. 

Offering a range of options that mentors can access to meet 

their own specific training needs is required to develop the 
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proficiency of ITT mentors. This study further found that 

additional funding for ITT should be linked to the 

accreditation of mentors. A systemised programme of 

training leading to qualification and certification that accredits 

the prior learning of mentors is required and the Welsh 

Government is encouraged to promote recognition between 

mentoring ITT, induction mentoring and a continuing 

professional development framework for teachers in 

schools. This framework should feature in the leadership 

continuum as an expectation of all good schools and in the 

Professional Teaching and Leadership Standards which will, it 

is assumed in the near future require further review. 

o The study suggests the quality and consistency of mentoring 

is not regularly monitored and the issue is not being 

addressed. Accountability for the quality and consistency of 

mentoring is being unintentionally ignored. Findings suggest 

that when practitioners perceive policies and procedures 

serve to mitigate the risk of uneven practice then it is likely 

there will be quality mentoring. The study further found that 

the guidance for inspection should include some assessment 

of mentoring. Without this formal accountability, mentoring 

will remain in the extra-curricular domain. It is noteworthy 

that the study participants stated that with this external, 

formal accountability some of the strengths of mentoring 

may be lost if natural professional trust is undermined. The 

research raises issues about accountability and the collection 

of data as previously discussed. The need to assess the quality 

of the time spent in mentor meetings and the quality of 
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mentor programmes is a further challenge for the new 

partnerships. 

 

6.5 LIMITATIONS OF THE STUDY 

 

There are areas either where the research either did not have the 

capacity to explore in depth within the constraints of this research, or 

areas, which emerged from the findings as possible continuations of 

this work which, are identified below. Primarily this was owing to the 

lack of time to explore more fully the impact of mentoring on the 

retention of trainees and those in their early teaching careers. It was 

never the intention of this study to explore these areas but the study 

shows a linkage of the two. 

Furthermore, findings were restricted to the location of partnership 

schools in one region of Wales. It was considered that it would have 

been beneficial with more time and resource, to have the opportunity 

to collect more data across phases on a wider geographical basis, with 

a larger population beyond the consortiums of the region. There may 

have been more similarities /variations found giving the opportunity to 

explore further the possible reasons behind those similarities and 

variations. 

 

 

 

6.6 QUESTIONS FOR FURTHER RESEARCH. 
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From the gathered data, further research could be undertaken with 

trainees, both as a group and at an individual level to expand the 

research beyond the initial training year and consider the impact and 

outcomes of the mentoring process on teacher retention.  

The reasons for under recruitment of trainees in Wales as highlighted 

in Chapter 4.2 could form the basis of further research in this field. In 

this area, it is considered important to research a wide population in 

order to identify the reasons or perceptions that may create a barrier 

to recruitment. 

Research into assessing the quality of the mentoring process and its 

outcomes needs to be commissioned. Looking forward to the future 

of teacher education accountability Cochran Smith, et al. (2017) argues 

that a new approach is needed. It is suggested that this approach is 

based on intelligent professional responsibility for students’ learning 

including democratic knowledge and skills, strong equity, and genuine 

collaboration with multiple stakeholders. Detailed research into such 

a system in addition to the collection of data would have beneficial 

rewards and potentially remove uncertainty and mistrust from a 

currently perceived ‘tick box’ approach. 

Comparative research into the mentorship of trainees in other 

professions, e.g. medical and legal, could provide further data on 

mentorship together with the value, importance, and resourcing 

placed on the work mentors undertake in developing trainees. 

Research into mentoring in the context of developing leadership 

should be undertaken and mentoring skills recognised within CPD and 

NPQH frameworks. 

CONCLUSION 
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The thesis is written during turbulent times against a backdrop of 

intense policy reform and austerity measures in public finance. 

WG policy in connection with ITE since 2012 has been quick moving 

and demanding of rapid change, driven by policy determined by a single 

political party with the exception of an Education Minister (since 2016) 

being from another allegiance. Wales is considered to be different and 

its parliament has the power to incorporate innovative developments 

building on the success of proven methodology tailored to Wales’ 

requirements. It would seem to logically follow that a first class system 

of education would have to be based on first class legislation. 

These findings however are as if nothing has changed in practice.  

Nearly three decades ago, Williams (1993) identified the mentor as 

assessor of the trainees’ competence, a role it was argued that is not 

always easy to reconcile with that of counsellor and supporter. 

Williams (1993) found further that, 47% of participants said they 

needed further training on the assessment of the trainees’ overall 

progress. Williams (1993) also found that a lack of time for mentorship 

dominated responses of the participants.  

The findings of Williams (1993) are reflected in the findings of this 

research and therefore it would appear that in the vitally important 

area of mentoring trainee teachers and in the period to 2020, time has 

stood still or as Dylan Thomas remarked ‘time passes’ (Under Milk 

Wood).    

New partnerships are currently determining a modus operandi to 

deliver their stated objectives. Central to the vision is that teacher 

education should be both ‘rigorously practical and intellectually 

challenging’ (WG, 2017: 4). It is further envisaged that schools who are 
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tasked with providing core training for ITE will be supported with 

resources including staff professional development to undertake this 

responsibility. In addition, inspection using a revised framework ‘will 

cover the contribution of all partners in relation to the part they play 

in the programme for ITE’ (WG, 2017: 4). 

Tabberer (2013: 35-36) states that -  

The Welsh government convey to schools that continuous 

involvement in ITT is an expectation of all good schools and of 

all schools aspiring to be good. 

 

Furlong (2015) supporting Tabberer (2013) recommends that Estyn’s 

guidance for schools be revised to include specific recognition of the 

contribution of a school to initial teacher education. The ESTYN 

(2018:1) thematic report clearly articulates aspects of effective 

mentoring and is a study undertaken to support the reform of ITE in 

Wales. It examines the role of the mentor and focusses on what makes 

effective mentorship practice. It is a point to note that; a revised 

Inspection Framework has not yet been published that clearly states 

the definition of quality and effective mentoring. For any claims to be 

made about the effectiveness of a mentoring framework there needs 

to be a mechanism that identifies and monitors the mentoring process. 

There needs to be intelligent questioning not just for the collection of 

data, but on the areas of data collection. It is suggested that it should 

be the joint responsibility of all partners contributing to the new 

programmes to formulate those questions. 

To be consistent throughout schools, effective mentoring of a high 

quality needs to feature in the new ITE programmes. Any emerging re-

balancing of ITT input, which occurs between HEIs and schools as a 
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result of the new programmes for ITE, will impact on the pivotal role 

of the school-based mentor. The study shows that this role is neither 

highly valued nor supported in different educational contexts at the 

time of the publication of the thesis. 

Kirsty Williams, Minister for Education in Wales WG (2017:2) argues 

that teaching should be a ‘first choice profession’ and recognises  

the teaching profession can only make its proper contribution 

to raising standards of education in our schools, as set out in 

Successful Futures, if ITE offers our future teachers the skills, 

knowledge and appetite to lead the change required.  

 

Unfortunately and with the privilege of hindsight, the past performance 

of governments has not fundamentally changed the delivery of teacher 

training and education. The old adage of  ‘Plus ça change, plus c'est la 

même chose’9 demands that we now take an opportunity to ensure 

that the next generation of the  children of Wales are served by  

inspirational staff, well qualified, well trained, fit for purpose and 

supported by visionary, informed politicians.

                                                             
9 Mwyaf yn y byd mae pethau yn newid-mwyaf yn y byd meant yn aros yr un fath. 
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APPENDICES 

 

Appendix 1 Historical perspectives of mentoring in ITT. A 

timeline of significant milestones in the development of 

mentoring practice in ITT in the UK.  

 

The maelstrom nature of partnership between HEI and school based 

ITT over the years has meant that the centrality and importance of 

school based mentoring has varied. Gardner 1991 (cited in McIntyre, 

Hagger and Wilkin, 1993:21) reminds us that school-based ITT was 

seen as an outdated practice only a century ago and considered one 

that had to be replaced with something ‘better’. Gardner in McIntyre 

et al (1993:34) concluded in 1993 that 

 

However well prepared in other respects, new generations of 

young teachers were now emerging from the colleges with but 

a tiny fraction of the practical experience of earlier cohorts.   
 

 

 

 Circular3/84 (DES, 1984) was issued in 1984 which required ITT 

providers to collaborate with schools in a series of clearly 

defined areas. The Circular required all courses providing ITT to 

meet criteria administered by a new council for the 

accreditation of teacher education (CATE).  

 

 The 1985 white paper ‘Better Schools’ re-iterated the 

government’s desire to situate ITT in the classroom. A more 

rigorous approach to initial teacher training was required 
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including central approval, via CATE of teacher training courses, 

all of which required a substantial time of school experience.  

 

 Circular 24/89 developed policies and took into account the 

National curriculum introduced by the Education Reform Act 

1988. Schools and teachers were required to be involved in 

planning ITT courses, in the selection of trainees and in their 

supervision and assessment. The onus was placed on HEIs to 

make links with schools and to ensure the quality of school-

based trainers. The circular also set out a minimum time of 75 

days, or 15 weeks, that trainees should spend in schools. (100 

days for four year consecutive courses) (DES, 1989). 

 

 The Articled Teacher Scheme (ATS) was announced by the 

Secretary of State for Education on the 27th January 1989. (Baker 

1989) The two year course ran from 1990 to 1994 with ‘articled 

teachers’ spending 80% of their time in schools.  

 

 The Elton Report in 1989 emphasised the importance of school 

experience in ITT particularly in managing pupil behaviour. The 

Elton Report also reiterated the requirements of 3/84 that HEI-

based tutors must have recent classroom experience.  

 

 A speech by the Secretary of State at the north of England 

Education Conference in January 1992 argued that there should 

be a closer partnership between the school and the HEIs. 

(Clarke, 1992). The trend to locate ITT in schools now seemed 

to escalate.   
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 A tension existed between those tasked with monitoring the 

quality of ITT and policy makers. In 1991 Her Majesty’s 

inspectorate (HMI) published a report into school-based ITT. 

The report noted a number of issues which included the lack of 

training for school-based trainers and the inappropriate nature 

of some schools and teachers for working with trainee teachers.  

