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ABSTRACT 

The purpose of the present study was to develop theoretical propositions regarding the 

perspectives that primary school teachers have of the mentoring of beginning teachers in 

Singapore Primary Schools.  The primary goal was to generate understandings of the 

perspectives of experienced Singapore primary school teachers on mentoring beginning 

teachers, given that there is a scarcity of empirical studies in this area in Singapore. A second 

goal was to identify the factors that influence experienced classroom teachers in making 

decisions to take up mentoring roles, and the challenges they face when mentoring 

beginning teachers. 

 

This study is positioned in terms of primary school teachers’ “perspectives”, a notion that 

encompasses what primary school teachers’ think, believe, and conceptualise with regard 

concerning the practice of mentoring, and the resulting actions, orientations, dispositions, 

and attitudes they adopt. The central research question: “What are the perspectives of 

experienced classroom teachers who have mentoring experience in Singapore primary 

schools on mentoring beginning teachers?” was formulated and positioned to reflect this 

definition of “perspectives”. 

 

A qualitative approach was adopted for this study with the intent of understanding, 

describing, analysis and theorising mentoring from the perspectives of the Singapore primary 

school teachers. Data was collected from semi-structured interviews conducted with 12 

teachers from 9 primary schools.  The data was systematically analysed using the techniques 

as described by Miles and Huberman (1994). This included data reduction, data display, and 

drawing and verifying conclusions.  

 

The findings of the present study revealed that effective mentors exhibit particular attributes 

pertaining to communication and mentoring approaches. Effective mentors are (i) lifelong 

learners who are passionate about learning, (ii) willing to share their knowledge with the 

others, and (iii) reflective. They also have the ability to lead others to critique their teaching, 

and promote learning by creating opportunities for others to learn. The study found that 

there is a correlation between the commitment level of the mentors, their level of intent and 

perceived potential benefits of mentoring.  The participants agreed that most primary school 

teachers were willing to take up mentoring roles when approached, however, their reasons 

for taking up the roles varied.   These reasons are portrayed as three main types, namely (i) 
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professional belief (ii) professional obligation, and (iii) personal gain. The findings also 

revealed the conditions that influence the efficiency of the effective mentors’ attributes.  

 

The present study has implications for mentoring practices in Singapore and in similar 

international contexts such as Australia or Hong Kong. School administrators in all 

international contexts could support primary school teachers as they could in Singapore by 

providing them with the enabling conditions that will influence the efficacy of effective 

mentors. The findings will be relevant to the development of training programmes for 

mentors in Singapore especially those in the primary schools as well schools in similar 

international settings.  
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Chapter 1: Introduction  

…the Singapore Story was only possible because of the Education Story woven 

together by the generations of teachers over the last 50 years.                                  

(Ng Chee Meng, 2016b) 

 

Introduction  

The study reported in this thesis aims to develop theoretical propositions 

regarding the perspectives that primary school teachers have on the 

mentoring of beginning teachers in Singapore Primary Schools.  To gather a 

richness of data, qualitative research methods were employed, using the 

interpretivist approach that typically seeks to understand processes, 

relationships, group life and motivations in small-scale, everyday life studies. 

 

The first written account of a mentor was probably given by Homer in his epic 

The Odyssey when Odyssey entrusted his son, Telemachus, to his loyal friend, 

Athena who played the role of a mentor in this epic (Anderson & Shannon, 

1988; Ford & Parson, 2000). From the mentoring role played by Athena, it can 

be concluded that mentoring is an “intentional’, “nurturing” and “insightful”, 

“supportive”, and “protective” process (Anderson and Shannon, 1988:38). 

Normally mentors nurture and guide their mentees.  

 

Everyone needs a mentor (Mertz, 2004), be it a first year bus driver, a student 

teacher or a newly appointed principal. Those who make it have a mentor 

(Collins and Scott, 1978). Mentoring occurs when a wiser and more 

experienced person guides a less knowledgeable one (Ford and Parsons, 
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2000). Mentorship in the education field is not foreign. The primary role of a 

mentor in the education context is of course to help the mentee to become a 

confident and independent professional classroom teacher. 

 

Since the early 1980s, teacher mentoring programmes in many countries have 

increased tremendously as “a vehicle to support and retain” beginning 

teachers (Huiling & Resta, 2001:1). Considerable effort, resources, time, and 

funding have been used on the development on mentoring programmes during 

this time. Be it in Singapore or in other countries the reasons for giving greater 

attention to mentoring are (i) reducing the attrition rate of beginning teachers, 

(ii) improving beginning teacher’s learning to teach and (iii) enhancing their 

quality of teaching in classrooms (Wang, 2002). 

 

Many studies on mentoring have concluded that formal and structured 

mentoring is beneficial for both mentors and mentees (Mertz, Welch and 

Henderson, 1989; Huiling-Austin, 1992; Ganser, 1994; Clinard and Ariav, 

1998; Ehrich and Hansford, 1999; Ford and Parsons, 2000; Monsour, 2003; 

Lam, 2005; Hall, Draper, Smith & Bullough Jr, 2008; Heirdsfield, Walker, 

Walsh & Wilss, 2008; Mihans, 2008; Lai, 2010; Beltman and Schaeben, 2012; 

Hudson, 2013; Resta, Huiling and Yeargain, 2013; Ponte and Twomey, 2014. 

It is hoped that with the guidance and help given by the mentors, the transition 

into independent teaching will be made smoother for the beginning teachers.  

 

This chapter introduces the study and includes an outline of the purpose, 

methodology and the significance of the study. At the conclusion of the chapter 
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is an overview of the content and organisation of the subsequent chapters, 

concluding with an outline of the limitations of the study.  

Therefore, this chapter is framed as: 

 presenting the research problem; 

 presenting the central research question; 

 presenting the aim of the study; 

 presenting the study population; 

 outlining the research method adopted; 

 outlining the significance of the study; 

 providing an overview of the content and organisation of the thesis; 

 outlining the limitations of the study and; 

 providing a conclusion to the chapter. 

 

Research problem  

Singapore celebrated its 52nd national day in 2017. Singapore is an island 

state with no natural resources. The only asset Singapore has is her citizens. 

Within a short span of 50 years, Singapore has moved from the third World to 

the first. Education has played an important role in nation building. Education 

is a “strategic pillar of nation-building, economic and social development” (Ng, 

2016a). Thus, next to defence, the expenditure on education is the biggest in 

Singapore. Teachers are the key in everything the ministry wants to achieve 

in education (Teo, 1999; Teo, 2000b; Teo, 2001; Shanmugarathnam, 2004). 

Teachers do play a critical role in shaping Singapore’s destiny (Ng, 2016b). 
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In Singapore, talented, caring and dedicated teachers are at the heart of 

education (Shanmugarathnam, 2004).  Sclafani and Lim (2008) comments 

that a “sink or swim” system does not exist for the beginning teachers in 

Singapore.  The Ministry of Education, Singapore (MOESg) has put in place 

several measures to ensure beginning teachers work in a nurturing and 

supportive school environment. Beginning teachers are given 80% of an 

experienced teacher’s workload when they are first appointed to schools. They 

will be placed under a structured mentoring programme, and under the care 

of their mentors. All appointed mentors are trained in both mentoring and 

coaching skills.  

 

Mentoring is a process which starts from the beginning of the mentoring 

programme and continues for 1 to 3 years depending on the needs of the 

beginning teachers.  Mentors will guide beginning teachers in developing 

attitudes, skills and knowledge related to teaching, learning and student 

management.  Beginning teaches will be provided with a learning framework 

to help them in the planning of their development.  The training is arranged in 

four core areas of need, namely classroom management, basic counselling 

skills, reflective practice and assessment. The beginning teachers have to 

complete their training within the first two years of their service. 

 

This study is concerned with issues implicit in mentoring. The focus of the 

study is on the perspectives of experienced Singapore primary school 

teachers on mentoring beginning teachers in general.  Given the pivotal 

position the mentor has in implementing a successful mentoring programme, 
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it can be argued that a clear articulation of the attributes of the effective 

mentors and the conditions that support them is the key to ensuring a 

successful mentoring relationship. To date, such an empirical articulation from 

the perspectives of experienced Singapore primary school teachers is not 

evident. 

 

Aim of the Study 

Although primary school teaching involves intensive interaction with children, 

it is done largely in the isolation of the classroom.  Mentoring does help to 

break this isolation. Studies have shown that formal and structured mentoring 

does benefit both the mentors and mentees (Mertz, Welch and Henderson, 

1989; Huiling-Austin, 1992; Ganser, 1994; Clinard and Ariav, 1998; Ehrich and 

Hansford, 1999; Ford and Parsons, 2000; Monsour, 2003; Lam, 2005; Hall, 

Draper, Smith & Bullough Jr, 2008; Heirdsfield, Walker, Walsh & Wilss, 2008; 

Mihans, 2008; Fantilli and McDougall, 2009; Lai, 2010; Beltman and Schaeben, 

2012; Hudson, 2013; Resta, Huiling and Yeargain, 2013; Ponte and Twomey, 

2014).  However, confusion concerning the roles and responsibilities can be 

presented as an obstacle to effective mentoring. An extensive review of the 

literature has also revealed that, as yet, there seems to be a scarcity of 

empirical studies focusing on perspectives of Singapore primary school 

teachers on mentoring beginning teachers.   

 

The purpose of this study is to generate understandings on the perspectives 

of experienced Singapore primary school teachers on mentoring beginning 

teachers in general. Data will be collected from nine primary schools. This 
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qualitative investigation hopes to open the door to understanding the factors 

that will influence the experienced classroom teachers in making decisions on 

taking up mentoring roles, and the challenges they face when mentoring 

beginning teachers.  It is anticipated that the insights gained from this study 

will assist school leaders to develop a better understanding of what are the 

factors which are important in supporting teachers to be more effective 

mentors, in the context of primary school. 

 

Central Research Question 

As stated earlier, the study reported in this thesis aims to generate 

understandings on the perspectives of experienced Singapore primary school 

teachers on mentoring beginning teachers. The purpose of the study was to 

address the following central question:  

  What are the perspectives of experienced classroom teachers who have 

mentoring experience in Singapore primary schools on mentoring 

beginning teachers? 

 

Guiding Questions  

In pursuit of the central research question, a set of guiding questions was 

developed to generate the richness of data to inform the process of 

investigation.  The data gathering process was thus guided by the following 

questions: 

(1a) What do experienced classroom teachers in Singapore primary 

schools understand by the term “mentoring”? 
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(1b) What do the experienced classroom teachers in Singapore primary 

schools think mentoring involves?  

 (2) What are the intentions of experienced classroom teachers in 

Singapore primary schools towards the activity of mentoring? What 

are the reasons they give for these intentions? 

(3) What strategies do experienced classroom teachers in Singapore 

primary schools say they use to realise these intentions? What are the 

reasons they give for the strategies they use? 

(4) What is the importance of these intentions and strategies for these 

experienced classroom teachers in Singapore primary schools? What 

are the reasons they give for the significance which they attributed 

with these intentions and strategies?  

(5) What are the outcomes that these experienced classroom teachers in 

Singapore primary schools expect from the mentoring activities? What 

reasons do they give for these expected outcomes?  

(6a) What is satisfying and or problematic about mentoring beginning 

teachers?  

(6b) What do the experienced classroom teachers in Singapore primary 

schools think are the factors that will help to support them to be better 

and more effective mentors?   

 

STUDY POPULATION 

Purposive sampling was deemed most appropriate given the central and 

guiding research questions formulated, the time frame available, and the 

access to participants. Sampling is done in “a deliberate way, with some 
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purposes or focus in mind” (Punch, 2005: 187).  Purposefully selected 

participants will best help the researcher understand the problem and the 

research question (Creswell, 2009).  

 

The main aim of the study was to collect data from the primary school teachers 

with mentoring experiences, concerning their perspectives on mentoring. The 

researcher distributed personalised letters, briefly explaining the nature and 

aim of the study, inviting each participant who meets the two basic criteria to 

participate on a purely voluntary basis. The participants were required to (i) be 

experienced classroom teachers currently teaching in a Singapore primary 

school; and (ii) have at least some mentoring experience.  A total of 12 

teachers from 9 primary schools responded positively to the invitation.  

 

Methodology 

Although a detailed outline of the research approach adopted is provided in 

Chapter Four of this thesis, an overview is provided here by way of introduction.   

 

As outlined already, a qualitative approach was adopted for this study with the 

intent of understanding, describing, analysing and theorising mentoring from 

the perspectives of the Singapore primary school teachers.  To facilitate the 

research for this study, qualitative methods, specifically, within the 

interpretative paradigm were used.  In this study, data was mainly collected 

from semi-structured interviews. The primary source of data gathering was 

through semi-structured in-depth interviews. The interview is one of the most 

powerful ways one can understand others, and it is “a very good way of 
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accessing people’s perceptions, meanings, definitions of situation and 

constructions of reality” (Punch, 2005:168). In this study, semi-structured, in-

depth interview was selected to be the main form of data collection for it 

“facilitates a strong element of discovery, while its structured focus allows an 

analysis in terms of commonalities” (Gillham, 2005:72). Most importantly, it 

produces rich information.   

 

Data was collected through face-to face interviews with the 12 selected 

teachers from nine schools.  Participation selection was limited by the issues 

of practicality and manageability.  

 

A pilot study was conducted in order to prepare effectively for the collection of 

relevant data. This was to ensure the interview questions were relevant to the 

study and clear, and the features of the study design were congruent to them. 

It is deemed that thesis brief additional are sufficient to raise the awareness of 

the reader to the more comprehensive articulation of the methodology in 

Chapter 4. An ‘aide memoire’ was developed for use in the interviews during 

the study, with further probing questions being asked as required.  Transcripts 

of interviews were provided to the participants so as to verify the data collected 

and alterations were made where requested or where inaccuracies had been 

recorded.  Following the analysis of the transcripts of the interviews, it became 

apparent that each interview could be enhanced with a series of follow up 

questions, over the duration of the term of study.  
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Data gathered was rigorously and systematically analysed through adopting a 

process that was guided by the core elements of qualitative data analysis 

outlined by Miles and Huberman (1994).  This data analysis includes three 

components and they are (i) data reduction, (ii) data display and (iii) drawing 

and verifying conclusion. The three components are “interwoven and 

concurrent” (Punch, 2005:199) throughout the data analysis. 

 

Significance of the study  

The study was designed to generate understandings of the perspectives of 

experienced Singapore primary school teachers on mentoring beginning 

teachers, given that there is a scarcity of empirical studies in this area in 

Singapore. The study was designed to generate a deeper understanding of 

the factors that influence the experienced classroom teachers in deciding to 

take up mentoring roles, and the challenges they face when mentoring 

beginning teachers. The findings will be relevant to the development of training 

programmes for mentors in Singapore especially those in the primary schools. 

 

Overview and organisation of the thesis 

The thesis is organised into 8 chapters. This introductory chapter has provided 

an overview of the thesis.  In the first section, a definition of mentoring is 

provided and the purpose of the study was briefly outlined.  An introductory 

description of the historical background to mentoring in Singapore is then 

presented.  An explanation of the need for research into generating 

understandings on the perspectives of experienced Singapore primary school 

teachers on mentoring beginning teachers also outlined. The central research 
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question and accompanying guiding questions and a brief discussion of the 

research approach used in the study have been provided in this chapter. 

 

The chapter also introduces the study by providing an overview of the research 

project. This is followed by a statement of the research problem, as well as the 

significance of the study and the underpinnings of the research methods and 

the research strategies. Chapter one also presents the format of the thesis. 

The chapter ends with some of the limitations of the study.  

 

Following this introductory chapter, Chapter Two describes the historical 

context within which the central research question has arisen.  The chapter 

opens by illustrating how the interplay of historical, political, economic, and 

social developments in Singapore have impacted on the education policies 

mooted and implemented by the government authorities. This is followed by 

highlighting how the changing landscape of education has brought about the 

reconstituting roles of teachers. In addition, the chapter briefly discusses how 

the changing roles of teachers have increased the demands and expectations 

on this profession. Next, the recent international trends in teacher preparation 

are traced and discussed. Finally, this is followed by a closer examination of 

structures that the Ministry of Education in Singapore (MOESg) has put in 

place to give more support to teachers. The Structured Mentoring Programme 

(SMP) is elaborated upon as one positive example of the government’s 

initiative in this field.  
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Chapter Three reviews the relevant bodies of literature underpinning the study.  

This chapter encompasses the international literature as well as the 

Singaporean literature on mentoring. The variable concepts of mentoring are 

defined in the literature and discussed. The roles and functions of a mentor as 

presented in the literature is critiqued. The factors impacting on beginning 

teachers’ first–years’ experience are presented and analysed. Next, the 

chapter also provides an overview of the literature on the elements of an 

effective mentoring programme. 

 

Chapter Four is concerned with the research design and methods of the 

research.  It provides an in-depth description of the research methods, 

including the participants studied, the data collection process, the issues of 

validity and reliability, the structure and method of the analysis with 

interpretative comments describing the stages that emerged throughout the 

study. 

 

Chapters Five, Chapter Six and Chapter Seven reveal the analysis of the data 

of the perspectives of primary school teachers regarding mentoring of 

beginning teachers in Singapore.  

 

Chapter Eight concludes the thesis and discusses the findings, building a 

substantive theory by elaborating the three interrelated theoretical 

propositions, outlining some implications for theory and future research as well 

as presenting some ideas arising from the findings that may inform practice. 
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Limitations of the study  

The limitations of the study mainly relate to generalisability. The present study 

is a qualitative study that focused on primary school teachers who have 

experiences in mentoring. Therefore, the results of the study may not be the 

same as those of studies conducted with teachers in different settings i.e. 

secondary school. In addition, the participants of the study were not randomly 

selected. This can cause generalization issues, thus limiting the scope and 

applicability of the findings. Thus, the findings are generative rather than 

generalisable.  

 

Another limitation was that the research method relied solely on interviews. 

Other methods such as journal writing can provide deeper, more 

comprehensive views on mentoring. These methods could not be used in the 

present study due to time constraints, on the part of the teachers involved in 

the study.   

 

There was also a limitation in selecting participants. Although the participants’ 

background as a teacher and a mentor were taken into account, the participant 

pool was limited to 12 female teachers from nine primary schools.  Therefore, 

how other teachers from different schools as well as teachers who were not 

teaching in primary schools, conceptualize the concept of mentoring was not 

studied. As only female teachers participated in this study, the perspective of 

the male teachers is not represented in this study.  
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Also, participants in this study might be affected by the fact that they were 

audio recorded during the interviews. When research participants are 

recorded, they might provide statements that are different from those in 

situations in which they are not recorded, due to concern regarding identity 

and positions.  The process of checking the findings with the participants was 

designed to limit the negative impact. 

 

Conclusion  

This chapter presents an overview of the study reported in this thesis. The 

focus of this study is to generate insights and understandings of the 

perspectives of experienced Singapore primary school teachers on mentoring 

beginning teachers in general. The significance of this study lies in providing 

an understanding of the perspectives of experienced Singapore primary 

school teachers on mentoring beginning teachers, given that there is a scarcity 

of empirical studies in this area in Singapore. The study generates 

understanding of the factors that will influence the experienced classroom 

teachers in making decisions to take up mentoring roles, and the challenges 

they face when mentoring beginning teachers. The findings will be relevant to 

the development of training programmes for mentors in Singapore especially 

those in the primary schools.   

 

The next chapter presents the context in which this study is embedded.  
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CHAPTER 2: THE CONTEXT 

Like the last 50 years, our only asset will remain our people. And even more so than 

the last 50 years, nations will rise or fall in importance and fortune based on the 

quality of its human capital. This human factor will be decisive, especially for an 

island state with no natural resources.                              (Ng Chee Meng, 2016b) 

 

Introduction  

This chapter provides the historical and political background and context that 

frames the study reported in this thesis.  Of central importance is the analysis 

of the key policy documents and government reports that have influenced 

school education and teacher preparation in Singapore.  

 

There are approximately 463 403 students in primary schools, secondary 

schools, and junior colleges or centralised institutes in Singapore.  Although 

not every student in Singapore is highly motivated, they all understand that 

their futures depend upon their performance in school (Sclafani & Lim, 2008).  

Everyone in school, the community, and the family fully understand that too, 

and thus provide the students with the strong support they need to succeed in 

education. In Singapore, there is a “universal motivation” from everyone in the 

Ministry of Education, the school, the community and the family to ensure that 

every child is developed to his or her fullest potentially academically, physically, 

and morally (Sclafani & Lim, 2008:4).   

  

Moulding the Future of the Nation (Ministry of Education website 

https://www.moe.gov.sg/about, 2017) is the mission statement of Singapore 

Ministry of Education (MOESg). This mission statement sets out the purpose 
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of the Education Service and that is to “mould the people who will determine 

the future of the nation” (Ministry of Education website 

https://www.moe.gov.sg/about, 2017).  Singapore’s education system “aims to 

bring out the best in every child by enabling students to discover their talents, 

realise their full potential, and develop a passion for life-long learning” through 

the multiple educational pathways (Education Statistics Digest 2017, 2017: vi). 

To ensure that every child in Singapore has the capabilities and dispositions 

to thrive in the 21st century, the education system seeks to nurture the child 

holistically, and help them develop “an enduring core of competencies, values 

and character” (Education Statistics Digest 2017, 2017: vi).   

 

The Singapore government recognises it is ultimately “the people in the 

system, the education professionals”, who will determine Singapore’s success 

or failure in translating the education policies into effective programmes for the 

good of the pupils (Lee, Y.S, 1996). It is well understood by the Singapore 

government that teachers are the key in everything the ministry wants to 

achieve in education (Teo, 1999; Teo, 2000b; Teo, 2001; Shanmugarathnam, 

2004). This is why the Singapore government is willing to invest extensive 

resources into providing the support for maximising teachers’ performance in 

schools. The Ministry of Education of Singapore is committed to providing the 

teachers with the resources and the support that they need to do their job well 

as the success of the teachers will determine the success of the next 

generation of learners, and consequently, the nation. 
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Teacher preparation does make a critical difference to the quality of teachers 

produced. School based mentoring programmes have increased 

tremendously as “a vehicle to support and retain” beginning teachers in many 

countries since the 1980s, (Huiling & Resta, 2001:1). This is the context in 

which this study is set. 

 

The first part of the contextual literature review aims to illuminate how the 

interplay of historical, political, economic and social developments in 

Singapore has impacted on the education policies mooted and implemented 

by the government authorities. Next, the changing landscape of education and 

the impact this has had on the reconstituting roles of teachers is highlighted. 

With this, the increased demands and expectations that are consequently 

placed on teachers are discussed. Then, the recent international trends in 

teacher preparation are traced and discussed in light of the context of this 

study. Finally, this is followed by a closer examination of structures that the 

MOESg has put in place to give more support to teachers. One such example 

of the support is the Structured Mentoring Programme (SMP) (2006) and is 

discussed in this chapter.   

 

In setting the context, the following section positions the study contextually by 

examining the role of the historical background of education in Singapore, and 

the resultant impact on teacher preparation. 
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Historical background 

Singapore is an island country with an area of 719.7 square kilometres with 

no natural resources. She has a population of 5, 535 000 of which 3903 700 

are Singapore citizens and permanent residents. People are the “most 

precious resource” to Singapore and every Singapore citizen is valuable, as 

each of them can contribute to the nation in their own unique way (Ministry of 

Education website https://www.moe.gov.sg/about, 2017).  

 

Singapore is a former British colony. In 1959, Singapore gained self-

government. Together with Malaya, Sarawak and North Borneo (now Sabah), 

Singapore became part of Malaysia in 1963. However, less than two years 

later on 9 August 1965, Singapore was ejected from Malaysia to become an 

independent and sovereign democratic nation. Besides having a small 

population, at independence, Singapore only had a strategic location, a deep-

water port and a British (colonial) socio-political legacy (Wong, Goh, 

Gopinathan & D'Rozario, 1998:33). Singapore faced “unwanted independence, 

heightened racial tensions, an under-developed economy, and fears of 

political instability in the region” when the British forces made the final 

withdrawal from Singapore (Gopinathan, 1996, p. 11). 

 

After independence, Singapore’s prime national objectives were to attain 

political stability and economic growth and development (Wong, Goh, 

Gopinathan & D'Rozario, 1998:33). Education plays a very important role in 

Singapore’s nation building. The education system is regarded as a key 

instrument in national regeneration (Gopinathan, 1991). Thus, next to defence, 
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the expenditure on education is the biggest financial commitment of 

government.  

 

In the late 1950s, education has been labelled as the “spring source” of 

Singapore (Tan, Gopinathan & Ho, 1997: xiii). Since Singapore gained her 

independence in 1965, education has always been highly regarded as a “vital 

social institution” which has assisted Singapore in addressing the core national 

issues such as political and social identity, equality of treatment, meritocracy, 

and economic transformation (Tan, Gopinathan & Ho, 1997:xiii).  

 

After independence in 1965, Lee Kuan Yew (1966b), the then Prime Minister, 

stressed that Singapore must concentrate its expenditure on the areas which 

would help directly to increase productivity and accelerate its economic growth. 

Education is one of them and the expenditure on education is a “necessity” 

(Lee, 1966b).  He believed that the future of Singapore lies in a well-educated 

population and its youth is the country’s greatest asset (Lee, 1996b). 

Singapore does not want to educate people who are just going to pass 

examinations and do well in earning a living, as Singapore cannot just depend 

on these people alone for survival (Lee, 1996c).  What Singapore needs is 

people who have enough organisation and strength and vitality to prevent the 

nation from being destroyed (Lee, 1996a). It was Lee’s view that Singapore 

wants a future generation that will stand up and be an equal to anyone in 

Southeast Asia (Lee, 1966a).   
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Yip, Eng and Yap (1997:4) pointed out that education played an important role 

in shaping Singapore’s future: a future that lies primarily in the strong faith of 

Singapore’s ruling party, People’s Action Party (PAP), who see education as 

‘an agent for social change”. After independence, Lee Kuan Yew, the then 

Prime Minister, expressed his strong belief in the ability of education to 

reshape the Singapore society in the interest of nation-building. He stressed 

that Singapore “must have qualities of leadership at the top, and qualities of 

cohesion on the ground” for its survival (Lee, 1966c).  Schools and teachers 

have the ability to produce “top leaders, good executives, well-disciplined and 

highly civic-conscious broad mass” (Lee, 1996c). Education has the potential 

power to activate social change, which it is used as “a device for achieving 

national cohesion and economic restricting of the society” (Tan, Gopinathan & 

Ho, 1999:4).   

 

Overtime, Singapore’s education system has gone through three periods of 

development namely: the survival-driven period, efficiency-driven period and 

its current ability-driven period (Goh & Gopinathan, 2008, NIE, 2009).   During 

the survival-driven period (1959-1978), Singapore’s main focus was on 

developing a mass education system. There was a construction of schools 

and a high increase in the student enrolment rate in the schools, especially at 

the secondary level (Goh & Gopinathan, 2008). During the efficiency-driven 

period (1979-1996), the focus was shifted to ability streaming with the aim of 

producing an educated workforce for Singapore’s economy in the most 

efficient way (Goh & Gopinathan, 2008). This is where all students were 

provided with the appropriate time and instruction to ensure that each child 
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reached their potential. Its current ability-driven period (1997 to date) focusses 

on ‘flexibility and diversity, individuali(s)ing education and ensuring each child 

develops his or her own personal interest and strengths” (Sclafani & Lim, 

2008:13).  Over time, the focus of education has moved from the basics, to 

skill developments to the present focus on capacity building. Throughout these 

three stages, the role of teacher has changed but there has always been a 

high priority to foreground the teachers as a high priority for government.  

 

The previous section provides an overview of the impact of historical events 

on policies on general education trends in Singapore during the 50 years since 

independence. It is appropriate at this juncture to discuss the impact of these 

historical events specifically on the developments of teacher preparation in the 

Singapore education system. 

 

Teacher Preparation in Singapore  

“Teachers have the ability to change the world” (Tan, 2010) and the future of 

the nation lies in the hands of teachers. Throughout the West and the East, 

teacher preparation and development plays an important role in improving 

teacher quality (Darling-Hammond, 2000). Teacher education in Singapore is 

“guided by pragmatic principles, a blend of philosophy of the East and West 

unique to Singapore”, and “has always been responsive to the economic and 

social needs” of Singaporeans and the complex political circumstances in Asia” 

(Chen & Koay, 2010:xii). Singapore, a former British colony, initially shaped 

her teacher preparation after the United Kingdom’s model of undergraduate 

(Bachelor of Education) and postgraduate (PGDE) programme. 
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In Singapore, the term “teacher preparation” refers to the phase of “initial 

teacher education conducted in the National Institute of Education (NIE)”, 

which includes teaching practicum in schools (Deng, 2004:144). The strength 

of Singapore’s teacher preparation lies in the close collaboration among the 

Ministry of Education (MOESg), National Institute for Education (NIE) and 

schools. The NIE is the only institution to provide teacher preparation 

programmes in Singapore. This is how the ministry guarantees the quality of 

teachers (Sclafani & Lim, 2008), through controlling the programmes with NIE 

and supporting strong partnerships with teachers in schools.   

 

Teacher education has progressed through several phases of change since 

colonial days originally. Teacher training received little support from the 

colonial government and was underdeveloped.  Teacher training in Singapore 

until the end of 1941 was developed from pupil-teacher system to the Normal 

training model.  This model of training was characterised by a “high level of 

craftsmanship in classroom management and excessive technicalism” (Ho, 

2010:3). Teachers received some training in how to teach the school subjects 

complemented by observing the teachers in the classrooms.  This model of 

teacher training was adopted for the part-time training of primary school 

teachers for many years, and it developed further the full-time training of 

primary school teachers through the establishment of a Teachers’ Training 

College in 1950.   

 

In 1946, the colonial government developed a 10-year education plan for 

Singapore (Sim, 2016).  This led to the establishment of the Teachers’ Training 
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College (TTC) in 1950. The TTC was Singapore’s first permanent, fulltime 

training college for English-medium primary school teachers. Two courses 

were offered – a full-time 2–year Certificate course and a part-time 3-year 

Normal course, and both the training courses were conducted in English 

medium only.  It was not until 1954 with the establishment of a Chinese branch 

of the TTC that both certificate and Normal training courses were provided for 

the teachers in the Chinese medium schools.  

 

As the TTC was not able to hire adequate staff to supervise the student-

teachers during practicum, the responsibility of guiding the student-teachers 

was depended on school principals and masters of method (senior teachers) 

who were situated in schools (Ho, 2010). Student-teachers were closely 

supervised by the TTC lecturers and by the more senior teachers in the 

schools, and this model of collaboration continues till today.  

 

Teacher training was impacted by The Report of the All-Party Committee of 

the Singapore Legislative Assembly on Chinese Education in 1956. The study 

was initiated by the Singapore government to review the education system in 

Chinese schools because of their students’ involvement in the Hock Lee bus 

riot that occurred on 12 May 1955 (NLB website, 2017). The main focus of the 

study was to “make recommendations for the improvement and strengthening 

of Chinese education in the interests of Chinese culture and orderly progress 

towards self-government and ultimate independence” (Chew, 1956). Key 

recommendations drawn up by the committee included: 
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(a) establishing an educational advisory council to ensure that all schools 

would be given equal treatment and adequate representation in a new 

education ordinance; 

(b) the “Malayanisation” of all textbooks used in both English and 

vernacular schools; 

(c) promoting bilingualism or trilingualism based on the four official 

languages: English, Chinese, Malay and Tamil; 

(d) teaching civics as part of the school curriculum; 

(e) prohibiting students from participating in party politics, trade and 

industrial disputes; 

(f) providing students with opportunities for higher education in vernacular 

schools, with emphasis on utilising their skills, training and abilities; 

and  

(g) extending government grants to all vernacular schools. 

            (NLB website, 2017) 

 

In response to The All-Party Committee Report’s key recommendations that 

the full-time 2–year Certificate course and a part-time 3-year Normal course 

were conducted for teachers of Chinese, English and Malay schools by the 

end of 1957. In 1960, The Tamil department in the TTC was set up. The course 

content for all language streams, English and the mother tongue languages 

(Chinese, Malay and Tamil), were standardised in the same year (NLB website, 

2017). This was to ensure that the teachers were being trained for the different 

language streams were of a similar calibre (Sim, 2016). This was an indication 
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of a significant move away from the former British system of teacher 

preparation.  

 

 After Singapore attained its internal self-government in 1959, the newly 

elected government embarked on a programme to provide universal free 

primary education in the first Five-Year Plan (1961 – 1965). With rapid growth 

in population and the promise of free universal education, there was a 

pressure on the TTC to supply more trained teachers to schools.   To ease 

this problem, a single system of part time in-service training for all languages 

was introduced in 1960.   This new system enabled teachers who were training 

at TTC to teach in schools in one session as well.  This eased the problem of 

teacher shortage in the schools.   

 

Teacher education underwent a period of reconstruction and quality upgrading 

in 1973, when the Institute of Education was established. The Institute of 

Education’s objective was to “improve the quality of teacher training and 

enhance the professionalism of the teaching service in Singapore” (Sim, 2016).  

Teacher training in four languages (English, Chinese, Malay and Tamil) was 

transformed into an integrated teacher education system where English was 

adopted and used as the medium of instruction for the core education courses. 

The Institute of Education (IE) become the only independent tertiary teacher 

education institution in Singapore to provide pre-service education for both 

graduates and non-graduates teachers of all disciplines. The Institute of 

Education also provided in-service education and professional development 

for practising teachers and school leaders. Having a closer tie to the higher 
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education system resulted in a gradual rise in the status of teacher education, 

both academically and professionally (Ho, 2010). Greater attention was paid 

to practicum of the school-based portion of teacher education curriculum to 

ensure there was appropriate application of the methods of teaching in 

classrooms.  Prior to the 10-week teaching practice in school, student-

teachers were required to go through 30 hours of microteaching in the Institute 

of Education.   