Furthermore in 1992 Ofsted published a report on the first two 

years of the ATS. The report stated that weaknesses were 

apparent from poor school placements, badly designed training 

and insufficient attention to monitoring and evaluation. It noted 

that training was most successful where mentors were carefully 

selected and appropriately trained. (Ofsted, 1992). 

 

 Circular 9/92 strengthened the requirements for HEI providers 

to form partnerships with schools. Schools should play a much 

larger part in ITT as full partners with higher education 

institutions. Responsibilities were described precisely. HEIs 

should oversee course validation, awarding qualifications and 

arranging placements whereas schools should lead on training 

and the assessment of trainees. The circular further established 

a framework of 27 defined ‘competences’ for ITT which trainees 

were required to meet. The circular recognised the role of the 

mentor and sets out early recommendations for mentoring 

which placed more emphasis on mentor training at this time. 

New regulations introduced in circular 9/92 required a 

significant proportion of a students’ training to take place in 

school. It was proposed that trainee teachers should spend a 

minimum of 24 weeks in a 36 week full-time Secondary PGCE 
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course on the school premises, an increase from 15 weeks. 24/89 

(DFE 1992). Significantly the circular made clear that the 

contribution of partner schools should be recognised through 

the transfer of resources from Higher Education Institutions 

(HEIs).  

 

 Following the end of the ATS in 1994 this period saw the 

establishment and expansion of ITT routes based almost entirely 

in schools: The Graduate Teacher Programme (GTP) and School-

Centred Initial Teacher Training (SCITT).  

 

 The 1994 Education Act introduced the TTA to replace CATE 

giving statutory responsibility for the central funding of all 

courses of initial teacher training in England (DFE 1993). One of 

the statutory objectives of the TTA related to securing the 

involvement of schools in all courses and programmes for initial 

teacher training (Great Britain 1994). The creation of the TTA 

separated the funding of ITT from that of traditional higher 

education (DFE 1993). Furthermore the Education Act 1994 

gave statutory power to school governing bodies to provide 

courses of initial teacher training for graduates, which became 

known as ‘School Centred Initial teacher training (SCITT).  

 

 In July 1997 new requirements for ITT were published in circular 

10/97. Revised ‘Standards’ for the Qualified Teacher Status 

(QTS) replaced the ‘competences’ set out in 9/92. Schools were 

to be fully and actively involved in the planning and delivery of 

ITT, in the selection and final assessment of trainees. (DFE, 
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1997a). HEIs were to ensure the quality of the partnership, giving 

additional support and guidance to schools if needed.  

 

 ‘Excellence in schools’ was also published in July 1997 which 

proposed to strengthen partnerships between schools and  HEIs 

‘to ensure that teacher training is firmly rooted in the best 

classroom practice’ (DFEE, 1997b, p.47). ‘Excellence in schools 

also proposed the new career grade of ‘advanced skills teacher’ 

(AST) to mentor trainees and newly qualified teachers. An 

additional proposal was for particularly good schools to become 

‘Laboratory Schools’, modelled on a system of teaching hospitals. 

The AST career grade has since been discontinued, following the 

report of the School Teacher’s Review Body (STRB 2012, p.46). 

 

 In 1998 The Graduate Teacher Programme (GTP), similar to the 

ATS, was established where teachers are employed by the 

schools where they are training and are paid as an unqualified 

teacher. The GTP was a one year programme based entirely in 

the school; and only a few days were designated for HEI-led 

training (six days across the year). It was intended to attract 

those considering a career change into teaching who would not 

be able or willing to spend a year without a salary. The GTP 

continues as a route to QTS (TTA 1999). 

 

 The ‘Laboratory Schools’ proposal was revised into that of the 

‘Training School’ in the 1998 green Paper ‘Teachers Meeting the 

Challenge of Change’, which proposed a network of schools to 

pioneer innovative practice in school-led teacher training. 
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Reviews of the scheme later identified many positive results but 

conceded that wider impact outside the individual school was 

limited (Ofsted 2003). Simultaneously, the role of HEIs in ITT 

was reaffirmed by Government, stating that the Training Schools 

scheme aimed to provide opportunities to strengthen 

partnerships current at the time (DFEE, 1999). 

 

 In 2002, providers were required to set up partnership 

agreements making clear each partner’s role and responsibility 

and to ensure the training delivered by each partner was co-

ordinated. (DFES 2002).  

 

 The 2008 requirements state more simply that a partnership 

agreement should be established and that partners together 

should contribute to the selection, training, and assessment of 

trainees (TDA, 2008). In 2008 a study by a think tank also 

criticised the inconsistent quality of ITT, and noted that ‘not 

enough policy attention is given to the role of school-based 

mentors. There is poor retention and recruitment of mentors, 

which impacts significantly on quality of training of new teachers. 

This maybe partly because the position is underfunded in 

schools.’ (Margo et al., 2008:8). 

 

 A parliamentary select committee report into ITT, in 2010 

confirmed that mentoring generally is of ‘variable quality’. The 

report recommended that Ofsted only grant schools an 

‘outstanding’ grade if the school was participating in an ITT 

partnership. The report recommended that mentors should 
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have a minimum level of teaching experience and that mentoring 

should be embedded into the framework for teachers’ career 

progression. (House of Commons, 2010a, pp.30-33). 

 

 In 2010 the Schools White Paper, ‘The Importance of Teaching’ 

stated that ‘too little training takes place on the job’. School-

based routes are to be expanded and improved, and ‘our 

strongest schools will take the lead and trainees will be able to 

develop their skills, learning from the best teachers’. A national 

network of Teaching Schools was proposed, to act as 

‘outstanding models’ for both ITT and CPD (DfE, 2010a, pp.19-

20). Expectations include ensuring all trainee teachers observe 

outstanding teaching, and are offered a wide range of CPD 

activities (including those at Master level) into which trainee 

teachers would be fully integrated. Importantly staff should 

deliver high quality school-based coaching by providing 

appropriate training and ongoing support for coaching and 

mentoring roles (NCSL, 2011). The Teaching School is the 

central structure in a network of associate schools and funding 

for training activities is crucially held by the Teaching School. The 

involvement of HEI providers is possible but is not a 

requirement. 

 

 Donaldson, G. (2011). Teacher Scotlands’ Future was published 

which was a report of a review of teacher education in Scotland. 

Donaldson in 2011 further reviewed mentoring in teacher 

Education in Scotland. The review focused on mentoring newly 

qualified teachers (NQTs) in Primary and secondary schools. It 
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aimed to identify the factors contributing to good practice, 

describe and disseminate the good practice, evaluate the use of 

resources and make recommendations for improvement in 

mentoring practice. HM Senior Chief Inspector of Education 

Donaldson reported that there was no one universally accepted 

definition but claims that good quality mentoring in schools 

makes an important contribution to developing the professional 

skills of new teachers and ensuring the best quality learning 

experience for pupils. 

 

 The 2012 Ofsted inspection framework for ITT makes explicit 

the features of high-quality mentoring to a level not previously 

defined. The framework includes assessment of the quality of 

training provision, including subject and phase-specific 

mentoring. In particular there is a requirement that school-based 

ITT (Ofsted, 2012). 

 

 In 2020 Ofsted’s Core Content Inspection Framework and 

Handbook for ITT was published. This document places 

mentoring at the core of each of the Standards in England. It 

requires evidence prior to the inspection of both ‘the 

professional development undertaken by mentors and 

information on how the quality of mentoring is monitored’ 

(Ofsted, 2020:14). 

 

 Welsh policy from 1999-2016. Since 1999 the Welsh education 

system has been controlled by the Welsh Government and 

delivered by Councils. This major change occurred when the 
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National Assembly for Wales came into being and the Welsh 

government took responsibility for education. The education 

system in Wales became increasingly divergent from that of 

England’s and has pursued distinctive policies, such as the 

abolition of league tables and subsequently key stage testing.  

 

 The Furlong review Review of initial teacher training in Wales 

(2006b) consolidated the provision for initial teacher training 

(ITT) into three geographical regions to accommodate the 

particular needs of Wales: the North and Mid-Wales, South 

West Wales and South East Wales.  

 

 

 The 2011/12 inspection of all three centres deemed the 

‘prospects for improvement to be unsatisfactory’ (ESTYN, 

2013:2) and led directly to a further review being undertaken in 

2012 by Professor Ralph Tabberer.  

 

 The 2011/12 Estyn inspection in South Wales illustrates that 

Wales was not meeting the standards set by the highest 

performers globally. Again and in the annual Report (2012-

2013:41) Estyn’s Chief inspector of Education and Training in 

Wales expressed similar sentiments and stated  

We have not been recruiting enough trainee teachers 

with the best qualifications and we need more consistency 

in the quality of what is provided for them in initial 

teacher education and training in order to give them the 

best start to their teaching career.  
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 In 2012 new induction arrangements for Newly Qualified 

teachers in Wales were introduced and by 2013 the Masters in 

Educational Practice (MEP) commenced. It was offered as a part-

time programme with all NQTs being supported by an external 

mentor.  

 

 The scope of the Tabberer review (2013) was to address ITT 

leading to qualified teacher status (QTS). The review examined, 

course structure and specifically investigated the balance 

between practical teaching experience in school and the 

university-led training. Furthermore the brief was to focus on 

two areas - quality and consistency of teaching, training, and 

assessment in ITT. There was significantly no explicit reference 

in Tabberer (2013) to mentoring.  

 

 The BERA-RSA (2014:1) inquiry considers ‘research-informed 

clinical practice’ to be the indicator of the very best teacher 

education programmes internationally. BERA-RSA (2014:1) 

recommends an end to ‘the false dichotomy between HE and 

school-based approaches to initial teacher education’. This 

significantly acknowledges that the models i.e. school or HEI 

have now been recognised as interdependent rather than 

distinct alternatives. 

 

 The Education (Wales) Act 2014 (the 2014 Act) reconfigured 

and renamed the General teaching Council for Wales to become 

the Education Workforce Council (EWC) to maintain a register 

of all teachers and learning support workers. The 2014 Act sets 
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out the main functions of the EWC (see section 4 of the Act) 

and provides Welsh Ministers with a power to add functions to 

the EWC. The EWC now has the responsibility for accrediting 

programmes of ITE as recommended by Professor John Furlong 

in Teaching Tomorrow’s Teachers.  

 

 In March 2015 a further review of ITT provision which had been 

continuing at the same time as Donaldson was published by 

Professor John Furlong. This was a major independent review 

for the Welsh government on ITT. Furlong concludes ‘teacher 

training in Wales is at a critical turning point’ (Furlong, 2015:38) 

and that what is needed in Wales are forms of ITE and CPD that 

will allow and encourage the achievement of a new kind of 

teacher professionalism of the sort proposed by Donaldson 

(2015). Furlong (2015) supporting the recommendation in 

Tabberer (2013), also recommends that Estyn’s guidance for 

schools, going forward with the new curriculum,  be revised to 

include specific recognition of the contribution of a school to 

initial teacher education. Furthermore Furlong (2015) 

emphasises the importance of research and recommended a 

very different future form of ‘partnership’ with schools having a 

leading role in key parts of programmes and working in close 

collaboration with their university partners.  

 

 Consultation Document: WG 29725 (2016) proposed  criteria 

for the accreditation of initial teacher education programmes in 

Wales and further included the proposal for the Education 

Workforce Council to accredit initial teacher education. 
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 The Minister for Education in Wales, in ‘Education in Wales; 

Our National Mission’, (2017b) promises to promote teaching 

as a first choice profession attracting the best and making it a 

lifelong career. She states that all schools will develop as 

learning organisations in keeping with OECD.  

 

 New Professional Standards for Teaching and Leadership 

(PSTL), (2017a) for teachers and others working in education 

have been launched for use in September 2018 which are 

differentiated to apply to a practitioner’s work depending on 

where they are in their career. Descriptors identify the 

outcomes that student teachers and newly qualified teachers 

must achieve to enter the profession and be assessed against. 

Professional Standards for Teaching and Leadership (PSTL), 

(2017a) also give descriptors for sustained highly-effective 

practice and formal leadership. There is however, no explicit 

mention of mentoring. 

 

 The Schools in Wales as Learning Organisations (WG 2018) 

document proposed that schools as learning organisations, will 

have the capacity to adapt more quickly and explore new 

approaches to improve teaching and learning outcomes for their 

learners.  

 In July 2018 using new accreditation criteria and with an 

emphasis on co-construction, four new providers of ITT were 

approved and tasked by the WG to be operational in 2019. HEI’s 

and their school partnerships are required to collaborate in the 

design and running of high quality teacher training programmes. 
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The Glasgow clinical model (Conroy, Hulme, and Menter, 2013) 

is featured in the new accreditation criteria which proposes 

strengthening the relationship between research and practice. It 

is further considered that this will provide opportunities for 

integration and for beginning teachers to engage in ‘research 

informed clinical practice’. The revised accreditation criteria 

make clear the expectation for change: an increased role for 

schools, a clearer role for Universities, joint ownership of the 

ITE programme, structured opportunities to link school and 

University learning, and finally the centrality of research. 
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Appendix 2 Interview listing: Semi-structured interviews 
 

 

 INTERVIEW LISTING – Semi-Structured interviews 

 

 

 

 

DATE SUBJECT GROUPING SITE INTERVIEW    
NUMBER 

RECORD 
NUMBER 

18/03/15 Ass. Head, Estyn 

inspector 

Stakeholder 

Pilot 

 1 2 

23/03/15 Senior school 

improve. officer 

Stakeholder  2 4 

26/03/15 Link ITT co-

ordinator 

Stakeholder  3 5 

27/03/15 Sen. prog. co-

ordinator  

Stakeholder  4 6 

27/03/15 University sen. 

tutor 

Stakeholder  5 7 

07/04/15 Life coach, 

trainer 

Stakeholder  6 8 

26/05/15 Teacher  

6-10 yrs. exp. 

Sen. Mentor 

Pilot 

 7 12 

01/06/15 BSc with QTS 

second year 

Trainee 

Teacher 

RS 

1 

8 13 

01/06/15 PGCE end of 

course 

Trainee 

Teacher 

RS 

1 

9 14 

01/06/15 PGCE end of 

course 

Trainee 

Teacher 

RS 

1 

10 15 

01/06/15 PGCE end of 

course 

Trainee 

Teacher 

RS 

1 

11 16 

02/06/15 Teacher 10+yrs 

exp. 

Sub. Mentor  12 17 

02/06/15 Teacher 1-5yrs 

exp. 

Sub.  

Mentor 

 13 8 

03/06/15 Teacher 1-5yrs 

exp. 

Sub.  

Mentor 

RS 

1 

14 19 
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DATE SUBJECT GROUPING SITE INTERVIEW    
NUMBER 

RECORD 
NUMBER 

03/06/15 PGCE end 

of course 

Trainee 

Teacher 

RS 

1 

15 20 

04/06/15 Teacher 6-

10yrs exp. 

Sen. 

Mentor 

RS 

2 

16 21 

25 

04/06/15 Teacher 

10+yrs exp. 

Sub. 

Mentor 

RS 

2 

17 22 

27 

04/06/15 PGCE end 

of course 

Trainee 

Teacher 

RS 

2 

18 23 

04/06/15 Teacher 6-

10yrs exp. 

Sub. 

Mentor 

RS 

2 

19 24 

04/06/15 PGCE end 

of course 

Trainee 

Teacher 

RS 

2 

20 26 

08/06/15 Teacher 6-

10yrs exp. 

Sub. 

Mentor 

RS 

1 

21 28 

08/06/15 Teacher 

10yrs exp. 

Sen. 

Mentor 

 22 29 

11/06/15 Teacher 6-

10yrs exp. 

Sub. 

Mentor 

 23 30 

12/06/15 Teacher 1-

5yrs exp. 

Sub. 

Mentor 

 24 31 

16/06/15 Teacher 

10yrs exp. 

Sub. 

Mentor 

 25 32 
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Appendix 3 Project Brief: Semi-structured interviews 

 

 

PROJECT BRIEF 

MODELS OF MENTORING IN TEACHER EDUCATION AND 

TRAINING 

What is mentoring? What does good practice look like in Secondary 

Schools today? How does the mentoring relationship develop over 

time? How does the process benefit mentors and mentees? Who 

makes the best mentors? How are they trained and supported? 

I am an MPhil scholarship student at Aberystwyth University in the 

School of Education and Lifelong Learning. I am conducting research 

into the process of mentoring in secondary schools and I am 

particularly interested in the perceptions of the mentoring process 

held by both school based mentors and trainee teachers. In 

connection with this research I will be interviewing senior and 

subject mentors based in secondary schools and trainee teachers 

from a region of Wales who are completing their second school 

experience. In addition, University tutors and Local Education 

Officers and notable trainers will be asked for their views using 

telephone interviews. The results of the research will inform a 

proposed model of good practice for mentoring in Secondary 

Schools which will be shared with relevant stakeholders on 

completion of the thesis. 

The data gathered from these interviews will be used in my MPhil 

thesis, and it is hoped in academic publications I intend to publish in 

the field of teacher development and mentoring. However, in my 

thesis, and in any such publications, I will not name the 

institutions nor the individuals who participated. All data used 

will appear completely anonymously.  
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For more information about any aspect of the research please 

contact - 

Barbara Morgan Med 
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Appendix 4 Interview invitation: Semi-structured interviews 

 

 

Research into Models of Mentoring in Teacher 

Education and Training 

 

Dear Colleague, 

Firstly can I thank you for agreeing to be interviewed. 

I am an MPhil student at Aberystwyth University in the School of Life 

Long Learning.  I am conducting research into the process of 

mentoring in secondary Schools and I am particularly interested in 

the perceptions of the mentoring process held by both school based 

mentors and trainee teachers. 

My interest in this research stems from my experience as an 

Assistant Head, responsible for many years, for the induction and 

early professional development of trainee and newly qualified 

teachers at a large Comprehensive School in North Wales. In this 

role I became interested in the role of the school based mentor in 

supporting new teachers. 

Purpose of the interview. 

The purpose of the interview is to collect information for the MPhil 

thesis. The research aims to identify good practice in the mentoring 

of Trainee Teachers in Secondary Schools in a region of Wales which 

will be shared with relevant stake holders – Universities, partnership 

schools and LEAs on completion of the thesis. In connection with 

this research I will be interviewing senior and subject mentors in 

secondary schools and trainee teachers completing their second 

school experience. The views of other professionals concerned with 

the mentoring process in education will be sought using telephone 
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interviews. The questions in this discussion guide consist of areas I 

would like to explore. I would however be happy to discuss any 

other issues that you feel are pertinent and relevant during the 

interview. 

Use of the information collected.  

The data gathered from these interviews will be used in my MPhil 

thesis, and it is hoped in academic publications I intend to publish in 

the field of teacher development and mentoring.  

However, to ensure anonymity in my thesis, and in any such 

publications, I will not name the institutions nor the 

individuals who participated in the research. All data used will 

appear completely anonymously. Any personal data provided by 

individuals participating in this research will be treated as confidential. 

In the unlikely event of any information being disclosed about a 

potential criminal offence at any time during the interview, I am 

legally obliged to pass this information on to the relevant authorities. 

All participants are asked to give their informed voluntary consent in 

writing, but have the right to withdraw their participation at any 

point prior to submission of my thesis, or any publications arising 

from it. 

My sincere thanks for agreeing to take part and if you have any 

questions about the research, please do not hesitate to email me -     

bam11@aber.ac.uk 

Yours Sincerely, 

Barbara Morgan MEd. 

I  . . ……………………………………………….. have read the 

above letter and project brief, and am fully informed about the 

objectives of this research project. I understand in the unlikely event 

of any information being disclosed about a potential criminal offence, 

you are legally obliged to pass this information on to the relevant 

authorities.  I further understand that neither myself or my 

organisation will be named in the research, and that I have the right 

to withdraw at any point prior to submission of the thesis, or any 

publications arising from it. I understand how the information I 

provide will be used.  