 

In 1991, the Institute of Education and the College of Physical Education 

merged to form National Institute of Education (NIE). NIE was established as 

an institute of the Nanyang Technological University.  The main reason for the 

establishment of NIE was to improve preparation of teachers to meet the 

challenges of a maturing system. The introduction of the Bachelor of Arts (BA) 

and Bachelor of Science (BSc) with the Diploma in Education were introduced 

in 1990 to strengthen primary teaching.  The Diploma in Education, a revised 

Certificate, and the Postgraduate Diploma in Education (PGDE) were 

launched. A Post Graduate Diploma in Education (PGDE) primary option was 

introduced in 1990. These new programmes moved away from the concept of 

training to one that advocated for the importance of the education of potential 

teachers as knowledgeable graduates.  

 

Selection of Candidate  

The MOESg took several steps to ensure the most suitable and best 

candidates continued to be selected for the Initial Teacher Preparation (ITP) 

programmes.   Each year, only a selected number of people succeeded in 
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entering the teacher education programmes, with the number of vacancies in 

the Initial Teacher Preparation (ITP) programmes each year dependent on the 

future vacancies anticipated by the trends in teacher retirement. The ITP 

programmes continue to be offered by NIE including the Bachelor of Arts 

(Education) / Bachelor of Science (Education) / Bachelor of Education, the 

Diploma programmes and the Postgraduate Diploma in Education. Still today, 

each of these programmes aims to develop student teachers’ knowledge and 

skills to competently meet the demands and challenges of a teaching career 

in Singapore (NIE, 2017).  

 

The candidates who apply for Initial Teacher Preparation (ITP) programmes 

must meet the minimum criteria for the grades in the National examinations or 

the entrance proficiency exam set by the NIE before they are granted an 

interview (Sclafani & Lim, 2008).   Successful applicants will go through an 

interview to determine if they have “the passion, commitment, values, 

willingness to learn, and communication skills to be a good teacher and a role 

model for their students” (Sclafani & Lim, 2008:3). Not everyone who applies 

is granted an interview, and not everyone who is interviewed is accepted into 

the programme (Sclafani & Lim, 2008).  

 

Upon entering into the teacher preparation programmes, each student teacher 

receives enormous support to ensure success (Sclafani & Lim, 2008).  Before 

student-teachers do their practicum in school, they will be posted to schools 

to observe, assist, and learn during School Experience and Teaching 

Assistantship. The school based practicum model helps the student teachers 
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to bridge the gap between theory and practice. It is a common practice in 

Singapore to appoint experienced classroom teachers as cooperating 

teachers to guide the student-teachers and the teachers who are newly posted 

to the school. During their practicum, their supervisors from NIE, their 

Cooperating teachers (experienced teachers from schools) and administrators 

(Principal and Vice-principals) work closely to provide support, counselling and 

coaching to the student-teachers.  Intensive support is provided if the student-

teacher is not performing well or may be in the danger of failing his or her 

practicum. If this student teacher fails the practicum despite the intensive 

support, he or she may be posted to another school to repeat this component.  

Those who fail the second time will be counselled to leave the service.  They 

will have to pay back the MOESg all of the tuition fees and salary that they 

received, with interest. The close relationship between the MOESg, schools 

and NIE ensures that only successful students proceed to graduation.  

 

Changing Landscape of Education  

Globalisation has brought about tremendous economic and social changes, 

and it has impacted on educational development in many different parts of the 

world. The 21st century has been characterised by “knowledge-driven 

economies, rapid information exchange and fast-moving communication 

technologies” and these have created new demands on education systems 

worldwide (NIE, 2009:22). It has become the top priority for many countries to 

build a high-quality education which is relevant to the 21st century social and 

economic realities as future citizens will be facing a challenging and uncertain 
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future (IALEI, 2008). Improving the quality of education systems has become 

a major concern for many countries across the globe.   

 

Intensive reviews on the education systems have been conducted in many 

countries to maintain national competiveness in the global market (Lam, 2005). 

This has led to the development and introduction of many education initiatives 

to prepare young citizens to meet new challenges of the 21st century. The “21st 

century learners call for 21st century teachers” (NIE, 2009:22).  The student 

demographics in schools have changed radically due to globalisation and the 

increase movement of people across borders. This calls for the teachers of 

the 21st century to take a different approach in taking care of the needs of such 

a diversifying student population. This is true of teachers and schools in 

Singapore as it is elsewhere in the developed world.  

 

Changing roles of teachers 

Globalisation has indeed brought about tremendous economic social changes 

for citizens in Singapore. Singapore, being a small country that is connected 

globally, is “buffeted by globalisation and technological changes, and geo-

political developments around the world” (Heng, 2014). To survive, Singapore 

has to “navigate” in the world of changes “skilfully” (Heng, 2014). In preparing 

its citizens to face a challenging and uncertain future, Singapore has 

developed and introduced several education initiatives - the IT masterplan 

(1997), National Education (1997) and the Community Involvement 

Programme (1997). With the launch of these new initiatives in the 90s, and 

with the reduction of curriculum and content replaced with a new focus on 
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achieving the Desired Outcomes of Education, came greater demands on both 

schools and the teachers (Teo, 1999; Teo, 2000a). 

 

Globalisation has opened up new markets and created new jobs and new 

opportunities. It has also in fact magnified the advantages of those who are 

able to adapt and to thrive on change. Thus, nurturing what Mr Tharman 

Shanmugarathnam (2004), the Minister for Education, calls “adaptable people” 

is very important. He maintains that although it is still important for Singapore 

to continue to equip young Singaporeans with technical and academic skills 

and knowledge, there is a further need for Singapore’s education system to 

change and improve for the better. If teachers are entrusted with the heavy 

responsibility of nurturing young minds and equipping them with the values 

and skills to meet the challenges of the future (Teo, 2000b; Shanmugarathnam, 

2004), reform was necessary.  The demands on teachers are “changing and 

increasing” (Heng, 2014). With the increasing demands on the teachers also 

comes an increase in the workload of the teachers.  This has called for more 

support for the teachers in their evolving roles, so that they can reconfigure 

their professional responsibilities in alignment with the expectations of the 

MOESg.  

 

A high-quality teaching force is “indispensible” to improving education quality 

(IALEI, 2008:14). There is a growing recognition that the teacher quality is 

critical in preparing students for meeting future challenges, be it internationally 

or in Singapore. Darling-Hammond (2000) has pointed out that the quality of 

teacher is one of the most important factors contributing to student 
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achievement, and it is more significant than class size. Many of the education 

initiatives introduced focussed particularly on improving teacher education 

(Darling-Hammond, 2005). Much attention has been channelled to deal with 

issues related to the recruitment, selection, preparation, and deployment of 

teachers in the context of Singapore as in other Western nations. 

 

Many education initiatives with special focus in improving teacher quality were 

introduced in Singapore as a result of the reconfiguring of teachers’ work, one 

of which is mentoring. It was deemed that induction with a mentoring 

component has continued to be useful for supporting beginning teachers in 

making effective transitions into the profession.   

 

Studies have shown that the first year of teaching is the most challenging and 

difficult in a teacher’s career (Bartell, 2005; Fantilli & McDougall, 2009) as 

graduates are confronted with numerous challenges during their first year of 

teaching (Lam, 2005). Beginning teachers can feel “isolated and unequipped” 

when they encounter the challenges that arise (Monsour, 2003:134).   

 

Teachers begin their professional preparation in Singapore early in life as their 

work socialisation is made up of their entire school experience (Lortie, 1966), 

but they are very familiar with the teaching tasks due to the long exposure to 

the teaching role. A typical Singapore student who completes his / her GCE 

“A” level, for instance, would have spent at least 14 years in direct contact with 

teachers. However, this long exposure to the teaching role does not guarantee 

the transition from a graduate to a teacher as smooth and effortless as one 
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may think (Lortie, 1966). On the contrary, this transition can be a dramatic and 

traumatic one as entry into the teaching profession is sudden and abrupt 

(Veenman, 1984; Fantilli & McDougall, 2009). The moment the beginning 

teacher enters the profession, he or she has to bear the same responsibility 

as an experienced teacher. Lortie (1966:59) described this phenomenon of 

the beginning teacher being thrown into the deep end to sink or swim as the 

“Robinson Crusoe syndrome”.  

 

Beginning teachers tend to romanticise the role of teachers during the first 

year of teaching (Lam, 2005). There is often a difference between what they 

envisioned teaching to be when they were school children themselves and 

what they learned about teaching as they became teachers (Roberston, 

Hancook & Allen, 2006). However, they soon experience what Veenman 

termed as “reality shock” when they are confronted with the “harsh and rude 

reality of everyday classroom life” (1984:143). Despite the changing context, 

the experience of professional shock throughout the first year is similar across 

the world.  

 

It was the view of the Singapore government that in order to help the beginning 

teachers to survive the shock of classroom reality, they require collegial 

support from both experienced teachers and peers (Huiling-Austin, 1992; Lam, 

2005; Marable & Raimondi, 2007; Menon, 2011). Effective mentoring 

programmes do give support to the new teachers in making an effective 

transition and becoming effective classroom teachers (IALEI, 2008). These 

programmes which are aimed at supporting the beginning teachers in his or 
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her transition from students of teaching to teachers have become more 

common in recent years (Fantilli & Dougall, 2009: 815). Mentors, being 

instructional leaders and master teachers, can be a “professional lifeline” for 

the beginning teachers (Halford, 1998:35). This is the case in Singapore and 

international context.  

 

International contexts in teacher preparation  

In all contexts in Western education systems, all systems of teacher 

preparation programmes despite their origins, commonalities and differences, 

are being called upon to rethink on the ways that they recruit, prepare and 

deploy teachers in the new global context, and mentoring is a key concept 

implicit in these changes (IALE, 2008). Examples are provided below 

 

The United States is facing the challenge of retaining its teachers. Mentoring 

was introduced in the early 1980s (Marable & Raimondi, 2007). Many 

induction programmes with a mentoring component were developed to 

support the teachers.  Colleges and universities in the United States have 

open admission into for their teacher education and teachers in the United 

States do not receive the same training (Darling-Hammond: 1996). In the 

United States, the report of National Commission on Teaching and America’s 

Future “offers a blue print for recruiting, preparing, supporting and rewarding 

excellent educators in all of America’s schools” (Darling-Hammond, 1996:193). 

The Commission recommended that the reform of elementary and secondary 

educations has to start with the restructuring its foundation, the teaching 

profession (Darling-Hammond, 1996:193).  Restructuring is achieved through 
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(i) increasing teachers’ knowledge to meet the demands they face, and (ii) 

redesigning schools to support high-quality teaching and learning (Darling-

Hammond, 1996). 

 

In the United Kingdom, mentoring as a means of support to beginning teachers 

was introduced as a central feature of early university school partnership ITP 

programmes, such as the Oxford Internship Scheme.  This programme is 

jointly developed by university tutors and school teachers (IALEI: 2008). In the 

early 1990s, it was mandatory for students to spend two thirds of their 

postgraduate initial teacher preparation (ITP) courses in schools (A.J. Hobson 

et. al, 2009).  In these courses, qualified teachers play a major role in 

supporting the student teachers in attaining the government-specified 

teaching competencies (A.J. Hobson et. al, 2009), through various modes of 

mentoring.    

 

Mentoring, (or in Chinese shituzhi 师徒制) is not foreign in China.  It has been 

a long tradition in China to have experienced teachers helping beginning 

teachers and some schools in China have established formal mentoring 

systems (Lee & Feng, 2007).  In Shanghai, student teachers have very limited 

exposure to actual classroom teaching and their pre-service education 

focuses on subject-specific mastery. Induction in the contemporary Chinese 

education system helps to support beginning teachers in learning to become 

effective classroom teachers. Prior to the  formal induction policy which was 

created by the Shanghai Municipal Education Commission in the late 1980s, 

elementary and secondary schools had informal induction programmes which 
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consisted of mentoring, ongoing teacher research, study forums and teaching 

competitions among new teachers (IALEI:2008).      

 

In Australia, there has been a shift from the use of a supervisory model to a 

mentoring model of teacher preparation (Ambrosetti & Dekkers, 2010), and 

the use of mentoring has become a predominant practice for professional 

placements in many pre-service teacher education programmes (Ambrosetti, 

2014). Like Singapore, classroom teachers in Australia are engaged to mentor 

pre-service teachers. These classroom teachers who mentor the pre-service 

teachers are referred to as “mentor teacher” and not “supervisor. However, 

they still have to perform the role of a supervisor through the assessment of 

the pre-service teachers on their progress and required tasks using the 

university-based criteria (Ambrosetti, 2014).   

 

In the countries discussed in the preceding section, qualified classroom 

teachers do play an important role in supporting the student teachers.   

 

Teachers in Singapore 

Although the metaphor of “sink or swim” has been used most widely to 

describe the entry into the teaching profession for many years (Hill, 2004; 

Amoroso, 2005 & Cobbold, 2007), this ad-hoc system does not exist for the 

beginning teachers in Singapore (Sclafani and Lim, 2008).  Based on the 

comprehensive body of policy initiatives outlined above, it is evident that 

Singapore has taken a different position regarding the mentoring of teacher 

education graduates.  
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Upon entering the schools as a qualified teacher, the new teachers are given 

80% of their normal workload during their first year of service. The 20% offload 

of their normal work load is to allow them to have time to adjust, to undergo 

training, and to learn from their mentors and other more experienced 

colleagues in the school.  Beginning teachers are also being observed and 

coached by their mentors, Senior Teachers and Heads of Department.  There 

is also a planned time slot for the beginning teachers to come together with 

the other experienced teachers who are teaching the same level to talk and 

share ideas every week.  Additional support is provided to the beginning 

teachers who are not performing well. Clearly, beginning teachers in 

Singapore are given ample support to transition successfully into the 

profession.    

 

With more competitive remuneration, faster promotions, and a strong 

emphasis on continual upgrading and professional development than in 

neighbouring countries, the MOESg is able to achieve an annual recruitment 

rate of teachers of about 2000 (Teo, 2000a). The attrition rate of trained 

teachers in Singapore is on the average about 2% to 3% per year (Teo, 2000a; 

Teo, 2002). Though the resignation rate for the entire teaching force has 

remained low, there is a slightly higher resignation rate for new teachers within 

their first five years of service (Teng, 2016). It is about 3% to 4% per year 

which is still deemed low when looking at international comparison.  Future 

resignation rates of teachers will rise to about 5% once their bond ends (Teng, 

2016). 

 



37 

 

Support system in Singapore  

In Singapore, talented, caring and dedicated teachers are at the heart of 

education (Shanmugarathnam, 2004).  Upon completion of their teacher 

training at NIE, the newly trained beginning teachers are posted to schools. 

These beginning teachers do report feeling overwhelmed by the workload at 

times. It is hoped that by strengthening the “heartware” - which is the existing 

teachers in the teaching force (Teo, 2000a), the workload of the beginning 

teachers will be reduced, and transition into profession deemed less 

problematic.   

 

Introduction of Senior Teachers 

Recognising that it is important for beginning teachers to work in a nurturing 

and supportive school environment, and that when more support is given the 

beginning teachers’ retention will improve, the MOESg has introduced several 

steps, to give support and help these beginning teachers to adjust into their 

working life.  One of which is the introduction of Senior Teachers.  

 

The first batch of Senior Teachers was appointed in 1996. Their main role is 

to mentor teachers in the school, sharing with them their experience and skills 

in teaching and nurturing of pupils as well as subject knowledge. Senior 

teachers are “good experienced teachers who are highly skilled in teaching 

and have made significant contributions in school, both within and outside the 

classrooms” (Ministry of Education, 2001).   
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Upon appointment, the Senior Teachers have to undergo four months of 

training in mentoring. In Singapore schools, the Senior Teachers are 

responsible for drawing up mentoring programmes in the school, and helping 

to induct trainee teachers, beginning teachers and new teachers (experienced 

or inexperienced) posted to the school.  MOESg targets have increased and 

the number of Senior Teacher posts is a ratio of 1 Senior Teacher posted for 

every 5 classroom teachers. That is to say a typical primary school will have 

up to 11 Senior Teachers assigned to them.  The Senior Teachers are usually 

released from their classroom to mentor the beginning teachers. In Singapore, 

taking up the Senior Teacher post is actually a career advancement 

opportunity for teachers who wish to make teaching and leadership within 

teaching the primary focus of their career.   