I give my consent to participate in this project as an interviewee. 

mailto:bam11@aber.ac.uk
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Appendix 5 Informed consent: Semi-structured interviews 

 

 

I  . . ……………………………………………….. have read the 

above letter and project brief, and am fully informed about the 

objectives of this research project. I understand in the unlikely event 

of any information being disclosed about a crime, you are legally 

obliged to pass this information on to the relevant authorities.  I 

further understand that neither myself nor my organisation will be 

named in the research, and that I have the right to withdraw at any 

point prior to submission of the thesis, or any publications arising 

from it. I understand how the information I provide will be used.  

I give my consent to participate in this project as an interviewee. 

 

Appendix 6 Transcription of interview 9: Semi-structured 

interviews 

 

Transcription Interview Number 9 

 

Trainee teacher 

 

Interviewer- Thanks very much… for agreeing to the interview. It seems a long time since 

I went through my research project with you but I really do appreciate your time after 

school today and thank you also for returning the informed consent. I just need to check 

with you that you are happy to carry on the interview on those conditions and if I could 

ask you also if you are happy for the interview to be recorded for my records and accuracy 

when transcribing. Thanks very much in deed – that’s lovely. 

Could you give a little bit of background about your school experience, your first and 

second practice just to get a flavour of the size of the school, size of faculty and so on and 

what experience you have had. 

Interviewee – First school a little bit smaller than here maybe just under a thousand 

students, small department for English, grades not as good as here, attendance not as 

good, quite an underprivileged area so most of the parents were out of work, most of 

the kids found it quite difficult being in school, a large majority of students, not all of them 

but a high percentage were on free school meals. Just dealing with behaviour problems 

meant it was difficult to teach, just dealing with the disruptive behaviour in the class and 

disruptive behaviour outside the classroom you asked yourself why you were teaching 

but the support from the department was fantastic. There was always someone there so 
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you didn’t feel you were left on your own, the workload did not seem so great because 

of the behaviour. 

Interviewer – So you have had two quite contrasting schools really and I am sure you 

have identified the different cultures in each of the school. OK which is good really when 

you are applying for jobs you have had that different experience. Before you started 

teaching did you have any experience that you could describe of being a mentor or mentee 

that you perhaps would like to highlight. 

Interviewee -  Well from the age of sixteen I was a volunteer at a Youth Club  where my 

Aunt was a manager-she trained me up – with health and safety, how to carry out a risk 

assessment for when we were going on trips, then when I was eighteen I took over as 

youth Leader in charge  so then it was myself that was carrying out the training ensuring 

they had the correct procedure  for taking out day trips,  then when I did my degree I 

volunteered in a local Secondary school for two days a week and after my degree I got a 

full time job as a Youth Leader, working with a company called….I was working with 

young people between sixteen and twenty five trying to get qualifications that they hadn’t 

achieved at school for whatever reason. Some of them were involved in criminal activity, 

some were involved in the care system and be coming out of homes. Some would be from 

Foster care and it would be trying to work with them on Literacy and Numeracy and 

offering them a mentor programme. On top of that we would work with any younger 

siblings who might have found the whole process of older brothers and sisters being 

involved with the police quite difficult and giving them a bit of attention and takin them 

out maybe after school for an ice cream as the parents may have been up all night worrying 

about the older kid.  

Interviewer – Thanks, excellent and it is really good preparation for appreciating the needs 

of all our children and what can be going on in their lives when they are sitting in front of 

you in your class really. OK, thanks very much… that is excellent experience there. 

Would you be able to quickly define mentoring, just summarising it in your words what 

mentoring is. 

Interviewee – Offering support on a regular basis, someone that you don’t need to go to 

and ask, you know straight away and they are there for you twenty four hours a day and 

seven days a week. 

Interviewer - That is lovely, that’s perfect and there is quite a lot in that short statement 

that you could unpick about mentoring. In your opinion what would you say are the three 

key features of the mentor role, of the school based subject mentor or professional 

mentor if you like, not the skills but the key features of the role? 

Interviewee – probably giving feedback, checking your lesson plans a week before you are 

going to teach so that you have enough time to make any changes, suggesting- I don’t 

think that will work well, I have done it before, why don’t you try this, but also allowing 

you the freedom to make your own decisions and not trying to mould you into the 

teacher they are – so giving you the freedom but also giving you the support as well. 

Ensuring you were meeting your targets on the formal observations and if you‘re not 

meeting them, why is that? Is there any more support I can offer you? Liaising with all the 

staff members in the faculty as well in order to help you with any resources you may need. 

It’s hard to be a go between all members of staff but they do it. 

Interviewer – An important part of the job isn’t it because you teach for many different 

staff and you will get feedback from them all and it is important that it is all pulled together. 
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OK, thanks very much. The next question then is about skills really, if you can’t identify 

five then don’t worry about that but if you can identify as many as you can of the important 

skills now that you feel is needed for the effective mentoring of teachers. 

Interviewee – Effective with their time, they not only have their planning and marking to 

do they also have our workload so they need to have their time well planned so it doesn’t 

fall back on us if they are overloaded, feedback for us is important  so we can plan for the 

next lesson. Pastoral role is important if you are not coping well and need to have a cry 

about something, they are there and not judgemental – a blank canvass offering support 

in any way they can. 

Interviewer – You have certainly mentioned some very good points there, moving on to 

mentoring in practice, how important do you think mentor training is for all teachers in a 

school not just for the mentors? 

Interviewee – I think it is very important because a mentor is not just mentoring us but 

mentor children in their job. They need the same qualities from all members of staff who 

will be doing this with the students anyway. Any student who has problems at home needs 

a mentor and they need someone to talk to in the form of a counsellor, maybe they are 

not getting on with a member of staff and the student finds it easier to talk to one 

particular member of staff that they are comfortable to talk to and that the problem will 

be resolved even if they are being bullied, workload too heavy or having problems at 

home. It is important that all members of staff are mentor trained not just the ones having 

a trainee. 

Interviewer – So children and trainees will go to the person that they think will listen at 

the time and so on, excellent, thank you … for that. Has the mentoring you have had at 

school met your expectations at the start of your course and can you give reasons for 

your answer? 

Interviewee –First placement my mentor was lovely   but I felt sometimes she would have 

stepped in if she thought I wasn’t capable of doing it, but she was always in the background 

and sometimes I felt I needed a little bit of re-assurance at the start and I felt I was a 

hindrance when I was coming knocking on the door to look at a lesson plan, being told, 

yes , that is fine but then you were being criticised after the lesson, I wouldn’t have done 

this or that, OK, I will take it on board and change it for the next time. Talking with other 

members of staff if you weren’t coping they would step in very quickly so don’t worry. 

On the second placement I have had support, there 100% , can email at night from home 

to private email, it’s OK, no problem and it’s back and forth, try this, no problem, I don’t 

feel I have been a hindrance to anybody. 

Interviewer – That is excellent isn’t it, OK, that’s great and you have covered your two 

placements there as well. In your opinion what would you say are the biggest barriers in 

a school for effective mentoring if in fact you think there are barriers, maybe I am making 

an assumption here? 

Interviewee – Other roles that the mentor has in the school that may take up their time 

so they are not available when you need them, maybe they are off on staff training, it’s 

everyday life, they have other roles, that could be one of the barriers if they are not 

available all of the time, if you have no access, what do you do Email system which some 

students don’t have, how do you get in contact with that teacher? If you really need them 

do you have to go and talk to someone else who is not your mentor? Maybe you don’t 

feel comfortable talking to other members of staff. 
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Interviewer – There are a couple of things there really, there is the time and the availability 

and the portfolio that the person has that makes them unavailable , OK, thanks very 

much… moving on now to question nine, could you describe a typical mentor session or 

conversation or interaction, a typical session just briefly outlining the framework? 

Interviewee – Bearing in mind I didn’t have a mentor session timetabled in at all so it may 

be after a lesson of hers that I taught, so it would be, Can I grab you a minute? Can you 

do this next time? which was fair enough, she didn’t have the time on her timetable 

whereas the second placement I have a mentor session slotted in every week where I can 

go and say this is my observation from the week, this is my feedback, this is what I have 

difficulty with, what targets do you think I need and sit down and communicate, whereas 

it is not her saying this is your target, it is what do you think your target should be ?How 

do you think you could progress for your next week of teaching. It is a conversation 

between two people, not one person telling you what to do and then just asking if you 

have any problems. It is everything OK? How are you getting on at home? When you are 

away from home to study. Do you need help with anything? Have you got your lesson 

plan? In this conversation if you don’t feel comfortable with anything you can open up 

about it and it is easier when the senior mentor is approachable too, she is easy to 

communicate with. 

Interviewer – Yes, this two way conversation you have described is important, that it is 

not all one way from the mentor which you have highlighted. How is it different in your 

second placement? You have covered this in other questions so you have answered 

question 10.Would you be able to (not looking at a formal mentor session now) but could 

you describe a conversation or interaction that you have had with your mentor or any 

other colleague that you consider to be a particularly good experience for you as a trainee 

teacher that has really has sorted something out for you. 

Interviewee – Marking of GCSE papers within the school. Sitting down and actually taking 

three of her own and actually showing me, instead of saying, right, take the national 

curriculum outline and mark these! Actually sitting down and saying this is how you mark 

it and go about it and showing what you are looking for. OK no problem, have a go with 

these five, Give them back to me and I will look over them to see if you have done it right 

which was fantastic. Then writing up reports, have a go writing five and showing me 

reports from last year, have a go on your own then I will have a look, so you know you 

are never on your own, someone is constantly there, offering me guidelines and a template 

which is fantastic. 

Interviewer - Yes, those are two very good examples I think that you have given so thank 

you for that and it will be very useful information when I am writing up good practice I 

am sure. Question twelve – What would you say are the key skills or competencies or 

dispositions that an effective mentee should have. 

Interviewee – In what way? 

Interviewer – To be effective, you as a trainee needs to get the most out of your mentor 

sessions, do you think there are things that you can highlight to make that relationship 

work? 

Interviewee - You need to be open, open to constructive criticism, if you do not take it  

is a reflection on your  personality or on you as a whole. They are only trying to guide 

you in the right direction and have a lot more experience than we do as teachers and you 

need to say water off a ducks back maybe, don’t take it personally and the next time you 
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go in to teach a lesson you think she said try this? Also being well planned and don’t 

expect your mentor to tell you exactly what to teach in every lesson and going through 

the scheme of work, step by step and saying right, this is what you do. You need to 

prepare and do it yourself and then come in with ideas and say, look, I have had a go, I 

am a bit stuck, what should I do? And then not coming and saying I can’t do it, because 

how do you know if you have not tried.  