 

Education Service Professional Development and Career plan (Edu-Pac) 

In 2001, the MOESg launched the Education Service Professional 

Development and Career plan (Edu-Pac). The MOESg recognised different 

teachers have different aspirations and three career tracks or fields of 

excellence were created, namely: Specialist track, Leadership Track and 

Teaching track. The Teaching Track provides professional development and 

advancement opportunities for teachers who are keen to further develop the 

pedagogical capability of the teaching force. The Leadership Track will provide 

the teachers with the opportunity to take on leadership positions in schools 

and the Ministry’s headquarters. The Senior Specialist Track is available for 

teachers who are inclined towards more specialised areas e.g. English 

Language, Mother Tongue, Assessment, where deep knowledge and skills are 
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essential for educational developments. There is flexibility for lateral 

movements across the different tracks. Teachers can choose to move across 

the different careers tracks, as long as they satisfy the standards and criteria 

of the job or career track they aspire to take on for advancement.  

 

Introduction of Master Teachers  

In 2002, the position of Master Teachers was introduced. Master Teachers are 

deemed to be experienced expert teachers whose role is designed to help 

develop teaching excellence through mentoring and demonstrating good 

teaching practice and model lessons. Their main role is to provide advice and 

guidance to the teachers within their cluster and to introduce new 

methodologies in teaching skills, character development of pupils and subject 

areas. There will be 3 to 4 Master Teacher posts per cluster or a total of about 

160 Master Teacher posts nationwide. Master Teachers will be appointed on 

a renewable 3-year term within clusters. 

 

Introduction of Lead Teachers and Principal Master Teacher 

In 2009, MOESg designed a way to further enhance career opportunities for 

teachers on the Teaching Track with a new apex appointment for Principal 

Master Teacher, the creation of a new Lead Teacher position, and 

appointment of more Senior Teacher positions. 

 

The Lead Teacher was designed to be “a subject expert holding an SEO 1A1-

level appointment” , called upon to  “lead the Senior Teachers and partner the 

Heads of Department and Vice-Principal (Academic) to build professional 



40 

 

capacity within the school team” (Ng, 2009). The leader teacher also “play[s] 

an important role in developing schools into vibrant professional learning 

communities” (Ng, 2009). These changes signalled that the MOESg 

“encourages, recognises and rewards excellent teachers” (Ng, 2009). 

In recognition of the Master Teachers’ role, MOESg raised the apex of the 

Teaching Track from the current Master Teacher Level 2 to a new Superscale-

grade Principal Master Teacher appointment. Principal Master Teachers, are 

deemed the chief pedagogical experts for their subjects at the national level, 

designed to lead the fraternity and to drive teaching excellence across the 

education system. 

 

The current career track is shown below, in a diagrammatic form : 

 

MOE , 2017 https://www.moe.gov.sg/careers/teach/career-information 

 

 

 

 

 

https://www.moe.gov.sg/careers/teach/career-information
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Introduction of a systematic and sustained approach in mentoring - 

Structured Mentoring System (SMP) 

 

The Structured Mentoring Programme (SMP) was implemented in 2006. This 

programme was designed to offer a systematic approach for schools to 

structure the learning and development of their beginning teachers 

(Shanmugaratnam, 2006).   It is one of the key recommendations of 

Singapore’s Ministry of Education Work Plan Seminar 2005 to develop 

teachers in Singapore and to provide them more time and space to build their 

capabilities through development opportunities (Chong and Tan, 2006). This 

programme is currently being implemented in schools.  

 

Before the implementation of SMP, each individual school had its own 

mentoring system. Some schools already had a structured mentoring 

programme in place whereas the other schools only had some form of 

induction and ad hoc mentoring for the beginning teachers.  Fundamentally, 

what the Structured Mentoring Programme introduced was a plan to provide 

all schools with a systematic and sustained approach in mentoring and 

inducting beginning teachers. The beginning teachers would be coached and 

guided so that what they have learnt at pre-service training in the National 

Institute of Education would be transferred into effective classroom practice.   

 

The Structured Mentoring Programme was developed with inputs from school 

leaders, experienced teachers and also teachers who are in the first two or 

three years of service (Ministry of Education, 2006). It comprises three 
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components, namely - induction, mentoring on the job and professional 

learning initiatives.  

 

It is important to note that within this framework, there is a distinction between 

the terms “induction” and “mentoring”. Induction is conducted at the beginning 

of the mentoring programme and provides the beginning teachers with an 

overview of the education system (AST, 2017b). Induction takes place at three 

levels – MOE Headquarters, cluster and school levels (AST, 2017b).   

 

In this scheme, mentoring is a process which is initiated from the moment the 

beginning teachers steps into the school and continues for 1 to 3 years 

depending on the needs of the beginning teachers.  Mentoring is conducted 

at the school level. Mentors guide beginning teachers in developing attitudes, 

skills and knowledge related to teaching, learning and student management.   

An overview of the MOE Teacher Induction framework is illustrated below:  

 

AST (2017a) https://www.academyofsingaporeteachers.moe.gov.sg/professional-

growth/professional-development-programmes/moe-teacher-induction-framework 
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Teachers’ Compass Ceremony (TCC) 

The Teachers’ Compass Ceremony marks the entry of student teachers into 

the teaching profession.  Every student teacher is presented with a memento 

in the form of a compass with the engraved Teachers’ Vision: “Lead. Care. 

Inspire.” The purpose of TCC is to:  

 welcome new graduate teachers to the teaching profession;  

 communicate the professional values expected of teachers. and 

 provide the opportunity for new teachers to reflect on and align their 

personal values with those of the teaching profession  

(AST website, 2017a) 

 

Beginning Teachers (BTs) are required to go through a three-day Beginning 

Teachers’ Orientation Programme (BTOP) on the teaching service upon 

graduating from NIE.  The objectives of BTOP are to 

 provide an overview of the role of teachers in nurturing the whole 

child; 

 communicate the roles and expectations of teachers; and 

 connect personal beliefs and values to the professional beliefs, 

values and behaviours of the larger teaching fraternity.   (AST 

website , 2017a) 

 

Beginning teachers are provided with a professional learning framework to 

help them in the planning of their development.  The training is arranged in 

four core areas of needs, namely classroom management, basic counselling 

skills, reflective practice and assessment. The beginning teachers have to 
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complete their BT’s In-Service Courses within the first two years of their 

service.  

 

Mentoring Team 

Under this programme, the mentoring team comprises of a Mentor Coordinator, 

Mentor and a Mentor (Specialised).  The Mentor Coordinator is a larger Head 

of Department (HOD) or an experienced Senior Teacher.  The Mentor 

Coordinator is responsible for leading the other mentors and completes the 

planning, coordinating, monitoring and evaluating of school – based mentoring 

programme. The Mentor is a Head of Department, Senior Teacher or an 

experienced teacher who coaches and guides beginning teachers to be 

effective teachers and career-long learners. The Mentor (Specialised) is a 

Head of Department, Senior Teacher or an experienced teacher, and the main 

responsibility of the Mentor (Specialised) is to coach the beginning teachers 

in specific job areas such as teaching subjects or co-curricular activities.   All 

appointed mentors are trained in both mentoring and coaching skills.  Mentors 

who are Senior Teachers or Experienced Teachers are provided with a 

training programme to equip them with the necessary mentoring skills. 

Mentors' Professional Sharing and Learning Sessions are also planned for 

mentors and School Mentor Co-ordinators. The objective of providing a 

platform for mentors to network is to make them more effective in their role. 

 

All schools in Singapore are expected to implement the SMP framework 

through the provision of a resource kit which contains guidelines and 

resources for school leaders, mentors and beginning teachers.  Tea-sessions 
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and dialogues are also conducted for some beginning teachers and mentors 

to gather feedback on the areas which need improvement.  Further, learning 

circles are also facilitated to provide the platform for the beginning teachers to 

discuss their work, share their experiences and learn from each other.  There 

is also a website – http://intranet.moe.gov.sg/tdd/ to obtain resources and 

ideas on the SMP.    

 

In 2014, Minister for Education, Mr Heng Swee Keat, announced the launch 

of the new initiatives to strengthen and deepen the Ministry’s support for 

mentoring as “[m]entoring is important, and mentoring works” (Heng, 2014). 

The new initiatives were:  

 Introduction of a mentorship course. 

 Providing more support for schools to offload mentors, so that they 

have time for their mentees. 

 Integrating pre-service training and in-service mentoring more deeply 

and effectively [into the school programmes]. 

To give more recognition to teachers who have been mentoring and growing 

other teachers, the Ministry raises the apex grade (highest salary grade) for 

the teaching track. This is to send a clear signal of “the important role Teacher-

Mentors play in developing and leading fellow teachers, and in the process 

raising the quality of education for [all the children in Singapore]” (Heng, 2014). 

 

Conclusion 

This chapter outlined the major historical, political, economic and social 

developments in Singapore that have had a significant impact on the 
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education policies mooted and implemented by the government authorities. 

This chapter has provided an analysis of how the changing landscape of 

education has brought about the reconstructing roles of teachers in Singapore. 

The recent international trends in teacher preparation are also mapped out in 

this chapter. Each of these areas of influence was unveiled in turn with a view 

to articulating the complex and changing context in which the thesis reported 

in this study is embedded. 

 

Though the mentoring is vital to teacher education and there is a structured 

mentoring programme in Singapore, there is scarcity of literature on the impact 

these mentoring initiatives from the perspectives of Primary School Teachers 

in Singapore. This chapter provides the context to the research reported later 

in this thesis.  The next chapter outlines the relevant empirical literature by 

way of further background to conceptualising the research project in this thesis. 
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Chapter 3: LITERATURE REVIEW 

Everyone needs a mentor. (Mertz, 2004) 

Introduction  

This chapter reviews the relevant literature that provides a framework for 

addressing the central question of the research reported in this thesis, namely, 

“What are the perspectives of experienced classroom teachers who have 

mentoring experience in Singapore primary schools on mentoring beginning 

teachers?” In the interest of maintaining currency and relevancy, selected 

research projects conducted during the period 1960 to 2016, both international 

and Singapore, are considered for inclusion.  

 

The review is divided into five themes. The first theme seeks to identify the 

literature that examines the challenges and needs of beginning teachers faced 

in their first years of teaching. The second theme seeks to examine what 

mentoring is. The third theme broadly traverses the literature on the role, 

function and attributes of a mentor, in particular, an effective mentor. The 

fourth theme identifies potential key benefits and costs of mentoring. The final 

and fifth theme identifies the elements of an effective mentoring programme.  

 

Therefore, this chapter: 

 identifies the challenges and needs of beginning teachers; 

 examines what mentoring is;    

 examines the roles and functions of a mentor;  

 identifies potential key benefits and costs of mentoring; 

 identifies the elements of an effective mentoring programme; and   
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 provides a conclusion to the chapter. 

The metaphor “sink or swim” has been used most widely to describe the entry 

into the teaching profession for many years (Hill, 2004; Amoroso, 2005; 

Cobbold, 2007). It is established that the first years of teaching are the most 

challenging and difficult in a teacher’s career (Bartell, 2005; Fantilli & 

McDougall, 2009), and appear to be a vulnerable time for beginning teachers 

(McCann and Johannesen, 2004). This period of time is “critical for success 

and long term retention in the profession” (Monsour, 2003: 134).  

 

Retaining good effective teachers is a challenge faced by many countries. 

Most recently, there has been a growing interest to provide beginning teachers 

with induction programmes during their transition into their teaching jobs in 

many countries.  Be it in Singapore or in other countries the reasons for giving 

greater attention to induction and mentoring are (i) reducing the attrition rate 

of beginning teachers, (ii) improving beginning teacher’s learning to as they 

enter the profession and (iii) their quality of teaching (Wang, 2002). It is hoped 

that with the guidance and help given by mentors, the transition into 

independent teaching will be made smoother for the beginning teachers.  

 

Teaching has been described as a “profession that eats its young” (Halford, 

1998:33).  During the first few years, teacher attrition of beginning teachers 

can be alarmingly high in some countries.  Many participants who were 

involved in a 10-year study to investigate the long term effects of the Novice 

Teacher Induction program (NTIP) reported experiencing a low point (a time 

when they felt “this isn’t going to work for me” and considered leaving the 
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teaching profession) during their first or two years of teaching (Resta, Huiling 

and Yeargain, 2013). In United States, approximately 40 to 50 percent of all 

beginning teachers have left the profession during the first few years of 

teaching (Ingersoll & Smith, 2003). In England, 40% of the 60% who had 

completed their teacher education in England left the teaching profession 

within the first five years (Kyriacou and Kunc, 2007).  In Singapore, though the 

resignation rate for the entire teaching force is on the average about 2% to 3% 

per year (Teo 2000a; Teo, 2002), there is a slightly higher resignation rate for 

new teachers within their first five years of service (Teng, 2016). It is about 3% 

to 4% per year which is still deemed low when looking at international 

comparison.  However, the resignation rate of teachers will rise to about 5% 

once when their bond ends (Teng, 2016). 

 

It is normal and acceptable to have a low level of turnover in a well-managed 

organisation. It can be seen to be beneficial for the organisation for it removes 

those who are not performing well and brings in new blood to facilitate 

innovation (Ingersoll and Smith, 2003; Ingersoll and Smith, 2004).  However, 

teacher turnover can cause a “decline in organi(s)ational stability, coherence, 

and morale” (Ingersoll and Smith, 2004: 686).  A high level of teacher turnover 

may harm the school environment and student performance, and this may 

have a negative effective on teacher retention (Ingersoll and Smith, 2004).  

 

Challenges and needs of beginning teachers  

Beginning teachers are basically learners (Lortie, 1966). Besides teaching, 

beginning teachers also have to learn to teach in a particular context (Norman 
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and Feiman-Nemser, 2005).  They actually have to juggle between the roles 

of a teacher and a learner.  Beginning teachers are confronted with numerous 

challenges during their first years of teaching, (Lam, 2005), and very often 

beginning teachers find themselves not prepared to deal with the realities of 

the workplace (Menon, 2011). 

 

Many studies have documented the challenges and needs of beginning 

teachers (Chubbuck, Clift, Allard & Quinlan, 2001; Ingersoll and Smith, 2003; 

McCann and Johannessen, 2004; Webb et al, 2004; Roberston, Hancock and 

Allen, 2006; Kyriacou and Kunc, 2007; Menon, 2011; Resta, Huiling and 

Yeargain, 2013). A study conducted by Roberston, Hancock and Allen (2006) 

identified that classroom management, paperwork, and personal time 

management as the areas of vital concern for beginning teachers.  In another 

study conducted by Ingersoll and Smith (2003), 29% of the participants, who 

listed job dissatisfaction as a major reason for leaving the teaching profession, 

stated that the reasons of their job dissatisfaction are student discipline 

problems; lack of support from the school administration; poor student 

motivation and lack of teacher influence over school wide and classroom 

decision making. 

  

Similar findings have been documented in several other studies.  According to 

the 25 participants in the study conducted in Cyprus, the difficulties they faced 

in their beginning years fall mainly under 3 main categories: (i) adjustment to 

the organisation setting; (ii) students’ discipline; and (iii) a lack of a supportive, 

caring school culture (Menon, 2011). The participants in the study conducted 
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by Marable and Raimondi (2007) identified that administration, training, 

supervision, and lack of materials as the contributing factors to their discontent 

in the first years.  The major concerns of the novice teachers highlighted by 

the 11 participants in the study conducted by McCann and Johannessen (2004) 

were categorised into 5 main areas: (i) relationships, (ii) workload/time 

managements, (iii) knowledge of subject / curriculum, (iv) evaluation / grading, 

and (v) autonomy / control.  

 

In addition, the participants in Hudson’s study (2012) articulated that creating 

a work-life balance can be difficult for beginning teachers when they first enter 

the profession.  Similarly, the 28 participants in the study conducted by 

Kyriacou and Kunc (2007) cited that having a happy private life as one of the 

four key factors influencing their commitment towards teaching.  Also, the 

findings from a comparative study of primary teaching in England and Finland 

conducted by Webb et al (2004) revealed that the decline in public respect is 

a crucial factor discouraging teachers from remaining in teaching. The 

participants in the study conducted by Chubbuck, Clift, Allard and Quilan (2001) 

expressed the need for real safety to make and learn from mistakes their first 

years of teaching.  

 

In essence, the sources of difficulties of the beginning teachers include 

“personal adaptability, classroom teaching, administrative and support 

structure as well as relationships with others” (Lam, 2005: 9).  
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Mentoring  

Studies have suggested that to help the beginning teachers to overcome their 

challenges and survive the shock of classroom reality, beginning teachers 

need collegial support from both experienced teachers and peers (Huiling-

Austin, 1992; Lam, 2005; Marable & Raimondi, 2007; Menon, 2011). Support 

from the principal is also vital for beginning teachers to survive their first years 

of teaching (Marable and Raimondi, 2007; Nasser-Abu Alhija and Fresko, 

2010; Menon, 2011; Resta, Huiling and Yeargain, 2014).   Athanases et al 

(2008: 744) point out that it is even more critical to give support for untrained 

teachers.  38% of the participants involved in a 10-year study to investigate 

the long term effects of the Novice Teacher Induction program (NTIP) stated 

that support from their colleagues, administrators, and the community was the 

contributing factor in not leaving the profession.  

 

Mentoring is one effective way to retain good effective teachers as suggested 

by many studies (Ingersoll and Smith, 2004; Marable and Raimondi, 2007; 

Davis and Higdon, 2008; Menon, 2011).  According to Ingersoll and Smith’s 

(2004) analysis of the results from the 1999-2000 from Schools and Staffing 

Survey (SASS) and Teacher Fellowup Survey (TFS), it was revealed that 

mentoring does help to reduce the attrition rate of beginning teachers.  

Similarly, the participants in the study conducted by Menon (2011) proposed 

that the introduction of mentoring programmes for the beginning teachers 

could improve the conditions of entry for beginning teachers.  The participants 

in the study conducted by Marable and Raimondi (2007) commented that they 

need guidance and support from a mentor. Many participants in a 10-year 
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study to investigate the long term effects of the Novice Teacher Induction 

program (NTIP) cited that support they received from their first-year mentor 

was helpful (Resta, Huiling & Yeargain, 2013).  

 

Mentorship in the education field is not foreign. Since the early 1980s, 

mentoring has been used “a vehicle to support and retain” beginning teachers 

in many countries (Huiling & Resta, 2001:1). Structured teacher mentoring 

programmes with well-defined goals (Barrera, Braley & Slate, 2010)  do give 

support to the new teachers in making an effective transition and becoming 

effective classroom teachers (IALEI, 2008). Mentoring programmes which 

aimed at supporting the beginning teachers in his or her transition from 

students of teaching to teachers have become more common in recent years 

(Fantilli & Dougall, 2009: 815).  

 

The term “mentoring” is widely used in many professions. Mentoring occurs 

when a wiser and more experienced person guides a less knowledgeable one 

(Ford and Parsons (2000).  Mertz deemed “[a]lmost every supportive 

relationship” as mentoring (2004:541).  Mentoring is a “developing relationship” 

between the mentor and his or her mentee and it is not just a role with a set of 

preconceived duties (Awaya et al ,2003:46). It takes a developmental focus.  

 

In recent years, many researchers have used the image of journey to describe 

the relationship of the mentor and mentee (Awaya et al, 2003; Ford and 

Parsons, 2000). In this journey, the effective mentor guides and helps the 

mentee to become a competent traveller (Fairbanks, Freedman and Kahn, 
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2000; Ford and Parsons, 2000). The mentoring journey is not always free from 

troubles and problems.  During the first-year teaching journey the mentor 

challenges the mentee to develop the skills to problem solve issues that may 

occur. Furthermore, the mentor provides support should the mentee stumble 

in their teaching practice or confidence. 

 

Views of mentoring differ. There is a lack of a shared definition of the term 

“mentoring” in the literature.  It is never an easy task to find a single, agreed 

definition of the term.   Some portray mentoring as professional development 

(Guskey, 2000; Wong, 2004), whereby professional development is defined 

as “processes and activities designed to enhance the professional knowledge, 

skills, and attitudes of educators” and this might in turn improve the students’ 

learning (Guskey, 2000:16).  This process is an intentional, ongoing, and 

systematic process with the aim of bringing about “positive change and 

improvement” (Guskey, 2000:16-17) to the recipients.  

 

Some of the most popular definitions are those that focus on developing a 

mentee professionally by someone who is more experienced within the 

professional context (Mertz, 2004).  According to Fletcher (2000:1), mentoring 

is mainly concerned with “continuing personal as well as professional growth” 

and it is “not just continuing professional development alone”. Mentoring 

develops one’s strengths to maximise both his and her professional and 

personal potential (Fletcher, 2000:2). It focuses on career advancement or 

professional development of a protégé by someone in a position of authority 

(mentor) within the professional context (Mertz, 2004). Mentoring is deemed 
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as a joint venture which requires both the mentor and mentee to develop the 

moral commitment and responsibility to take an active part in the learning 

process of growth, development, and change (Orland-Barak, 2010). 

 

In the context of education, mentoring occurs when an experienced trained 

teacher is assigned the responsibility of assisting pre-service or beginning 

teachers in their professional development (Mertz, 2004; Lee & Feng, 2007), 

and providing professional support to those who are newly posted to the 

school and those who have changed their job scope.  Mentoring means 

guiding and giving the beginning teachers support so as to ease them through 

difficult transitions (Fletcher, 2000). It is the platform for innovation and 

collaboration, and assimilation into the profession (Patrick, 2013). 

 

Strong (2005) highlights that there is some confusion between the term 

“mentoring” and “induction”. Not only is there confusion between the two terms, 

there is in fact misuse of the terms (Wong, 2004).  Very often, people used the 

terms interchangeably, thinking that they are synonymous.   

 

According to Wong (2004:42), induction is a “comprehensive, coherent and 

sustained professional development process” offered by a school district, 

proposing that mentoring is just a “component” of the induction process and is 

limited to “what mentors do” (Wong, 2004:42). However, Strong (2005) points 

out that the distinction Wong made, may not be clear cut as there are 

mentoring programmes that are elaborate enough to represent most if not all 

of what Wong has said an induction should be.     
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Teacher induction is distinct from pre-service and in-service training 

programmes (Ingersoll and Smith, 2004).  Induction programmes are primarily 

designed for teachers who have already completed basic training, and these 

programmes act as a link or bridge from being a student of teaching to 

becoming teacher of students. The induction programmes are not determined 

to be additional training, rather the next form of training.  

 

Teacher induction programmes refer to a variety of activities such as classes, 

workshops, orientations, seminars, and mentoring (Ingersoll & Smith, 2004).  

The content of these programmes can vary widely in terms of duration, 

intensity, purpose, and the number of beginning teachers they serve. The 

programmes can vary from just a single meeting between the mentor and 

mentee at the start of a school year to highly structured programmes involving 

frequent and regular meetings over a couple of years. Some programmes 

focus only on inexperienced beginning teachers. Other induction programmes 

focus on teachers throughout their career changes and can also integrate a 

component of mentoring.  

 

The task of defining the term ‘mentoring” is made more complicated by the 

confusing roles which are associated with mentoring (Mertz, 2004).  

 

Mentor  

The first written account of a mentor was probably given by Homer in his epic 

The Odyssey when Odyssey entrusted his son, Telemachus, to his loyal friend, 

Athena who played the role of a mentor in this epic (Anderson & Shannon, 
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1988; Ehrich & Hansford, 1999; Ford & Parson, 2000; Hall et al, 2008).  As a 

mentor, Athena plays multiple roles – she was “a father-figure, a role model, 

an advisor and guide” (Hennissen et al, 2008:169). Athena made deliberate 

and conscious effort in helping Telemachus to grow and develop his potential 

to the fullest without rebellion. From the mentoring role played by Athena, 

several conclusions can be made about mentor and mentoring.  A mentor 

guides, nurtures and guides his or her mentee. One can also conclude that 

mentoring is an “intentional’, “nurturing” and “insightful”, “supportive”, and 

“protective” process (Anderson and Shannon, 1988:38).  

 

In order to understand the relationship between a mentor and mentee, one 

needs to understand the roles and functions of mentors (Ganser, 1993). In fact, 

Ganser (1993:2) stressed that “what mentors do and what mentors are” in fact 

“central to understanding this relationship”.   

 

The concept of “mentor” is a multi-faceted one, and there is a plethora of terms, 

explanations and expectations associated with the role of mentor, both within 

and outside the education field (Mertz, 2004). It is also never an easy task to 

find a single agreed upon definition of the term. Though one may have a 

mental image of a mentor, it is never an easy task to define clearly what a 

mentor is and what roles a mentor plays as there are many different definitions 

of the term “mentor” (Hall, 2008). Trying to bring the term mentor to life is 

“haphazard at best” (Hall, 2008:450).  
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Awaya et al (2003: 52) stressed that providing moral support is critical in 

developing a strong mentor–mentee relationship. It is when there is a strong 

mentoring relationship, that effective mentors are more alert and sensitive to 

the verbal and non-verbal messages their mentees are sending, and the 

emotional well-being of the mentees will then be supported (Awaya et al, 2003). 

Mentees often view their mentors as “lifelines” (Awaya et al, 2003). 

 

Mentors provide space for mentees to grow, realise their own teaching styles 

and build on their strengths. Mentees need time to work things out in practice, 

ease students’ concerns and allow the confidence to build.  According to 

Awaya et al (2003:55) “[s]itting on one’s hands” is an important trust building 

activity.  

 

Mentors build and maintain their relationships with their mentees based on 

“trust, respect, and professionalism” (Portner, 2008: 7). Awaya et al. (2003:52) 

shared a similar view on the mentoring process. Mentoring is seen as “a 

process of trust building, familiarization and collaboration” (Awaya et al, 

2003:52). Once a relationship is built and maintained, mentors will then be 

able to develop a genuine understanding of their needs and ideas, and the 

mentees are also enabled to feel safe and secure and to share and reflect on 

their practices openly and honestly.   

 

In order for mentors to identify the mentee’s professional needs, mentors have 

to gather and diagnose data about their mentees’ ways of teaching and 

learning.  This is considered invaluable to the mentees as this actually 
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provides the mentees with the opportunities to reflect on their practice in order 

for them to improve in their teaching (Hall et al, 2008). This evidence - based 

approach to mentoring brings a rigour to the process that is not always present. 

 

Mentors are role models to their mentees (Kilcullen, 2007; Ambrosetti & 

Dekkers, 2010).  Mentors share with their mentees relevant experiences, 

examples and strategies so that the mentees are able to take charge of their 

own learning and to improve on their own teaching (Portner, 2008:8). In short, 

mentors help to fine tune their mentees’ professional skills.  It is the ultimate 

goal of the mentors to guide and lead their mentees to be able to teach 

independently in the classrooms. This is done through getting the mentees to 

reflect on the decisions and actions they have made for themselves, and also 

encouraging the mentees to build their own teaching and learning style.  

Decision making is left entirely to the mentees.   

 

Awaya et al (2003) stressed that it is not the job of a mentor to provide the 

mentee the solutions to their problems. The work of a mentor is to help 

mentees find a way out of their dilemmas and to help them to reframe issues 

so that they can be solved (Awaya et al, 2003).  This, as pointed out by Portner 

(2008:8) is to help to “stimulate the mentees’ creative and critical thinking, 

empower them to envision future situations, encourage them to take informed 

risks, and help them build the capacity to develop perceptive decisions and 

take appropriate actions.” 
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Mentors commonly share practical knowledge with their mentees. Mentors in 

the Master of Education on Teaching programme at the University of Hawaii 

at Manoa reported that they have helped to guide their mentees in paperwork, 

processes, and other details of the day-to day work of teachers when they 

recognised that their mentees are often unware of the structures that operates 

in particular schools (Awaya et al, 2003). Here, the mentor brings professional 

insights to the art of teaching.  

 

The mentor’s work ranges from providing information, conducting orientation 

arrangements, observing lessons, giving feedback, engaging in discussion 

groups, providing liaison with other staff and external personnel to performing 

assessments and evaluation (Bolam, 1995). Portner (2008:7) highlights that a 

mentor best functions in this role “by relating, assessing, coaching, and 

guiding” his or her mentee. During the mentoring process, these mentoring 

functions “do not occur in isolation”, they in fact, “consistently overlap and 

complement each other” all the time (Portner, 2008: 8), becoming deeply 

embedded in the ongoing professional relationship integral to mentoring.   

 

Mertz (2004) argued that it is difficult for researchers to build a cohesive, 

coherent empirical base of research around as there is a lack of a shared, 

stipulated definition of mentoring and of boundaries for distinguishing the 

concept.  Mertz (2004) proposed a conceptual model to help to build a 

stipulative definition of mentoring. This model proposed by Mertz (2004:556) 

uses intent and involvement to distinguish among the relationships which are 

often related to mentoring, arranging them in terms “psychological, 
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professional development and career advancement functions”. Intent is mainly 

concerned with why the relationship is undertaken (Mertz, 2004) and 

involvement is concerned with what is required of each party to the relationship. 

Mertz (2004) has represented the relationship between the intent and 

involvement as reaching its peak through the role of mentor.  

 

Figure 3.1: Supportive Work Relationship Arranged Hierarchy in terms of 

Primary Intent and level of involvement (Mertz, 2004:551) 

 

According to this model, the placement of the roles in the pyramid not only 

illustrates the level of involvement required by the relationship, it also 

illustrates the degree to which the function it serves primarily (Mertz, 2004).  

 

Mertz (2004) hopes that the development of this conceptual model of 

mentoring will help to distinguish mentoring from other kinds of supportive 

relationships. He argues that it is only through a common and consistent 
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language that researchers and all the stakeholders involved in the mentoring 

process will come to some form of agreement as to what the process involves. 

The lack of localised research in these issues has led to this proposed study, 

with the view of bringing deeper insights to this domain.  

 

One needs to be aware that certain roles cause tension in the mentoring 

relationships. Very often, mentors are required to fulfil a multiplicity of functions. 

In Singapore, mentors in the case of cooperating teachers have to play a 

double role at times – mentoring the student teachers and evaluating him or 

her. The dual role of a mentor and evaluator can in fact cause tension between 

the mentor and mentee when it is time for evaluation. In the study conducted 

by Maistre, Boudreau and Paré (2006), it is found that the mentors do not 

always agree to engage in the summative evaluation process.  

 

The dual role of a mentor and evaluator is a problem when the mentee is not 

making satisfactory progress. The mentee may also feel the pressure to 

conform.  Maisre, Boudreau and Paré (2006) recommend that as far as 

possible, to separate the role of mentor and evaluator as this dual role causes 

tension between the mentor and his mentee. This is especially so when the 

mentee is not progressing at a satisfactory rate.  

 

Not only does the term “mentor” carry too many definitions, teachers 

themselves may also not have a full understanding of their roles and functions 

as mentor. Mentors and beginning teachers need to be very clear of their role 

and responsibilities in order to be in an effective mentor relationship. They may 
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be confused about the meaning of the terms “mentor” and “mentoring” (Hall et 

al, 2008). This confusion can be rooted in three sources; namely (i) various 

social positions from which supervisory activities can be undertaken, (ii) 

changed role expectations of mentors and (iii) the diversity of terms used to 

refer to mentoring dialogues across contexts (Hennissen et al, 2008).   

 

Feiman-Nemser (1998) pointed out that teachers who were assigned to 

mentor the beginning teachers basically see themselves as someone whose 

job is to provide the beginning teacher a place to try out things that he or she 

had learned at the university. In other words, they see themselves as a 

cooperating teacher and not a mentor. Rarely do the cooperating teachers see 

themselves as school-based teacher educators, responsible for helping the 

beginning teachers to learn to teach (Feiman-Nemser, 1998).   

 

Mentors and cooperating teachers do share many of the same attributes 

(Ganser, 2002). Mentors not only guide beginning teachers to become 

effective teachers, they also help the experienced teachers to make a smooth 

transition into working in a new environment or assist those returning to the 

profession (Ganser, 2002).  Similarly, cooperating teachers play an important 

role in helping student teachers make the transition from “students of teaching” 

to “teachers of students” (Ganser, 1996).  

 

Mentoring “indicates a particular kind of personal relationship in which there is 

some degree of choice between parties to it” (Awaya et al, 2003: 46). On the 

other hand, as Awaya et al (2003: 45) have pointed out the very title of 



64 

 

cooperating teachers suggests “the absence of appropriate criteria for 

matching student with teachers”, and that the cooperating teacher is “merely 

cooperating with the university and its requirements”.  Selection of teachers to 

be cooperating teachers is usually based on considerations such as teaching 

specialisation and availability.  

 

In Singapore’s Structured Mentoring System, there is a clear distinction 

between the terms mentor and cooperating teacher. The mentoring team 

comprises of “Mentor Coordinator”, “Mentor” and “Mentor (Specialised)” 

(Guide for Mentors, n,d).  These posts are taken up by Head of Department, 

Senior Teacher or experienced teachers. It is interesting to note that the 

teachers are assigned to mentor the trainee teachers are officially known as 

“cooperating teachers” and not “mentors”.  Most Singapore teachers do not 

see themselves as a mentor. Their relationship with their mentees will come 

to a stop when the teaching practicum ends.  

 

Clearly, the obstacles to mentoring could be “related to ambiguously defined 

roles and responsibilities” for mentors and mentees (Ganser, 1993:3). This 

confusion about the mentor’s roles and responsibilities can also result in 

mentor’s efficacy being undermined (Hall et al, 2008:343).  It also can result 

in low commitment level of the mentors.   

 

Being able to understand how mentors envision their role potentially does 

provide teacher educators with a much clearer direction of how they might be 

able to better select, prepare, and support mentor teachers (Hall et al , 2008).  
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Therefore, it is important and essential to establish an understanding of the 

roles perform by the mentors.  

 

Elements of an effective mentoring programme 

The presence of induction programmes alone is not sufficient to reduce the 

attrition rates among beginning teachers; the form and the quality of induction 

programmes that the schools provide is important (Smith and Ingersoll, 2004). 