Interviewer – Yes, an excellent answer again, the last question now really , please identify 

the three most significant factors that have supported you on your journey to become a 

teacher, so your University work, people you have come in to contact with there and the 

school and so on. What would you say have been the three most significant factors that 

have supported you? 

Interviewee -  I don’t know, I suppose the school because you spend more time in school, 

for me in University you are just a member, one face in a huge crowd and they don’t 

know you individually, whereas in school they know you, they are with you five days a 

week. The correspondence by email, they talk at break time and lunch time and they 

know the type of person you are and how you work and that seems to have been more 

important to me and the fact that if you felt you needed more development, maybe KS4 

and KS5 teaching they will offer you training in it and they don’t say here you go, they are 

slowly edging you in, right, what do you need? And I found that really helpful because you 

are not coming to them and saying will you help me, Yes, No problem and they are there 

to say  Look , it is not working, take a step back a bit. Fortunately that hasn’t happened, I 

have been coping with everything but they are always there pushing you that little bit 

more. You know, from even good lessons there can be areas of improvement, so they 

are pushing me even higher and I really enjoyed that, it gives you such a sense of 

achievement and there are times I have been drawn to tears because I am doing so well 

they have nothing to say. You know they are pushing for a higher level thinking and I don’t 

think I could have done it without the schools. 

Interviewer – OK that is absolutely fine and thanks very much for that because it relates 

to the course you are on and you do spend a lot of time in schools so it is important that 

you are supported in schools the last question is just an opportunity really, if we haven’t 

covered anything in the interview as far as your aspirations for good mentoring or any 

ideas you have that would improve the process. 

Interviewee -  The mentor at University could be more helpful at times just because once 

you are out at school  you feel you are no longer a University student, the level of support 

seems to be shifted slightly from University to the placement, which is fine because we 

are on placement most of the time but sometimes you need someone from University to 

answer a query, sometimes they are not over there, which is fair enough they on 

timetable, they are out on visits but it would be nice for maybe one person to be assigned 

to maybe be there all the time just to ask a question of them and put your mind at ease 

and say don’t worry about it, its fine. There doesn’t seem to be that, maybe the mentor 

at school will not know the answer to questions regarding your academic studies. 

Interviewer - Absolutely. Well thank you very much … we have come to the end of the 

interview and I really do appreciate your time and its lovely to speak to you now at the 

end of your practice and to hear about your positive experiences and how inspired you 

have been about your teaching. I am now going to end the interview. 
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Appendix 7 Scoping phase questions for stakeholders: Semi-

structured interviews 

 

SCOPING PHASE QUESTIONS. 

 

For information prior to the telephone interview. 

 

BACKGROUND 

1. Could you provide a little background information about your role, in particular 

how it relates to mentoring in an education setting? 

MENTORING AS A CONCEPT 

2. How would you describe mentoring? 

3. Could you identify three key features of the mentoring role referring to best 

practice if possible? 

4. How do you use the terms mentoring and coaching? (Do you use one term but 

not the other? Do you use both but treat them as synonyms? Do you use both 

terms with different meanings for different purposes?) Please explain.  

5. In your opinion what are the biggest barriers to good mentoring in secondary 

schools? Are you able to say how these barriers have been overcome? 

MENTORING IN PRACTICE 

6. How do you think Mentors should be selected in Secondary Schools? 

7. How important do you think Mentor training is for all teachers in schools? 

8. What would you consider to be essential and highly desirable training for 

Mentors? Who should provide the training? 

9. Could you give examples of good practice where partnerships between schools 

and Universities have been effective? 

GOOD PRACTICE IN MENTORING 

10. Please give the best example, from your experience, that you consider to be 

effective practice in mentoring. 

11. Suggest three schools where you consider mentoring to be particularly effective 

this year. 

12. Suggest one other person whose knowledge and experience of mentoring may 

be helpful to this study. 

Many thanks for your time and your comments 
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Appendix 8 Questions for mentors: Semi-structured 

interviews 

 

Research Questions for school based senior and 

subject based mentors. 

For information prior to the interview. 

I would be grateful if you would provide the following applicable 

information.  

Are you a senior mentor?    Are you a subject mentor?  

How long have you held this responsibility?    

         

1-5yrs  6-10yrs  10+yrs    

Do you work with trainees working towards QTS from:- 

A University based programme 

School Centred initial teacher training (SCITT)  

Graduate teacher Programme (GTP) 

Assessment Only route 

Other route?  

BACKGROUND 

4. Could you provide a little background information about your 

role, in particular how it relates to mentoring trainee teachers? 

( subject, size of department, experience of trainees from 

different partnerships) 

MENTORING AS A CONCEPT 

5. How would you define mentoring? 

6. How do you use the terms mentoring and coaching? (Do you 

use one term but not the other? Do you use both but treat 

them as synonyms? Do you use both terms with different 

meanings for different purposes?) Please explain. 

7. What are the three key features of your role? 
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8. Please identify five most important skills for effective 

mentoring of trainee teachers. 

 

MENTORING IN PRACTICE 

9. How are mentors selected in your School? 

10. How important do you think mentor training is for all teachers 

in schools? 

11. What would you consider to be essential and highly desirable 

training for Mentors? Who should provide the training? 

12. Please describe all the mentor training you have been given 

and the impact it had on your effectiveness as a mentor. 

13. How does mentor training fit into your whole school 

framework for Continuing Professional Development? 

14. In your opinion what are the biggest barriers to good 

mentoring in secondary schools? Are you able to say how 

these barriers have been overcome?  

15. Please describe a typical session with your trainee. 

16. How does your relationship with the trainee change over 

time? Please describe a typical cycle/trajectory in this 

relationship. 

 

GOOD PRACTICE IN MENTORING 

17. Please describe a mentoring conversation you have had with 

your trainee, that you consider to be effective practice in 

mentoring. Would you explain the reasons? 

18. Could you give examples of good practice where partnerships 

between schools and Universities have been effective? 

FINALLY … 

 

19. Is there anything relevant that we have not addressed during 

this interview that you would like to discuss? 

 

My sincere thanks for your time and your comments.  
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Appendix 9 Questions for trainees in two research 

locations: Semi-structured interviews 
 

Research Questions for trainee teachers For information prior to the interview. 

 

Are you a trainee working towards QTS from:- 

A University based programme             

School Centred initial teacher training (SCITT)  

Graduate teacher Programme (GTP) 

Assessment Only route 

Another route 

BACKGROUND 

20. Could you provide a little background information of your school experience  

(subject, size of department, size/culture of school) 

MENTORING AS A CONCEPT 

21. Please describe any experience you have had as a mentor or mentee? 

22. How would you define mentoring? 

23. In your opinion what are the three key features of the role of the school based 

subject and senior mentor? 

24. Please identify five most important skills for effective mentoring of trainee 

teachers. 

MENTORING IN PRACTICE 

25. How important do you think mentor training is for all teachers in schools? 

26. Has the mentoring you have experienced in schools met your expectations at 

the start of your teacher training? Please give reasons for your answer.  

27. In your opinion what are the biggest barriers to good mentoring in secondary 

schools. 

28. Please describe a typical mentoring session/ conversation/interaction. 

29. How is it different in your second placement? 

GOOD PRACTICE IN MENTORING 

30. Please describe a conversation/interaction you have had with your mentor or 

other colleague, you consider to be a particularly formative experience for you 

as a trainee teacher. Please give reasons for your answer? 

31. What are the key skills/competencies/dispositions that an effective mentee 

needs to have? 
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32. Please identify the three most significant factors that have supported your 

development as a teacher, in order of priority. 

FINALLY… 

Is there anything relevant that we have not addressed during this interview that you 

would like to discuss? 

My sincere thanks for your time and your comments. 
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Appendix 10 Final pilot mentor survey: Structured 

interviews 
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Appendix 11 (English) letter to accompany mentor survey: 

Structured interviews 
 

 

 

 

27th February 2017 

Dear Colleague, 

My name is Barbara Morgan and I am a PhD student at Aberystwyth University. I 

am conducting research into the process of mentoring for initial trainee teachers 

in secondary schools. The second part of my research is particularly focussed on 

the operational needs of the school, head teachers, senior mentors and subject 

mentors as we approach the post-Furlong phase of initial teacher training and 

education in Wales. Closer examination of the impact of effective mentoring and 

mentorship development relating to teacher retention in the early years will be 

particularly sought. 

My interest in this research area stems from both an extended career in teaching 

in two large comprehensive schools in North Wales and substantial experience 

as an assistant head teacher responsible for human resources. This convinced me 

of the important role of mentoring in supporting the progress and professional 

development of trainee teachers and those entering the early stages of their 

career. 

I attach a short questionnaire which seeks to ascertain the views of current head 

teachers, senior and subject mentors regarding the arrangements required to 

support the process of mentoring in secondary schools and further will examine 

the impact of mentoring on teacher attrition. This questionnaire forms a very 

important part of my investigation and I should be very grateful for your views. 

If you are willing to be involved in a questionnaire interview I will contact you at 

the school for an appropriate time to conduct the survey. 
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The questionnaire will take approximately 15 minutes to complete. At the end of 

the questionnaire there are a few short questions which ask for details of your 

school and your experience. You do not need to write your name and you will 

not be identified in anyway. Anonymity and confidentiality are assured.  

The data gathered from these interviews will be used in my PhD thesis, and it is 

hoped in academic publications I intend to publish in the field of teacher 

development and mentoring.  

However, to ensure anonymity in my thesis, and in any such publications, I will 

not name the institutions nor the individuals who participated in the 

research. All data used will appear completely anonymously. Any personal data 

provided by individuals participating in this research will be treated as 

confidential. In the unlikely event of any information being disclosed about a 

potential criminal offence at any time during the interview, I am legally obliged to 

pass this information on to the relevant authorities. All participants are asked to 

give their informed voluntary consent in writing, but have the right to withdraw 

their participation at any point prior to submission of my thesis, or any 

publications arising from it. The research has been approved by the University’s 

ethics committee, (application number: 5364). 