The findings by McCann and Johannessen (2004) echoed a similar view. The 

participants in the study commented that it is the quality of mentoring 

programme that makes all the difference.  It “requires planning and special 

efforts” by the school leaders for mentoring programmes to be successful 

(Ganser, 1999:11).  

 

Findings from research show that there are some components which 

constitute more effective mentoring programmes.  These components could 

be categorised into three very distinct mechanisms, namely, (i) selection of 

mentors, (ii) preparation of mentors, and (iii) support of mentors. 

 

Selection of mentors 

There is a growing debate in the literature on the selection criteria of the 

mentors (Brown, 2001). Selection criteria of the mentors are a critical part of 

mentoring (Li, 1998; Bartell, 2005; Lam, 2005; Turley, Powers and Nakai, 

2006). Effective classroom teachers do not necessarily make effective 

mentors, as this role requires adults to work with adults (Cochran-Smith, 1991; 

Ganser, 1995a; Gratch, 1998; Kennedy, 1991; Moir & Gless, 2001; Metz, 
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2007). It is important to pay special attention to the selection of mentors. Lam 

(2005) highlights that proper selection and adequate training of mentors not 

only reduces the workload of the mentors, it can bring pleasure and 

satisfaction to the schools and beginning teachers.  

 

In many cases, mentors are selected based on their seniority and experience.  

Brown (2001) highlights that some studies have begun to question using 

seniority as one of the selection criteria for mentor. The participants in the 

study conducted by Menon (2011) highlighted that though seniority is 

important, it should not be the only selection criteria for the selection and 

appointment of mentors. The findings from Brown’s longitudinal study of newly 

qualified language teachers in their first five years of teaching seems to 

suggest that senior teachers may not be always the most appropriate 

candidate to be mentors, and there might be potential for a more formal 

mentoring role for recently qualified teachers (Brown, 2001).  The senior 

teachers, with extra responsibilities, have a much higher workload as compare 

to their recently qualified colleagues. Besides having a lighter workload, the 

recently qualified teachers, on the other hand, are familiar with current 

methodology and most important of all, they are still thinking critically about 

how best to teach their subject (Brown, 2001). Very often, the selection of 

mentors is based on teaching competency, and not so much on personality, 

management style and mentoring approach in relation to the beginning 

teachers’ dispositions (Kajis, 2000).  This suggests that some mentors may 

lack the attributes to be effective mentors when they took up mentoring roles.  
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Matching of mentors and mentees 

Gilbert (2005) points out that matching of mentors and mentee is also vital to 

the success of mentoring. He further adds that in order to facilitate frequent 

communication, mentors and protégés should work in close proximity and 

preferably within the same building (Gilbert, 2005). This view is supported by 

Ganser (1995a) when he argued that there is a need for beginning teachers 

and mentors to be accessible to one another in terms of both time and location. 

Findings from some studies echo similar views (Brown, 2001; Lee and Feng, 

2007; Marable and Raimondi, 2007), that location is a significant factor in 

success mentoring.  

 

Mentoring involves “real-time” interactions (Hudson, 2010).  The participants 

in a study conducted by Marable and Raimondi (2007) commented that they 

would like to have mentors on site so that they are available at all times. The 

participants in a mixed-method study conducted by Davis and Higdon (2008) 

cited that the availability of on-site mentors to provide frequent “just in time” 

assistance as the most valuable aspect of the programme in helping the 

beginning teachers develop effective teaching. They also reported that the 

assistance provided by their mentors is a contributing factor to their success 

in fostering positive relationships with parents and caregivers (Davis and 

Higdon, 2008).  The findings from Brown’s longitudinal study of newly qualified 

language teachers in their first five years of teaching, suggests that the 

presence of a mentor from the same department and usually in the same part 

of the school enhances the quality of support for the beginning teachers on a 

day-to day basis (Brown, 2001). A good example is the shokuin shitsu or 
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teachers’ room in Japan’s schools where teachers are “continually nurtured as 

proficient professionals by collaborating with one another” (Ahn, 2014:50). 

Data gathered from a study conducted by Lee and Feng (2007) reveals that in 

some cases having the mentors and the mentees working in the same office 

not only facilitates interactions but also enhances the cultivation of friendship 

(Lee and Feng, 2007).  

 

Race and gender can be barriers to the development of the mentoring 

relationship (Mertz, Welch & Henderson, 1989).  In the study conducted by 

Mertz, Welch & Henderson (1989), the mentees were “painfully aware” of the 

issues and problems in cross-race or cross gender interactions, even though 

the mentors may not be largely conscious of these issues and problems.  

Women and minorities may be denied the full benefits of mentoring if mentors 

fail to recognise or deal with these attributes which can have serious 

implications for the development of the mentoring relationship (Mertz, Welch 

and Henderson, 1989).   

 

Martin (2008) further adds that matching the mentor’s grade-level and subject 

backgrounds with those of the novice teachers can allow mentoring to focus 

effectively on content, subject matter knowledge, and alignment of instructions 

with standards and curriculum.  The 25 participants in the study conducted by 

Menon (2011) echoed a similar view. They mentioned that they would want to 

be supported by more experienced teachers who are teaching in the same 

grade. Findings from Lee and Feng’s (2007) study also show that having the 
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mentor and mentee teaching the same grade and subject does facilitate 

interaction between the mentor and his/ her mentee.  

 

Learning style should also be taken account when matching mentors with their 

mentees (Monsour, 2003).  In addition, the participants in the study conducted 

by Kyriacou and Kunc (2007) stressed the importance of pairing with mentors 

who had a suitable personality and having a mentor whom they can trust. Esch 

(2010) also warned that pairing beginning teachers with mentors who are 

inflexible, reluctant to accept new ideas, and unwilling to share, can impede 

the growth of beginning teachers. On the other hand, the mentors in Hudson’s 

mixed-method study (2010:37) reported to have a good rapport with their 

mentees when their mentees are “open[ed] to ideas, accepted feedback, [and] 

questioned comfortably with their mentors”. In addition, the mentees in the 

study reported to have confidence and the knowledge to teach the subject they 

teach after being mentored.   Clearly these factors can be significant in building 

a mentoring relationship: location, gender, race and communicating 

expectations.  

 

Preparation of mentors  

Successful mentors are made and it is not by chance that an experienced 

classroom teacher can be transformed into an effective and accomplished 

mentor (Portner, 2008). Mentoring is very demanding and is not simple.  It is 

a “speciali[s]ed” and “complex” new role that experienced classroom teachers 

take on (Ganser, 1999:11). Ambrosetti (2014: 30) argued that mentoring “is 

not a natural ability that people inherently have”.  The knowledge and skills 
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required in mentoring are “related but not identical” to those linked with 

effective teaching, instructional supervision and staff development (Ganser, 

1994:2).  

 

Mentors need to be prepared for their roles (Fletcher, 2000).   For teachers to 

put the mentoring roles into practice, they do need to undergo some form of 

training, and Metz (2007) stressed that good mentoring requires training. The 

quality of the mentoring programme will improve when mentors are given a 

chance to receive appropriate training on their new role (Holloway, 2001; 

Hudson, 2010).  It is only with proper training that the mentors are better 

prepared and more effective for their roles, and are able to bring “a wealth of 

guidance, experience, and support” to beginning teachers (Martin, 2008:43).  

This in turn helps to attain a more productive learning environment for both the 

mentees and mentors.  

 

Well defined and continuous training is essential to prepare the mentors for 

their roles (Halford, 1998; Giebelhaus and Bowman, 2000; Holloway, 2001; 

Maisre, Boudreau and Paré, 2006; Forsbach-Rothman, 2007; Martin, 2008). 

Ambrosetti (2014:33) suggested that courses that prepare the mentors for 

mentoring need to be “structured and draw on both research and literature”.  

Most of participants in the study conducted by Menon (2011) pointed out there 

is a need for mentors to receive training before they assume mentoring roles. 

The NTIP (Novice Teacher Induction program) (Resta, Huilin and Yeargain, 

2013) mentors who have received no formal training in mentoring reported that 

they have attempted to model their own mentoring from what they 
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remembered in their NTIP (Novice Teacher Induction program) that mentors 

had provided to them. Despite their desire to help beginning teachers, this 

group of mentors could only provide minimal, or at best moderate, mentor 

support to their mentees (Resta, Huilin and Yeargain, 2013). The participants 

in the study conducted by Clinard and Ariav (1998) stressed the importance of 

formal preparation of teachers for mentoring.  Thus, training is vital and 

essential to prepare an experienced classroom teacher to become an effective 

mentor.  

 

When prospective mentors undergo training, they learn about what is 

expected of them before they even take up the challenge to be a mentor 

(Grayle, Moore, and Snaders as cited in Holloway, 2001).  The participants in 

the mixed-method study conducted by Hudson (2010) suggested professional 

development with effective mentoring can improve mentors’ skills required for 

mentoring.  

 

Hall (2008) warns that poorly trained mentors can in fact impede the growth of 

their mentees instead of promoting it. Training should never to be undertaken 

lightly as a mentee’s career is at stake and so is the education of the pupils in 

his or her care (Fletcher, 2000:9).  This further emphasises the importance of 

training in preparing the teachers to be more effective mentors.  

 

However, Hennissen et al share a slightly different view on this.  Though 

Hennissen et al (2008:180) agree that mentors do need training to prepare 

them for their new mentoring role; they highlight that there is limited and too 
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diverse empirical evidence available to actually draw “definite conclusions 

about the influence of mentor teacher training on the use of supervisory skills”. 

This need is further addressed in this study.   

 

Support for mentors  

There are a number of elements in mentor training programmes that can 

facilitate quality outcomes. These are listed and discussed below.   

 

Studies have shown that quality time should be set aside for mentors and 

mentees to reflect and come together for dialogue (Clinard and Ariav, 1998; 

Giebelhaus & Bowman, 2000; Brown, 2001; Monsour, 2003; Gilbert, 2005; 

Maisre, Boudreau and Paré, 2006; Turley, Powers and Nakai, 2006; Lee and 

Feng, 2007; Hall, 2008; Martin, 2008; Gilles et al, 2013). This is one of the 

important and essential elements of an effective mentoring programme. Lee 

and Feng (2007) and Hall (2008) stress that it must be made a priority.  

 

Spending enough quality time together can assist successful interactions, and 

is also necessary to build strong relationships between the mentors and 

mentees. Studies from Lee and Feng (2007) and Li (2009) reveal the 

importance of interpersonal relationships in mentoring. Good interpersonal 

relationships between mentors and mentees do serve as a “lubricant for 

mentors when giving direct instructions and making critical evaluation” (Li, 

2009:155).  Hall (2008) warns that a lack of quality time for the mentors and 

mentees to talk, ask questions, share ideas, and grow together as 

professionals is the biggest obstacle in sustaining effective mentoring 
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relationships. Four percent of the novice teachers, who participated in the 

surveys on Induction Programme, cited the reason why they have negative 

feelings about their mentors, is generally because the mentor did not give 

them enough time (Gilles et al, 2013). 

 

Opportunities should also be created for mentors to observe the first-year 

teachers in classrooms and for the first-year teachers to observe their mentor 

and other experienced teachers while they teach (Huiling-Austin, 1992, Brown, 

2001; Gilbert, 2005) as these opportunities are “highly valued” by the 

beginning teachers (Brown, 2001:76).  The data gathered from a total of 366 

beginning teachers in 2003 and 2004 by the six district partners in the Georgia 

school district about what helped them most confirms this (Gilbert, 2005).  

Giving beginning teachers the opportunity to observe other teachers and 

providing beginning teachers with feedback based on classroom observations 

are ranked the two most valued strategies in mentoring by the participants in 

this study (Gilbert, 2005).  

 

Time should also be given to mentors to “talk” about mentoring. Participants 

in the study conducted by Clinard and Ariav (1998) highlighted the importance 

of having dialogue meeting and reflections sessions in sustaining mentoring.  

Talking is deemed to be an important component to help mentors to internalise 

mentoring and be aware of its potential and impact (Clinard and Ariav, 1998).    

 

The literature that has been reviewed in this chapter has affirmed the positive 

impact of effective mentoring programmes in strengthening the teaching force. 
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However, there seems to be a scarcity of empirical studies focusing on the 

perspectives of Singapore primary school teachers on mentoring beginning 

teachers.  This lack of localised research on the perspectives of primary school 

teachers has led to this proposed study.  

 

Potential Benefits of mentoring beginning teachers 

Many studies on mentoring have concluded that formal and structured 

mentoring is beneficial for both mentors and mentees (Mertz, Welch and 

Henderson, 1989; Huiling-Austin, 1992; Ganser, 1994; Clinard and Ariav, 

1998; Ehrich and Hansford, 1999; Ford and Parsons, 2000; Monsour, 2003; 

Lam, 2005; Hall, Draper, Smith & Bullough Jr, 2008; Heirdsfield, Walker, 

Walsh & Wilss, 2008; Mihans, 2008; Lai, 2010; Beltman and Schaeben, 2012; 

Hudson, 2013; Resta, Huiling and Yeargain, 2013; Ponte and Twomey, 2014). 

This is especially so when the mentors are able to work well with adult learners 

and are skilled in both problem solving and giving constructive criticism 

(DragoSeverson as cited in Guskey, 2006:28).   

 

Mentoring provides “an authentic and valuable learning opportunity” 

(Richardson & Knight, 2011) for both the mentors’ and mentees’ professional 

development (Halloway, 2001).  Guskey (2000:28) points out that mentoring 

offers a “highly individuali[s]ed approach to professional development”.  

 

Potential Benefits for Mentors 

Mentors are likely to experience professional growth (Huiling-Austin, 1992; 

Lam, 2005; Sivan & Chan, 2009) as mentoring “promote(s) critical reflection” 
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(Ramirez, Allison-Roan, Peterson, & Elliott-Johns, 2012). Mentoring “allow(s] 

the mentor to grow as a teacher, a researcher, and a learner” (Silva, Correia 

& Pardo-Ballester, 2010). Through mutual collaboration, mentors are given the 

opportunity to reflect on the knowledge and experience they have gained 

through the years with another colleague - beginning teachers and university 

tutors, (Stout, 1982; Koerner, 1992; Clinard & Ariav, 1998; Fletcher, 2000; 

Halloway, 2001; Lopez-Real & Kwan, 2005; Ponte & Twomey, 2014).  

Mentoring has provided the mentors in the study conducted by Ponte and 

Twomey (2014) a platform to step out of their classrooms and see what other 

schools were doing. They have also reported that they could take back what 

they had learnt in the process of mentoring to their own schools and use to 

this knowledge to influence change (Ponte & Twomey, 2014). Mentors have 

reported that they have become more reflective and analytical regarding their 

own teaching (Walkington, 2004; Resta, Huiling and Yeargain, 2013).  

 

Many studies have reported that mentors have gained new ideas and imbibed 

new perspectives on learning and teaching after mentoring (Cavanagh & 

Prescott, 2011; McCarthy & Quin, 2010; Ponte and Twomey, 2014) as they 

are exposed to new ways of teaching. In addition, they have also gained a 

broad scope of resources (Ponte and Twomey, 2014).  Mentors found 

themselves becoming more enthusiastic in teaching (Clinard and Ariav, 1998; 

Cavanagh & Prescott, 2011).   

 

Studies have revealed that mentors have confirmed that mentoring is both 

“professionally and personally rewarding” (Clinard & Ariav, 1998; Ganser, 
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2002; Mertz, Welch & Henderson, 1989; Simpson, Hasting & Hill, 2007; Ponte 

& Twomey, 2014), and mentors have expressed their needs and desire to 

mentor beginning teachers (Mihans, 2007).   Mentors also noted a “sense of 

fulfilment” in helping beginning teachers to become better teachers (Ehrich & 

Hansford, 1999: 98) because they felt they were giving back (Ponte & Twomey, 

2014) to the profession. 

 

Mihans (2008:763) believes that mentoring and coaching other teachers does 

help to create an incentive for experienced teachers to remain in the education 

field as they are given the opportunity to learn and share with their colleagues. 

Effective mentoring programmes not only give support to the new teachers, 

they are a good way to retain effective teachers. 

 

Potential Benefits to Mentees 

Mentees have also benefited from being mentored. They declare that they are 

“more prepared to handle the role, and thus perform their work competently” 

(Ehrich & Hansford, 1999:97). An important part of any mentoring relationship 

is that mentees gained an opportunity to learn new skills and becomes more 

competent in the role he / she is performing (Ehrich & Hansford,1999:97). 

 

Findings from the qualitative study conducted by Ponte and Twomey (2014) 

revealed that beginning teachers became more confident about their own 

abilities and skills as teachers after mentoring.  The mentors who participated 

in the study highlighted that having constant contact with the mentees 

“provided abundant emotional and professional support” for their mentees 
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(Ponte & Twomey, 2014:25). According to the mentors, the constant contact 

allows them to have grounded conversations about teaching practices with 

their mentees. It is argued that the contact could come in different forms - visits, 

emails and out-of school conversations.   