If you have any questions please do not hesitate to contact me. I very much hope 

you will be able to participate in this important research. My sincere thanks in 

advance for your valuable assistance. 

Yours sincerely, 

Barbara Morgan, 
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Appendix 11 (Welsh) letter to accompany mentor survey: 

Structured interviews 
 

 

 

 

 

27ain o Chwefror 2017 

Annwyl Gyfaill, 

Fy enw i yw Barbara Morgan ac yr wyf yn fyfyrwraig PhD ym Mhrifysgol 

Aberystwyth. Yr wyf yn cynnal ymchwil i'r broses o fentora athrawon dan 

hyfforddiant cychwynnol mewn ysgolion uwchradd. Mae ail ran fy ymchwil yn 

canolbwyntio'n benodol ar anghenion gweithredol yr ysgol, penaethiaid, uwch 

fentoriaid a mentoriaid pwnc wrth i ni nesáu at y cyfnod ôl-Furlong o 

hyfforddiant cychwynnol athrawon ac addysg yng Nghymru. Mi fydd ffocws 

penodol yn cael ei roi ar yr effaith caiff mentora effeithiol a datblygiad mentrora 

ar gadw athrawon yn y proffesiwn yn ystod y blynyddoedd dechreuol.  

Mae fy niddordeb yn y maes ymchwil yn deillio o yrfa estynedig o addysgu mewn 

dwy ysgol gyfun fawr yng Ngogledd Cymru yn ogystal â phrofiad sylweddol fel 

pennaeth cynorthwyol gyda chyfrifoldeb am adnoddau dynol. Mae hyn wedi fy 

argyhoeddi o rôl bwysig mentora wrth gefnogi cynnydd a datblygiad proffesiynol 

athrawon dan hyfforddiant a'r rhai sydd ar ddechrau’r cyfnodau cynnar yn eu 

gyrfa. 

Atodaf holiadur byr sy'n ceisio canfod barn penaethiaid presennol, mentoriaid 

uwch a mentoriaid pynciol ynglŷn â'r trefniadau angenrheidiol i gefnogi'r broses o 

fentora mewn ysgolion uwchradd gan archwilio effaith mentora ar gadw 

athrawon. Mae'r holiadur hwn yn ffurfio rhan bwysig iawn o’r ymchwiliad a 

buaswn yn gwerthfawrogi eich barn ar y mater pwysig yma. 
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Os ydych yn barod i gymryd rhan mewn cyfweliad ar ffurf holiadur byddaf yn 

cysylltu â chi yn yr ysgol i drefnu amser priodol i gynnal yr arolwg. 

Bydd yr holiadur yn cymryd tua 15 munud i'w gwblhau. Ar ddiwedd yr holiadur 

mae ychydig o gwestiynau byrion sy'n gofyn am fanylion eich ysgol a'ch profiad. 

Fodd bynnag, nid oes angen i chi nodi eich enw ac mi allwn eich sicrhau y bydd 

eich ymatebion yn hollol anhysbys ac yn gyfrinachol.  

Bydd y data a gasglwyd o'r cyfweliadau hyn yn cael eu defnyddio yn fy thesis PhD, 

ac mewn cyhoeddiadau academaidd rwy'n bwriadu cyhoeddi ym maes datblygiad 

athrawon a mentora. 

Fodd bynnag, er mwyn sicrhau anhysbysrwydd yn fy thesis, ac mewn unrhyw 

gyhoeddiadau o'r fath, ni fyddaf yn enwi'r sefydliadau nac unigolion a gymerodd 

ran yn yr ymchwil. Bydd yr holl ddata a ddefnyddir yn ymddangos yn hollol ddi-

enw. Bydd unrhyw ddata personol a ddarperir gan unigolion sy'n cymryd rhan yn 

yr ymchwil hwn yn cael ei thrin yn gyfrinachol. Yn yr achos annhebygol o 

wybodaeth am drosedd posib yn cael ei ddatgelu yn ystod y cyfweliad, mae 

rheidrwydd cyfreithiol arna i i roi'r wybodaeth hon i'r awdurdodau perthnasol. 

Gofynnir i'r holl gyfranogwyr i roi eu caniatâd gwirfoddol gwybodus yn 

ysgrifenedig, ond mae gennynt yr hawl i dynnu eu cyfranogiad ar unrhyw adeg 

cyn cyflwyno'r fy thesis, neu unrhyw gyhoeddiadau sy'n deillio ohono. Mae'r 

ymchwil wedi cael ei gymeradwyo gan bwyllgor moeseg y Brifysgol, (cais rhif: 

5364). 

Os oes gennych unrhyw gwestiynau, peidiwch ag oedi i gysylltu â mi. Gobeithiaf 

yn fawr iawn y byddwch yn fodlon cymryd rhan yn yr ymchwil pwysig hwn. 

Diolch o galon i chi am eich cymorth gwerthfawr. 

Yr eiddoch yn gywir, 

Barbara Morgan 
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Appendix 12 Emailed invitation to pilot survey: Structured 

interviews 

 

 

 
From: Barbara Morgan [bam11] 
Sent: 20 January 2017 02:16 
To: 
Subject: Pilot- Mentor Practice Questionnaire 
  
Dear     , 
 
Blwyddyn Newydd Dda! My very best wishes for 2017 and beyond. Hope all is 
well with you, just returned from a short New Year visit to a cold and blustery 
Malta! It was good to see you at the mentor training - an excellent session and a 
great update for me.  
 
  
Please accept my thanks for your interest in the research and for agreeing to 
take part in the second part of my study.   
  
 
I have attached the introductory letter for information in the hope you are still 
able to contribute to the pilot of the questionnaire.  
The BOS introductory link should follow shortly for you to complete on 
line. Comments and/or returns are required before the 1st February. 
 
I look forward to receiving your feedback and if you have any questions please 
get in touch. 
 
Speak with you soon,  
 
Best wishes,  
Barbara 
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Appendix 13 Emailed response from pilot survey: Structured 

interviews 
 
 
 
 
From:  
Sent: 20 January 2017 04:39 
To: Barbara Morgan [bam11] 
Subject: RE: PILOT- Mentoring practice Questionnaire 
  
Hi Barbara 
I completed this and as a result can’t flip back and forth to compare questions. 
There was only one question which I felt needed attention – the response to retention 
(q 12 I think) – I felt that these questions were too similar to a previous ranking 
question. 
Ranking questions were a bit awkward to answer as you had to zoom in and out. 
You may want to consider what skills the mentors use – this of course depends on your 
research question – and where they feel they need more support. 
For example, on a recent visit a mentor said “I don’t need mentor training as I attended 
four years ago and you keep me up to date with paperwork” 
Otherwise this is clear, easy to complete and addresses the issues of which I am aware 
and which you addressed in your talk recently. 
Regards 
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 Appendix 14 Final mentor survey: Structured interviews 
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Appendix 15 Chi-Square tests 
 

EXAMPLES OF CHI-SQUARE TESTS PERFORMED ON THE DATA  

 

An appropriate test for association between the variables is a chi-

squared test. This identifies statistical association between an 

independent variable and a dependent variable 

 

 

1. Results for HT and senior mentors with subject mentors  for  

Q9 - Who should PRIMARILY be responsible for the quality of 

ITT mentoring?  

 

 

A chi-squared test of the full table would breach the assumptions 

required for a valid chi-squared result, i.e. that fewer than 20% of 

cells should return an expected value less than 5, and the minimum 

expected value should be more than 1, Yates et al., (1999:734) and 

Pallant, (2016:220). In this case 1 cell, or 11.1% of cells return an 

expected value less than 5 and the minimum expected value is 2.55. I 

therefore reorganised the data for mentor type and aggregated the 

responses to ‘head teachers’ and ‘all senior mentors’ to compare 

with ‘subject mentors’. The result is shown below. 
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Chi-Square Tests 

 Value df 

Asymptotic Significance (2-

sided) 

Pearson Chi-Square 5.344a 2 .069 

Likelihood Ratio 5.398 2 .067 

Linear-by-Linear 

Association 

5.244 1 .022 

N of Valid Cases 155   

a. 0 cells (0.0%) have expected count less than 5. The 

minimum expected count is 8.94. 

 

 

The Asymptotic Significance (2-sided) is larger at .069 than the 

alpha value of .05 and we can conclude that the result is not 

significant. There appears to be no association between mentor 

type and respondents’ views on who should be responsible for 

the quality of ITT mentoring in schools. 

 

  

2. Results for Q6 - the time that mentors have per week to carry 

out their role and Q6a - if this time is additional non-contact 

time.  

A chi-squared test of the full table would breach the assumptions 

required for a valid chi-squared result, i.e. that fewer than 20% of 

cells should return an expected value less than 5, and the 

minimum expected value should be more than 1, Yates et al., 
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Chi-Square Tests 

 Value df 

Asymptotic 

Significance 

(2-sided) 

Pearson Chi-Square 23.239a 2 .000 

Likelihood Ratio 23.632 2 .000 

Linear-by-Linear 

Association 

5.618 1 .018 

N of Valid Cases 155   

a. 0 cells (0.0%) have expected count less than 5. The 

minimum expected count is 9.56. 

 

 

The Asymptotic Significance (2-sided) is larger at 23.239 than the 

alpha value of .05 and we can conclude that the result is not 

significant. There appears to be no association between the time that 

mentors have per week to carry out their role and if this time is 

additional non-contact time. 

  

(1999:734) and Pallant, (2016:220). In this case 2 cells, or 25.0% of 

cells return an expected value less than 5 and the minimum 

expected value is 1.01. I therefore reorganised the data for the 

time given for mentoring and aggregated the responses to ‘1-3hrs’ 

and ‘over 3hrs’ to 1-3 hrs or more creating a 2x3 table.  
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Appendix 16 Initial coding: Trial matrix Semi-structured 

interviews 
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Appendix 17 Initial coding: First cycle interim coding: Semi-

structured interviews 

 

 

 

 



 

500 
 

 



 

501 
 

 

 



 

502 
 

 



 

503 
 

 



 

504 
 

 



 

505 
 

 



 

506 
 

 

 



 

507 
 

 



 

508 
 

 



 

509 
 

 



 

510 
 

 



 

511 
 

 



 

512 
 

 



 

513 
 

 



 

514 
 

 



 

515 
 

 



 

516 
 

 

  



 

517 
 

Appendix 18 Top line analysis of results: Structured 

interviews 

 

This top line analysis of the mentoring practice survey comprises a 

completed data set of 156 participants and was compiled on the 9th 

February 2018 

RESOURCING AND RECOGNITION OF MENTORING PRACTICE 

43% (Q6) of respondents indicated that no time was given to mentors 

at the school to fulfil their role whilst 74% (Q6a) indicated that their 

allocated time for mentoring was not additional non-contact time. 