 

Potential Costs of mentoring beginning teachers 

Though the power of effective mentoring relationships is immense, the power 

of an ineffective or lack of existence of mentoring partnerships is equally 

important (Hall, 2008). Martin (2008) points out that not all highly effective 

teachers can or want to be mentors. She explains that some teachers are in 

fact happiest in the classroom, running their own show (Martin, 2008).  In some 

cases, mentors see mentoring “as akin to punishment” (Simpson, Hastings & 

Hill, 2007:483).  Some potential mentors are also not willing to take up the 

mentoring role as mentoring actually increases their workload. Sometimes 

teachers are not released from their normal teaching duties to mentor the new 

teachers, and with inadequate resources and support for this group of 

teachers to do their job as a mentor well, they choose to opt out of the 

programme.  Some mentors experienced feelings of nervousness, insecurity 

and threat when they were being observed by mentees or by their mentees 

presenting new ideas (Orland, 2001; Bullough, 2005).  In some cases, mentors 

can impede their mentees’ professional growth (Fairbanks, Freedman and 

Kahn, 2000). 

 

Although mentoring can support beginning teachers, likewise poor mentor and 

mentee relationships, on the other hand, can be a “source of frustration” to 
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both the mentor and mentee (Awaya et al, 2003: 54).   In some cases, 

beginning teachers found the presence of a mentor in the classroom can be 

added pressure on them (Awaya et al, 2003: 55).  Some mentees found that 

too many helpful hints given by their mentors can “overburden” them and 

“hinder their capacity to adapt to new situations” (Awaya et al, 2003: 55).  

 

Nonetheless, many studies on mentoring have concluded that formal and 

structured mentoring is beneficial for both mentors and mentees (Mertz, Welch 

and Henderson, 1989; Ganser, 1994; Clinard & Ariav, 1998; Ford and Parsons, 

2000; Mihans, 2008), and it is hoped that with the guidance and help given by 

the mentors, the transition into independent teaching will be made smoother 

for the beginning teachers.  

 

Conclusion 

This empirical research literature review chapter presented a critique of 

previously published empirical research on the mentoring beginning teachers 

during the period 1960 to 2016, both from international and Singapore 

contexts.  

 

The study reported in this thesis aims to contribute to these areas of empirical 

research by exploring the perspectives that experienced classroom teachers 

who have mentoring experience in Singapore primary schools have about 

mentoring beginning teachers. 
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In an attempt to present selected empirical studies related to the key elements 

involved in this aim, the studies discussed were categorised under themes; 

namely (i) the challenges and needs of the beginning teachers (ii)  what 

mentoring is   (iii) the role, function and attributes of a mentor, in particular, an 

effective mentor  (iv) potential key benefits of mentoring and (v) what 

constitutes an  effective mentoring programme.  

 

 The following chapter will present in detail the research methodology, the 

method of data collection and data analysis carried out to derive theoretical 

propositions on the perspectives that experienced classroom teachers who 

have mentoring experience in Singapore primary schools have of mentoring 

beginning teachers. 
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Chapter 4: Methodology  

A good way to achieve a fit between questions and methods is to ensure that the 

methods we use follow from the questions we seek to answer. (Punch, 2005:20) 

Introduction  

The study reported in this thesis aims to develop theoretical propositions 

regarding the perspectives that primary school teachers have concerning the 

mentoring of beginning teachers in Singapore Primary Schools.  This study is 

positioned in terms of primary school teachers’ “perspectives”, a notion that 

encompasses what Singapore primary school teachers’ think, believe, and 

conceptualise with regard to the mentoring skills, and the resulting actions, 

orientations, dispositions and attitudes they adopt when mentoring beginning 

teachers. The central research problem of this study was formulated and 

positioned to reflect this definition of “perspectives” (O’Donoghue, 2007). 

 

The rationale for conducting this study is outlined as follows Firstly, the 

purpose of study is to generate understandings on the perspectives of 

experienced Singapore primary school teachers on mentoring beginning 

teachers given that there is a scarcity of empirical studies in this area in 

Singapore. Secondly the study will generate deeper understandings of the 

factors that influence the experienced classroom teachers in making decisions 

to take up mentoring roles, and the challenges they face when mentoring 

beginning teachers. Last but not least, the findings will be relevant to the 

development of training programmes for mentors in Singapore especially 

those in the primary schools, and contribute to the empirical literature that 

builds theory around the phenomenon of mentoring in teacher education.  
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The purpose of this chapter is to argue the methodological approach adopted 

in this thesis in order to achieve the aims stated above.  Firstly, it will discuss 

the theoretical framework that shapes the study and why this is an appropriate 

approach for this research.  Secondly, there is a description of the study 

participants and how they were selected; the study population and sampling 

procedures are explained. Next is a section on the procedures used for 

gathering data with emphasis given to semi-structured interviews will be 

outlined. Following this is a rationale on how and why data were analysed in a 

particular fashion.  The final section is the argument for the importance of 

establishing of trustworthiness of the study and findings. Finally, the issue of 

originality and ethical issues are addressed. 

 

Theoretical Framework 

A qualitative approach (Punch, 2005) to research was adopted for this study 

with the intent of understanding, describing, analysing and theorising the 

concept of mentoring from the perspectives of Singapore primary school 

teachers.  In order to facilitate the research for this study, a qualitative 

methodology (Patton, 2002), specifically, within the interpretative paradigm 

(Crotty, 1998) was adopted.   

 

Qualitative research is one of the general frameworks for doing research in 

the social sciences. It is a means for researchers to explore and understand 

the meaning that individuals or groups ascribe to a social or human problem 

(Creswell, 2009), in this case mentoring of beginning teachers. Qualitative 

research is defined by Punch (2006:3) as “empirical research where data are 
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not in the form of numbers”, but strives for depth of understanding through the 

generalisation of themes that capture how people make meaning of a social 

phenomenon.  

 

Punch (2006) stresses that qualitative research is more than just research 

which uses non-numerical data. A qualitative study is not just simply a study 

which is not quantitative (Kvale, 2007). According to Creswell (2009:3), 

qualitative studies and quantitative studies should not be viewed “polar 

opposites or dichotomies”; instead, they are representation of different ends 

on a continuum, of differing ways of interpreting the world. This study focussed 

on the qualitative paradigm.  

 

Qualitative research is an “umbrella term which encompasses enormous 

variety” (Punch, 2005:134) of research approaches It is able to address very 

different questions from those that shape quantitative research (Brabour, 

2008:11). Qualitative research of the type adopted for this study actually 

makes it possible for researchers to study how people understand concepts 

(Brabour, 2008:11). Thus, a full definition of the term “qualitative research” as 

suggested by Punch would include (i) the way of thinking of the social reality 

being studied, the way of approaching it and conceptuali(s)ing it; (ii) the 

designs and methods used to represent the way of thinking, and to collect data; 

and (iii) the data collected is in the form of words and not numbers (2006:4). 

Thus this research adopts a qualitative framing in order to build deeper insight 

into the participants' perspectives of mentoring. 
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One dominant feature of qualitative research is its diversity (Punch, 2005). 

Qualitative research is “much more eclectic, in using multiple strategies and 

methods, than quantitative research” (Punch, 2005:141). Qualitative 

researchers conduct research by analysing (i) experiences of individuals or 

groups in the society; (ii) interactions and communications in the making, and 

(iii) documents such as texts, images, film or music (Kvale, 2007).  Qualitative 

researchers are able to employ a wide variety of methods in collecting data. 

What counts as useful data is also very wide (Punch, 2005:141) as this type 

of research pursues deep understandings of complex phenomena that 

underpin human behaviour about social and cultural actions such as teaching 

and mentoring.  One main characteristic of qualitative research is that the 

design is more “naturalistic” as the qualitative researchers prefer to study 

people, things and events in their natural settings (Punch, 2005: 141).   

 

Miles and Huberman highlighted several elements that are recurring features 

of qualitative research (Miles and Huberman 1994:6-7). These include the 

following:  

 Qualitative research is conducted through an intense and prolonged 

contact with a “field” or life situation. These situations are typically 

‘banal’ or normal ones, reflective of everyday life of individuals, groups, 

societies, and organisations. In this instance, the “individuals” are the 

experienced teachers who have experience in mentoring beginning 

teachers in Singapore primary schools.   

 The researcher’s role is to gain a ‘holistic’ overview of the context under 

study: its logic, its arrangements, its explicit and implicit rules.  
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 The researcher attempts to capture data on the perspectives of local 

actors ‘from the inside’, through a process of deep attentiveness, of 

empathic understanding, and of suspending or ‘bracketing’ 

preconceptions about the topics under discussion. Reading through 

these materials, the researcher may isolate certain themes and 

expressions that can be reviewed with informants, but that should be 

maintained in their original forms throughout the study. 

 The main task is to explicate the ways people in particular settings 

come to understand, account for, take action, and otherwise manage 

their day-to-day situations, in this case in relation to mentoring. 

 Many interpretations of this material are possible, but some are more 

compelling for theoretical reasons or on grounds of internal consistency.  

 Most analysis is done with words. The perspectives of 12 experienced 

teachers relating to mentoring were collected through face-to-face 

semi-structured interviews. The words can be assembled, subclustered, 

broken into semiotics segments.  They can be organised to permit the 

researcher to contrast, compare, analyse, and bestow patterns upon 

them, with a view to building a substantive theory, with a view to building 

a substantive theory.     

 

The main strength of qualitative research of this type lies in its ability to study 

phenomena which are not available elsewhere (Silverman, 2006). As in the 

case here, qualitative research provides researchers with “unique and 

valuable insights” of the social phenomena they are studying (Brabour, 2008: 

9). It is able to capture and communicate individual’s experience of the world 
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in his or her own words.  Qualitative methods produce richer detailed data 

about a smaller number of people and cases (Patton, 2002), and they allow 

the researcher to study the issues in depth and detail, providing deep insights 

into the phenomenon under study. In this study, qualitative research enables 

the researcher to elicit from the individuals - 12 primary school teachers - the 

factors that will influence experienced classroom teachers in making the 

decisions to take up mentoring roles, and the challenges they face when 

mentoring beginning teachers. The researcher gains insight of the 

perspectives of the Singapore Primary School teachers on mentoring through 

conducting semi- structured interviews.  

 

Qualitative data not only describe, they are also able to take the readers into 

the time and place where the observation was made (Patton, 2002).  The rich 

data collected in qualitative research such as this study provide “thick 

descriptions” which are not only vivid but also “nested in a real context”, and 

“have a ring of truth that has strong impact on the reader” (Miles and 

Huberman, 1994:10). As qualitative data are collected over a period of time, 

in this case 18 months, it makes them “powerful for studying any process” 

(Miles and Huberman, 1994:10). The data in this study was collected through 

face-to-face semi-structured interviews with 12 primary school teachers. 

These interviews are conducted over a period of 18 months.  Qualitative data 

are able to connect the meanings they have located to the social world around 

the participants in the study. Thus, it is deemed that qualitative methods will 

best enable an in-depth investigation of experienced Singapore primary school 

teachers on the mentoring process.  
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Interpretive Paradigm 

The purpose of this proposed study is to develop an understanding of the 

meanings which Singapore primary school teachers attribute to the mentoring 

process they engage in, as a result of their understandings and actions. Thus, 

this study is located within the interpretive paradigm (Crotty, 1998; 

O’Donoghue, 2007). It focuses particularly on the perspectives of the 

participants about how their social reality regarding the mentoring process in 

Singapore is constructed. The interpretivist approach emphasises “social 

interaction as the basis for knowledge”, and this invites the researcher to use 

“his or her skills as a social being to try to understand how others understand 

their world” (O’Donoghue, 2007: 9-10). The main focus of the interpretivist 

approach is on the meanings of the phenomena, from the perspectives of the 

participants. It emphasises interpretation and suggests a focus on the 

meanings implicit in the action of the participants; the researcher strives to 

uncover and interprets those meanings. The emphasis on the meanings is an 

attempt to explain behaviour as a result of a set of factors, within the specific 

context under study, and within the boundaries of the key research question: 

“What are the perspectives of experienced classroom teachers who have 

mentoring experience in Singapore primary schools on mentoring beginning 

teachers?” 

 

Symbolic Interactionism 

Within the interpretivist paradigm, and for the purpose of this study, symbolic 

interactionism is the theoretical approach adopted to underpin the 

methodology. Symbolic Interactionism is a social – psychological approach 
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which is derived from the Chicago School of Sociology of the 1920s and 30s 

(O’Donoghue, 2007). It is a perspective which “places great emphasis on the 

importance of meaning and interpretation as essential human processes in 

reaction against behaviourism and mechanism stimulus-responses 

psychology” (Patton, 2002: 112). In this study, this is central to the study 

because the focus is on understanding the perspectives that primary school 

teachers have concerning the mentoring beginning teachers in Singapore 

Primary Schools. 

 

This approach is most closely associated with George Herbert Mead and 

Herbert Blumer (Patton, 2002:112).  It is popularised by the works of latter, 

and Blumer (1969) was the first to coin the term “symbolic interactionism” 

(O’Donoghue, 2007). Blumer (1969) posed three major premises as 

fundamental to symbolic interactionism. First, individuals act upon the world 

on the basis of the meanings that world has for them. Second, the meaning of 

the world is constructed socially through one’s interaction with the members 

of the society. And third, the meaning of the world is processed and modified 

through interpretation. Willis (2007:177) points out that the “meaning is not 

individualistic,” – it is a socially constructed action.  

 

Primarily, symbolic interactionism is concerned with the concept of “self”.  The 

concept of self is a “social construction” (Bogdan & Biklen, 2007:29). The self 

is conceptualised through interacting with the others in the society or, in this 

case the context of the school organisation. In other words, how people 

perceived themselves is part of how the way others view them. It is through 
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interaction that individuals construct meaning (Bogdan & Biklen, 2007) and 

those meanings become their reality.  In this view, the things around us - be it 

objects, people, situations and events do not possess their own meanings. 

The meanings are actually conferred to them (Bogdan & Biklen, 2007:27).  In 

short, “human experience is mediated by interpretation” (Blumer as cited in 

Bogdan & Biklen, 2007:27). Thus, when interpreting the data the researchers 

need to bear in mind that human interaction is not based only on the way the 

world appears to be, it should be based on how humans interpret the world.  

In this study, the “individuals” are the 12 Primary School teachers who are 

mentoring in Singapore Primary schools.  They gave meaning to the mentoring 

practices in the Singapore context though interpretation of those actions. 

 

Symbolic interactionism is able to “uncover people’s perspectives on a 

phenomenon” (O’Donoghue, 2007:20). Within symbolic interactionism, the 

central concept is the concept of “perspectives”. Very often, people in the 

same situation develop shared perspectives. The concept of perspectives is 

central to symbolic interactionism. In other paradigms, “perspectives”, “beliefs”, 

“meanings”, “understandings” used interchangeably. O’Donoghue (2007) 

points out that not only this practice is technically incorrect, it is also confusing.  

 

A perspective is an angle which individual takes as he or she looks at the 

reality and tries to understand it (O’Donoghue, 2007:27). Perspectives make 

it possible for us to make sense of the world we lived in. Though individuals in 

the society are limited by their perspectives, these perspectives are actually 
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very crucial in that they make it possible for us to make sense of the world 

(O’Donoghue, 2007:27).  

 

In this study, the term “perspectives” can be seen to be different from the term 

“attitudes” or “perceptions”. Perspectives serve as guides to one’s perception; 

they do have an influence on what we see and how we interpret what we see 

(Charon as cited in O’Donoghue, 2007:30).  The term “perspectives” actually 

“captures the notion of a human being who interacts, defines situations, and 

acts according to what is going on in the present situation” (O’Donoghue, 

2007:31).  As mentioned earlier, this study is positioned in terms of primary 

school teachers’ “perspectives”, a notion that encompasses what primary 

school teachers’ think, believe, and conceptualise with regard to the mentoring 

skills, and the resulting actions, orientations, dispositions and attitudes they 

adopt. The central research problem of this study was formulated and 

positioned to reflect this definition of “perspectives”. 

 

Two basic types of studies can be developed from the theoretical constructs 

of symbolic interaction. The first type of study is “frozen in time” and its main 

concern is to generate theory on the perspectives which the participants hold 

with regard to some particular phenomenon at a particular point in time 

(O’Donoghue, 2007:32).  The second type is those studies which aimed at 

generating theory on how participants “manage”, “deal with”, or “cope with” a 

phenomenon (O’Donoghue, 2007:32).   This study aims is to generate theory 

on how Singapore Primary School teachers manage the mentoring process. 

Therefore, it will unfold over time - 18 months in 9 differing contexts.  
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Central Research Question 

The central question of this research is as follows:  

 

What are the perspectives of experienced classroom teachers who have 

mentoring experience in Singapore primary schools on mentoring beginning 

teachers?  

 

Guiding Questions: 

This study, and specifically the data collection process, will be guided by the 

following questions: 

(1a) What do experienced classroom teachers in Singapore primary schools     

       understand by the term “mentoring”? 