Only 25% (Q6a) of respondents therefore were given time in their 

school to carry out their mentoring role. 

71% (Q6b) indicated 1-3 hours per week would be ideal to fulfil their 

role. 

92% (Q1.4) of respondents agreed or strongly agreed that additional 

time should be allocated for mentoring trainees and 96% (Q 1.5) 

indicated that this time should be protected. 

Only 51% (Q1.6) of respondents agreed that mentors should be 

financially rewarded, 26% were uncertain and 23% disagreed or 

strongly disagreed. 

70% (Q1.2) of respondents agreed or strongly agreed that policies and 

procedures are needed to support mentoring. 

99% (Q1.7) agreed or strongly agreed that training should be provided 

for teachers to mentor effectively. 

81% (Q2.1) of respondents agreed or strongly agreed that additional 

ITT funding should be linked to the accreditation of mentors. 

57% (Q2.2) of respondents agreed or strongly agreed the Estyn 

guidance for inspection should include some assessment of mentoring 

with 43% being uncertain or disagreeing. In contrast 27% were 

uncertain and 33% disagreed that if ITT was included in the Estyn 

Framework for Schools the school would be more willing to take on 

trainees. 

61% (Q2.5) of respondents were uncertain or disagreed that teachers 

should receive a TLR for mentoring. 
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80% (Q2.4) of respondents agreed or strongly agreed that mentoring 

trainees should be included in the Leadership Framework for Wales 

and 81% further agreed or strongly agreed that mentor accreditation 

should be encouraged. 

These results support the qualitative data garnered in part one of the 

research and indicate that time for mentoring is the issue for mentors 

more so than any  financial reward in the current climate. A majority, 

61% (Q2.5) of respondents were uncertain or disagreed that a TLR 

should be available for mentoring ITT. Difficulties surrounding the time 

of allocation and the uncertainty of the subject/number of trainees that 

would be placed at the school were explained. 

Further analysis of school size and the need for policies and 

procedures for effective mentoring will be required.  

The data suggests support for the development of accredited mentor 

training and further that schools encouraging accreditation should be 

recognised with additional funding. The data suggests the importance 

of the CPD aspect of mentoring which should feature in the Leadership 

Framework for teachers in Wales aspiring to middle and senior 

leadership positions. 

There appears to be some debate whether aspects of ITT mentoring 

practice, if featured in the Estyn Framework, would encourage schools 

to take on more trainees. However 57% (Q2.2) agreed that the Estyn 

guidance for Inspection should include some assessment for 

mentoring. Analysis of the difference in responses from the three 

groupings could be interesting. 

 

CURRENT PRACTICE WITHIN THE PARTNERSHIP 

10% (Q3.5) of respondents were uncertain and 6% disagreed or 

strongly disagreed that a weekly meeting with the SM is timetabled.  

12% (Q 3.7) of respondent were uncertain and 7% disagreed or 

strongly disagreed that opportunities for supporting pupils with ALN 

are well embedded.  

14% (Q3.11) of respondents were uncertain and 8% disagreed or 

strongly disagreed that trainees are regularly involved in extra- 

curricular activities. 



 

519 
 

14% (Q3.13) were uncertain and 17% disagreed or strongly disagreed 

that an opportunity to teach at KS5 is established at the school. 

 

The data suggests the majority of elements of the ITT programme are 

soundly established by schools in the partnership, the exceptions are 

indicated above. The data suggests a more consistent experience of 

working with ALN and teaching at KS5 is required. Some time spent 

in special schools and an opportunity in the second practice to teach 

in a school at KS5 would improve the consistency of experience for 

trainees. Contractual weekly contact with the SM would offer 

additional support for trainees and provide an opportunity to monitor 

the quality and consistency of the mentoring experience for trainees 

within departments. Further analysis of the data from Head teachers, 

SM and SuM groupings. 

 

KEY FEATURES THAT SHOULD BE PRESENT IN FUTURE ITT 

PROGRAMMES 

Over 50% (Q8) of respondents indicated the top five features present 

in future ITT partnership programmes should be:- 

(Q8.3) Subject lesson observation and feedback, (8.6) a professional 

studies programme, (Q8.2) a weekly meeting with a subject mentor, 

(Q8.1) induction and (Q8.4) collaborative work on lesson planning. 

(Q8.9) Lesson observation of other lead practitioners was also 

considered a priority. 

Respondents indicated how they wished to see the ITT partnership 

develop in the future. Key features included the following aspects: 

greater input from schools on the selection of trainees, practical 

guidance for schools on ‘What makes a good teacher’, a more equal 

partnership working together in true collaboration, fair funding for 

schools, greater communication with more regular visits by tutors, 

more collaborative training, the sharing of good practice and the 

reduction of paperwork and documentation required by trainees. 
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SUPPORT ARRANGEMENTS CURRENTLY AVAILABLE TO 

TEACHERS WHO MENTOR IN SCHOOLS 

99% (Q1.7) agreed or strongly agreed that training should be provided 

for teachers to mentor effectively. 

5% (Q4) of respondents were offered training with accreditation. This 

data indicates that 95% of respondents were not offered training with 

accreditation. 

12% (Q4) of respondents indicated that whole staff training on 

mentoring at had been offered at their school. This data indicates that 

88% of respondents were not offered whole school training on 

mentoring at their school. 

However in contrast, 81% (Q2.1) agreed or strongly agreed that 

additional ITT funding should be linked to the accreditation of mentors 

and respondents in (Q4b) ranked mentor accreditation and whole staff 

training in their top five elements of mentor support. More 

respondents also in (Q4b) ranked mentor induction training as being 

the most important support for mentors. 

In (Q7.1) General skills as a classroom teacher was identified as being 

most important in the development of the respondents mentoring 

skills. Cumulative experience of mentoring trainees and University led 

mentor training events were also identified as being important in the 

development of the respondents mentoring skills.  

The data in (Q5)) further indicates the main arrangements for ITT 

mentor induction and development as follows:-  

Mentors access training at the university, mentor team meetings are 

arranged by the SM prior to the placements at the school. There was 

some evidence of a weekly ‘Need to Know’ booklet being produced 

for SuMs. The data indicated that joint lesson observations were taking 

place with SuMs, Tutors, and /or SMs.  

 

MONITORING THE QUALITY AND CONSISTENCY OF 

MENTORING IN SCHOOLS 

46% (Q9) of respondents indicated that schools should be responsible 

for the quality of ITT mentoring, 43% HEIs and 11% Consortium. 

Reasons for schools being given as follows:- 



 

521 
 

“In any good professional work place up to date practice is crucial, 

schools provide the context”. 

“The application of theory takes place in schools and this is where the 

training takes place”. 

“The vast majority of time is spent in schools therefore monitoring the 

quality and consistency of mentoring should be undertaken by schools 

to ensure a first class experience”.  

 

RETENTION OF TEACHERS DURING TRAINING 

Work load (Q11) was identified by respondents as being the main 

reason, to their knowledge why trainees leave the course. This 

confirms the data gleaned from question 10 which indicates the 

necessity for a review of the paperwork and documentation required 

for submission to the university during the teaching placements as well 

as the planning, delivery and reflection on lessons. 

A majority of respondents considered the following strategies would 

address some of the issues, given as reasons to their knowledge, for 

trainees leaving during training: regular, scheduled collaboration with 

other teachers on lesson planning and delivery, common planning time 

with other teachers in their subject area, more support with 

challenging behaviour, participation in a network of teachers and more 

effective guidance of a mentor in the same subject area. 

A majority of respondents (Q13) indicated that mentoring has a 

positive impact on trainee retention. 

“Mentoring is massively important for supporting ITTs and allowing 

time to make mistakes and develop in teaching” 

“A supportive, non-judgemental, and constructive mentor who can put 

into context issues and discuss strategies is vital” 

“Mentors need to be lead practitioners who are passionate about 

teaching and their professional outlook. They can exude enthusiasm 

and pass on knowledge. An honest, open relationship can support 

trainees in the initial years”. 
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Data gleaned from (Q10) also indicates the necessity during ITT for a 

review of the paperwork and documentation required for submission 

to the University during the teaching placements as well as the 

planning, delivery and reflection on lessons. Data from (Q10) further 

suggests: greater input by schools in the selection of trainees and a 

greater understanding by schools of ‘What is a truly good teacher’ to 

address some of the issues contributing to teacher attrition. 
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Appendix 19 Codebook 

 

 

  

SPSS variable 
name 

Full variable name  
 

Coding 
instructions 

Measurement 
level 

Q1.1 If teachers want to 

mentor trainees they 

should make time for it. 

1=strongly agree,  

5=strongly disagree 

scale 

Q1.2 Mentoring can happen 

without policies and 

procedures to support 
it. 

1=strongly agree,  

5=strongly disagree 

scale 

Q1.3 Mentoring is an 
additional activity and 

not part of the teacher's 

role. 

1=strongly agree,  
5=strongly disagree 

scale 

Q1.4 Additional time table 

time should be allocated 

for mentoring. 

1=strongly agree,  

5=strongly disagree 

scale 

Q1.5 Time for mentoring 

should be protected. 

1=strongly agree,  

5=strongly disagree 

scale 

Q1.6 Mentors should be 

financially rewarded. 

1=strongly agree,  

5=strongly disagree 

scale 

Q1.7 Training should be 

provided for teachers 

to mentor effectively. 

1=strongly agree,  

5=strongly disagree 

scale 

Q2.1 Additional ITT funding 

should be linked to the 

accreditation of 
mentors. 

1=strongly agree,  

5=strongly disagree 

scale 

Q2.2 The Guidance for 
Inspection should 

include some 

assessment of 

mentoring. 

1=strongly agree,  
5=strongly disagree 

scale 

Q2.3 If ITT was included in 

the Estyn Framework 

for schools the school 
would be more willing 

to take on trainees. 

1=strongly agree,  

5=strongly disagree 

scale 

Q2.4 Mentoring trainees 
should be recognised in 

the Leadership 

Framework for Wales. 

1=strongly agree,  
5=strongly disagree 

scale 
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SPSS variable 
name 

Full variable name  
 

Coding 
instructions 

Measurement 
level 

Q2.5 Teachers should 

receive a TLR for 

mentoring. 

1=strongly agree,  

5=strongly disagree 

Scale 

Q2.6 Mentor 

accreditation 

should be 

encouraged. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.1 Structured 

induction is well 
established in the 

school. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.2 A weekly meeting 
with the subject 

mentor and trainee 

takes place 

regularly. 

1=strongly agree,  
5=strongly disagree 

scale 

Q3.3 Subject lesson 

observation and 
feedback is well 

established at the 

school. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.4 Collaborative work 

with mentors and 

trainees is well 

established. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.5 A weekly meeting 

with the senior 

mentor and 
trainees is 

timetabled. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.6 A Professional 

Studies Programme 

for trainees is well 

established. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.7 Opportunities for 

supporting pupils 

with additional 
learning needs are 

well embedded. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.8 Lesson observation 

of lead practitioners 

by trainees is well 

established in the 

school. 

1=strongly agree,  

5=strongly disagree 

scale 
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SPSS variable 

name 

Full variable name  

 

Coding 

instructions 

Measurement 

level 
Q3.9 Trainees are 

regularly involved 

in departmental 

meetings. 

1=strongly agree,  
5=strongly disagree 

scale 

Q3.10 Trainees always 

attend parents 

evening when they 

are available. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.11 Trainees are 

regularly involved 
in extra-curricular 

activities. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.12 Opportunities for 
trainees to teach at 

KS3 and KS4 are 

well embedded. 

1=strongly agree,  
5=strongly disagree 

scale 

Q3.13 An opportunity to 

teach at KS5 is 

established. 

1=strongly agree,  

5=strongly disagree 

scale 

Q3.14 An opportunity to 

visit primary 

schools is well 
established. 

1=strongly agree,  

5=strongly disagree 

scale 

Q4 Which of the 
following are 

currently offered as 

part of your 

mentor support 

arrangements for 
teachers who 

mentor trainees at 

your school? 

1=Mentor induction 
training for teachers 

who will be mentors 

in your school 

2=Internal mentor 

development training 
3=Schools' 

Mentoring Policy 

4=Mentor 

Handbook 
5=Schools' Code of 

Practice 

6=Mentor/mentee 

contracts 

7=Mentor 
accreditation 

8=A school ethos 

and culture that 

supports high quality 
mentoring 

9=Whole staff 

training on 

mentoring 

10=Strong 
leadership 

11=Other 

nominal 
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SPSS variable 

name 

Full variable 

name  
 

Coding 

instructions 

Measurement 

level 

Q4b Which of the 

following do you 

consider 

important to 

support mentors 
who mentor 

trainee teachers? 

Please RANK the 

top FIVE of these 

in order of the 
degree of 

importance to 

you, 1=Most 

important 5=Least 
important. 

1=Mentor induction 

training 

2= internal mentor 

development training 

3=Schools' 
Mentoring Policy 

4=Mentor Handbook 

5=Schools' Code of 

Practice 

6=Mentor/mentee 
contracts 

7=Mentor 

accreditation 

8=A school ethos 
and culture that 

supports high quality 

mentoring 

9=Whole staff 

training on 
mentoring 

10=Strong leadership 

11=Other 

ordinal 

Q6 How much time 

do ITT mentors 

have per week at 

your school to 
fulfil their role? 

Please select your 

response. 

1=none 

2=up to Ihr 

3=1-3hr 

4=over 3hr 

nominal 
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SPSS variable 

name 

Full variable name  

 

Coding 

instructions 

Measurement 

level 
Q6a Is this time 

ADDITIONAL non-
contact time? Please 

select your 

response. 

1-yes 

2-no 

nominal 

Q6b Ideally, how much 

allocated time do 

you think ITT 

subject mentors 
need to fulfil their 

role? Please select 

your response. 

1=none 

2=up to 1hr 

3=1-3hr 

4=over 3hr 

nominal 

Q7 Which of the 

following do you 

consider were most 

important in the 
development of 

your mentoring 

skills and 

practise? Please 

RANK the top FIVE 
in order of the 

degree of 

importance to you, 

1=Most important 
5= Least important. 

1=General skills as 

a classroom 

teacher 

2=Own experience 
of being mentored 

as a trainee 

3=Cumulative 

experience of 

mentoring trainees 
4=University led 

mentor training 

events 

5=School-led 
mentor training 

events 

6=Further study ( 

e.g. at Masters 

level) into 
mentoring or CPD 

7=Staff 

management skills 

as HOD or school 
manager 

8=other 

ordinal 
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SPSS  
Variable 

name 

Full variable 
name  

 

Coding instructions Measurement 
level 

Q8 Please RANK the 
top FIVE features 

that you feel 
SHOULD be 

present in your 

ITT programme 
in the future. 

1=Structured induction 
2=Weekly meeting with subject 

mentor 
3=Subject lesson observation and 

feedback 

4=Collaborative work on lesson 
planning 

5=Weekly contact with senior 
mentor 

6=Professional studies programme 

7=Opportunities for supporting with 
additional learning needs 

8=Lesson observation of other 
curriculum areas 

9=Lesson observation of other lead 
practitioners 

10=Involvement in departmental 

meetings 
11=Attendance at parents evening 

12=Involvement in extra-curricular 

activities/homework club 

13=Opportunities to teach at KS3 

and KS4 
14=Opportunities to teach at KS5 

15=Primary school visits 
16=Other 

ordinal 
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SPSS variable 

name 

Full variable 

name  

 

Coding 

instructions 

Measurement 

level 

Q9 Who should be 

PRIMARILY   
responsible for 

the quality of ITT 

mentoring? 
Please select 

your response 
and select only 

ONE. 

1=Schools 

2=HEIs 
3=Consortium 

nominal 

Q11 What are the main 

reasons, to your 

knowledge, for 
trainees leaving 

their course during 

training? Please 

select the 
top THREE. 

1=Personal 

circumstances 

2=Change of 
career/ direction 

3=Workload 

4=Challenging pupil 

behaviour 
5=They noted a lack 

of support 

from the school 

mentor 

6=They noted a lack 
of support 

from the 

department 

7=They noted a lack 

of support 
from the HEI 

8=The school 

situation 

9=Health 
10=Other 

nominal 
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SPSS 

variable 

name 

Full variable 

name  

 

Coding instructions Measurement 

level 

Q12 What could be 

done in terms 
of ITT to 

address these 

issues? Please 

RANK the top 
FIVE in order of 

importance to 

you1=Most 

important 5= 

Least important. 

1=More effective 

guidance of a mentor in 
the same subject area 

2=More regular contact 

with a senior mentor 

3=Regular scheduled 
collaboration with other 

teachers on lesson 

planning and delivery 

4=Common planning time 

with other teachers in 
their subject area 

5=Participation in a 

network of teachers 

6=Regular supportive 

communication with the 
head teacher, senior 

management, head of 

department/ 

Administrators 
7=Participation in 

seminars or classes for 

trainees 

8=Reduced teaching load 

9=Reduced number of 
lesson preparations 

10=Extra classroom 

assistance (teaching 

assistant or classroom 
resources) 

11=More support with 

challenging pupil 

behaviour 

ordinal 

Q14 Are you male or 

female? 

1=male 

2=female 

nominal 

Q15 How old are 

you? 

1=20-30  

2=31-40  

3=41-50  
4=51-60  

5=60+ 

nominal 
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SPSS variable 

name 

Full variable 

name  

 

Coding 

instructions 

Measurement 

level 

Q16 How many years 

have you been 

teaching? 

1=0-5 

2=6-10 

3=11-15 
4=16-25 

5=25+ 

nominal 

Q17 What is your 

position in the 

school? 

1=Head teacher 

2=Senior mentor 

3=Subject mentor 

nominal 

Q17b What is your 

leadership position 

in the school 

1-Head teacher 

2=Senior 

leader/senior 

mentor 
3=Senior mentor 

4= Subject mentor 

nominal 

Q18 How many years 

have you held this 

position? 

1=0-3 

2=4-6 

3=7-10 

4=11-15 

5=15+ 

nominal 

Q19 How many trainees 

do you usually 
accommodate in an 

academic year? 

1=0 

2=1-5 
3=6-10 

4=11-20 

5=20+ 

nominal 

Q20 What is the 

language medium 

of your school? 

1=Welsh medium 

2=Bilingual 

3=Predominantly 

English medium with 
significant use of 

Welsh 

4=Predominantly 

English medium 

nominal 

Q21 Where is your 

school situated? 

1=Rural area 

2=Town/ city 

nominal 

Q22 Which consortium 

do you work with? 

1=CSCJES 

2=EAS 

3=ERW 
4=GWE 

nominal 
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name 

Full variable 

name  

 

Coding 

instructions 

Measurement 

level 

Q23 Is your school a 

Pioneer school? 

Please tick any that 
apply 

1=The school is a 

New Deal Pioneer 

school (Professional 
Learning) 

2=The school is a 

Digital 

Competence 

Pioneer school 
3=The school is a 

Curriculum Pioneer 

school 

4=The school is 
NOT a Pioneer 

school 

nominal 

Q24 Does your school 

serve a 

Communities First 

Area, (partially or 

wholly)? 

1=Yes 

2=No 

nominal 

Q25 What percentage 

of pupils are 
eligible for free 

school meals? 

1=1-5% 

2=6-10% 
3=11-15% 

4=16-20% 

5=21-25% 

6=26-30% 

7=More than 31% 

nominal 

Q26 How many pupils 

do you have on 
roll? 

1=up to 500 

2=501-800 
3=801-1300 

4=1301-1750 

5=Over 1751 

nominal 