 

(1b) What do the experienced classroom teachers in Singapore primary 

schools think mentoring involves?  

 

(2) What are the intentions of experienced classroom teachers in Singapore 

primary schools towards the activity of mentoring? What are the reasons 

they give for these intentions? 

 

(3) What strategies do experienced classroom teachers in Singapore primary 

schools say they used to realise these intentions? What are the reasons 

they give for the strategies they used? 
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(4) What is the importance of these intentions and strategies for these 

experienced classroom teachers in Singapore primary schools? What are 

the reasons they give for the significance which they attributed with these 

intentions and strategies?  

 

(5) What are the outcomes that these experienced classroom teachers in 

Singapore primary schools expect from the mentoring activities? What 

reasons do they give for these expected outcomes?  

 

(6a) What is satisfying and or problematic about mentoring beginning teachers?  

 

(6b) What do the experienced classroom teachers in Singapore primary 

schools        think are the factors that will help to support them to be better 

and more effective mentors?   

 

Selection of participants  

Purposive sampling was used in this study given the central and guiding 

research questions formulated, the time frame available, and access to 

participants. Sampling is done in “a deliberate way, with some purposes or 

focus in mind” (Punch, 2005: 187).  Purposefully selected participants will best 

help the researcher understand the problem and the research question 

(Creswell, 2009).  

 

A decision was made to select participants based on the basis of their ability 

to meet two basic criteria as listed below.  
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• They are experienced classroom teachers currently teaching in a 

Singapore primary school;  

• They have at least some mentoring experience.  

 

The first criterion was included as an attempt to identify participants who had 

a broad and deep a shared teaching background. The second criterion was 

included as the participants who had some mentoring experience would be 

able to provide more insights into mentoring.  After the researcher identified 

the participants who met the two criteria listed above, the researcher then 

purposefully sampled the participants who differed in their mentoring 

experiences i.e. some participants had less than 3 years of mentoring 

experience and some had more than 10 years of mentoring experience.  

 

 12 teachers from nine primary schools were selected to participate in this 

study. In total, 24 interviews were conducted. Participation selection was 

limited by the issues of practicality and manageability.  Where it was possible, 

however, the sample would aim to be as diverse as possible. Personal contact 

was used where possible, and where it was not possible contact was made by 

email or telephone. 

 

As noted above, the participants comprised 12 experienced classroom 

teachers who have some mentoring experience.  All 12 participants are female 

and working in Singapore primary schools. Eleven of them are permanent 

teachers and one participant is a retired Head of department who is currently 

reemployed as an adjunct teacher. They had undergone their teaching training 
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in Singapore. 10 of them are degree holders and 2 participants are non-degree 

holders. Two participants were between 25 to 29 years old, two participants 

were between 34 to 35 years old, six participants were between 40 to 48 years 

old, one participant was 50 years old and another participant was 66 years old. 

Six participants were classroom teachers, two participants were Heads of 

Department, one participant was a Lead Teacher and the remaining three 

participants were Subject Heads. Appendix A provides a summary of 

information about the participants to provide the description of the 12 

participants.  

Table 4.1 - Profile of Participants 

 

One of the characteristics of qualitative research as highlighted by Creswell 

(2008:214) is to “present multiple perspectives of individuals to represent our 

world”. The participants provided a range of backgrounds, ages and 

perspectives. Maximal variation sampling is used in this study. It is one of the 

No Teacher’s 
Name 
(Pseudonym) 

Age School Name 
(Pseudonym) 

Teaching 
Experience 

Mentoring 
Experience 

1 Siti Early 20s Khatib PS 3 years < 1 year 

2 Ya An  Late 20s Khatib PS 5 years > 2 years 

3 Nicole Mid 30s Angel PS 15 years > 8 years 

4 Ai Li  Mid 30s Jalan Kayu PS 8 years > 4 years 

5 Olivia  Early 40s Shunfu PS 19 years > 10 years 

6 Qistina Early 40s Hsien Loong PS 19 years 10 years 

7 Rose Mid 40s Nan Chun PS 12 years > 6 years 

8 Deepa Mid 40s Lorong Ah Soo PS 22 years > 5 years 

9 Qudsia  Late 40s Kuching PS 24 years > 16 years 

10 Ivy Early  50s Khatib PS 25 years > 20 years 

11 Ai Bee  Mid 50s  Khatib PS 29 years >20 years 

12 Anne Mid 60s St Marks PS 48 years >30 years 
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purposeful sampling strategies “in which the researcher samples cases or 

individuals that differ on some characteristics or trait” (Creswell, 2008: 214).   

 

Data Collection 

Qualitative data can be collected mainly through the interview, observation, 

participant observation and document (Punch, 2005). In this study, data was 

collected from semi-structured interviews. The rationale for doing so is 

described below.  

 

Interviews 

There are many data collection tools in qualitative research and interview is 

one of them.  Interview is one of the most powerful ways one can understand 

others, and it is “a very good way of accessing people’s perceptions, meanings, 

definitions of situation and constructions of reality” (Punch, 2005:168), in this 

case their mentoring experiences across 9 contexts.  

 

There are many forms of interview. In this study, semi-structured, in-depth 

interview was selected to be the main form of data collection for it “facilitates 

a strong element of discovery, while its structured focus allows an analysis in 

terms of commonalities” (Gillham, 2005:72). Most importantly, it produces rich 

information.  The participants in this study were guided by the researcher, 

inviting them to explain their perspectives, strategies, actions and intentions 

towards mentoring.  
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Throughout the interview process the participants were able to express their 

views and opinions, and made suggestions that might not have been 

previously considered.  Through the selection of a variety of schools and 

teachers a range of views could be collected and analysed.  A total of 9 primary 

schools were involved in this study. Appendix B provides a summary of 

information about the 9 schools. 

Table 4.2: Profile of the 9 schools involved in the study      

 

This generated a range of responses that could add to the understanding of   

experienced Singapore primary school teachers’ perspectives on mentoring 

beginning teachers.   

 

Each interview itself, although based around the guiding questions (see 

appendix C), was conducted in a more conversational manner in order to place 

the participant at ease and to facilitate good rapport. The researcher gave 

consideration to the role that the interviewer played when conducting a semi-

structured interview in order to get richer data.  Both the researcher and the 

No. School Name (Pseudonym)   

1 Angel PS Co-ed Government  

2 Hsien Loong PS Co-ed Government  

3 Jalan Kayu PS Co-ed Government  

4 Khatib PS Co-ed Government  

5 Kuching PS Co-ed Government 

6 Lorong Ah Soo PS All Girls Government Aided 

7 Nan Chun PS Co-ed Government  

8 Shunfu PS Co-ed Government  

9 St Marks PS All Boys Government Aided 
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respondent became “co-creators of data” through an interview (Haig as cited 

in Punch, 2005:173). It is when status differences between the interviewer and 

the respondent are minimised, that good rapport and trust are built, and richer 

data will then be generated (Punch, 2005:173). To do so, the researcher 

identified herself as a teacher and a student of education who is interested to 

find out the perspectives of the participants on mentoring, what are the factors 

that influence them to take up mentoring and the challenges they faced when 

mentoring beginning teachers. 

 

Setting up each interview was important. Kvale (2007) points out that the 

participants will want to have an understanding of intent of the interviewer 

before they allow themselves to talk unreservedly and expose their 

experiences and feelings to a stranger. Thus, the researcher has to pay 

special attention in setting up the interview, and building clarity of 

understanding regarding the purpose of the study, at the outset.   

 

Two weeks prior to the interview, an introductory letter (Appendix C) and an 

information sheet (Appendix D)  were sent to the participants, explaining to 

them the purpose of the study, how the interview was going to be conducted, 

and what was being investigated.  

 

Following this, the participants were contacted by telephone to briefly discuss 

the study. The phone call not only provided a good opportunity for the 

researcher to establish rapport with the participants, it also provided an 

opportunity for the participants to clarify any doubts or any issues regarding 
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the interview. In the event that the participants were not able to accept the 

researcher’s expectations or were uncomfortable with the researcher’s 

request, the participants were be able withdraw from the study (Gillham, 2005). 

In this study, none of the participants withdrew from the interviews.  

 

The participants were also given the opportunity to view the basic schedule 

prior to the interview with the explanation that the schedule was only a guide 

for the interview and the questions may not necessarily be asked in that order. 

This was done to allow the participants to have ample time to consider their 

responses.  It was also hoped that this would encourage more meaningful 

replies, which, in turn, would provide richer data. Spontaneous replies would 

be able to be included by asking clarifying questions, and other prompts. Thus, 

it would be possible to elicit both planned and unplanned responses that would 

again aid in gathering meaningful data. This proved to be the case as the 

interviews unfolded.   

 

A set of prompts was developed. The following prompts were designed to 

develop an understanding of the participants’ perspectives on mentoring 

process.  

(1) Background Information  

 How many years have you been teaching?  

 How many years of mentoring experience do you have?  

 Can you recall when did you start mentoring?  

     How many years of mentoring experience do you have?  

(1) What do experienced classroom teachers in Singapore primary schools 

understand by the term “mentoring”? 



98 

 

 What do you understand by the term “mentoring”?  

 What does mentoring mean to you?  

 What do you think are the roles of a mentor? 

 As a mentor, what do you think are your responsibilities?  

 Are there differences in the roles play by a cooperating teacher and 

a mentor? 

 If you were talking to a colleague about mentoring beginning     

      teachers, what  are the key things you would tell them? 

(2) What do the experienced classroom teachers in Singapore primary   

schools think mentoring involves?  

 What do you think mentoring involves? 

(3) What are the intentions of experienced classroom teachers in Singapore 

primary schools towards the activity of mentoring? What are the reasons 

they give for these intentions? 

 Why is it important to mentor beginning teachers?  

(4) What strategies do experienced classroom teachers in Singapore 

primary schools say they used to realise these intentions? What are the 

reasons they give for the strategies they used? 

(5) What is the importance of these intentions and strategies for these 

experienced classroom teachers in Singapore primary schools? What 

are the reasons they give for the significance which they attributed with 

these intentions and strategies?  

 What are some strategies that you have used (and are using now) 

to mentor beginning teachers? 

 Which strategies do you feel best in mentoring beginning teachers 

and why do you think they work? 

(6) What are the outcomes that these experienced classroom teachers in 

Singapore primary schools expect from the mentoring activities? What 

reasons do they give for these expected outcomes?  

 In your opinion, do you think mentoring is beneficial to beginning 

teachers? What about the mentors? 

 What are the benefits and costs of mentoring?  
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(7) What is satisfying and or problematic about mentoring beginning     

      teachers?  

 How do you find the overall experience of mentoring? 

 What is satisfying about mentoring?  

 What are the challenges you face when mentoring the beginning 

teachers? 

(8) What do the experienced classroom teachers in Singapore primary 

schools think are the factors that will help to support them to be better 

and more effective mentors?   

 In your opinion, what do you believe are the factors that will 

encourage or discourage you from taking up the mentoring role? 

  In your opinion, what are the areas that the ministry have done 

well to encourage experienced teacher like you to take up 

mentoring role?  

 In what areas do you think the ministry could have done better? 

What about the school?  

  In what areas do you think the school leaders can support you 

better in becoming a more effective mentor?  

Mentor- Mentee relationships 

Describe how you interacted with you mentee in mentoring situations.  

 

While these prompts form a lengthy list, not all were used in every interview. 

They were called upon as required.  

 

Three days before the interview, the participants were contacted again to 

confirm the attendance and to verify that the consent form (Appendix E) had 

been signed.  This not only served as a gentle remainder to the participants of 

the interview, it also provided another opportunity for the participants to further 

clarify any doubts or any issue regarding the interview.  
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Before the commencement of the interview, participants were briefed on how 

their responses would be transcribed and analysed for findings that would 

capture the perspectives they have on mentoring of beginning teachers.  

 

A photocopy of the Consent Letter jointly prepared by the researcher and the 

thesis supervisor was given to the participant.  Each participant could exercise 

their right to withdraw their participation at any stage during or after the 

interview. Participants were assured a copy of the verbatim transcript and 

consent letter they had just signed. The participant then signed the letter and 

prepared to be interviewed. By the end of the study, all 12 participants were 

included.  

 

Bearing in mind teachers have very tight schedules, the duration for each 

interview was approximately an hour and a half. The face to face interviews 

were audio-recorded provided that the participants had given the consent. The 

audio recorder was switched off when the participants wanted to share 

information that they described as “off the record” or confidential.  All 

interviews were transcribed after each meeting. This was done to ensure that 

the words of the participants were faithfully recorded. Some of the face to face 

interviews were conducted in the schools where the participants were teaching 

as this would save the travelling time of the participants. Some interviews were 

conducted in places that were convenient for the participants.  This was done 

as the participants may have been more relaxed in a more familiar context.  
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All of the follow-up interviews were conducted in private and the names of all 

the participants will remain anonymous. At the end of the interview, the 

researcher would thank the participants, and they would be once again 

assured that all information was confidential.  Participants were contacted 

within the next 3 months if the researcher needed any clarification or more 

information.  

 

Follow-up interviews were conducted within a period of 12 to 18 months.  The 

participants were invited to nominate a suitable date and time for the interview 

so as to minimise disruption to their busy schedule.   

 

The researcher set aside at least 10 to 15 minutes after each interview to 

reflect on what has been learned from the interview, and the observations 

made.  This immediate impression was recorded onto the interview tape as 

this provided a valuable context for the later analysis of transcripts (Kavle, 

2007). The following extract serves as a sample of the immediate impression 

recorded onto the interview tape follow-up interview transcript: 
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Table 4.3: Observations made during the interview 

 

 Interview transcript Observation 

L 

 

I 

How do you know how to mentor when you first 

started mentoring?  Was there anyone who guided 

you in mentoring when you first started mentoring? 

The teacher in charge (of mentors) conducted a 

briefing for all involved in doing the mentoring. If I 

wasn't sure of anything regarding mentoring, I could 

always seek the advice of the teacher in charge (of 

mentors) 

 Similar view 

as Mentor 

Ya-en – a 

new mentor 

L 

 

I 

 I see. Did the briefing you attended better equip 

you to be a mentor? 

The briefing did help. I was hardworking too as I 

was constantly in conversation with the teacher in 

charge (of mentors), checking if what I was doing 

was on the right track. 

 Mentioned 

that briefing 

helped the 

2nd time  

 

 

 

L = Interviewer’s prompt 

I = Participant’s response 

                                         

All the interviews were transcribed by the researcher personally so that no 

third party had the access to the interview tapes. Names, addresses and other 

information revealing the identity of the participants would be kept in a secure 

separate place from the transcripts.  All interview transcripts throughout the 

year would be given to the participants for verification. The participants would 

be invited to elaborate, refine, modify or alter the views they made during the 

interviews which they deem as inappropriate or too sensitive. The following 

extract serves as a sample of a follow-up interview transcript: 
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Table 4.4: Follow-up interview transcript 

L 

 

 

 

Y  

 

 

 

L 

 

Y 

 

 

 

L 

Besides being able to connect to the beginning teachers easily (as you 

mentioned in the previous interview), what is /are the advantage/s and 

disadvantage/s of being a mentor at your age? 

 

Though I graduated from NIE (National Institute of Education) only 4 

years ago, I always wanted to keep my teaching up to date and relevant. 

Mentoring actually enables me to do that.  

 

Could you elaborate on that please? 

 

Yes. I am able to constantly check on the relevance of my pedagogy in 

comparison with what the beginning teachers have brought with them 

from teacher training. This ensures my teaching is up to date. 

 

Thank you for your clarification.  

L 

 

 

 

Y 

 

 

In the previous interview, you mentioned that mentoring involves sharing 

of ideas with your mentee. So, besides sharing of ideas with your 

mentee, can you tell me what else does mentoring involve?  

 

Sure.  I can help the beginning teacher to become part of the teaching 

community … get use to the culture of the school.  The beginning 

teacher will be able to assimilate into the school culture faster.  

L 

 

 

 

 

 

Y 

In the first interview, you have described your mentoring style as 

somewhat “lay my cards out” and that communication is very important 

to you when it comes to mentoring, was there someone who influence 

your style?  Why is clear communication important to you?  

 

Oh…I actually learnt it from a Cooperating teacher that I had during my 

teaching practicum.  Right from the start (of the teaching practicum), she 

communicated her expectations clearly to me. I know exactly what her 

expectations were. This is good. I do not have to guess what she 
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wants. … Moreover, teaching practicum was only 10 weeks. No time to 

waste.  I adopted a similar style.  It is really important to communicate 

my expectations clearly to my mentee as it saves a lot of time and 

misunderstandings.  

L = Interviewer’s prompt 

Y = Participant’s response 

 

The data remains the property of the University for five years, is stored 

securely, and has been used exclusively for the proposed study.  No 

information pertaining to the participants has been released or included in 

reports written or publications arising from the study. 

 

Data Analysis 

As the purpose of the data analysis was to develop themes regarding the 

perspectives of experienced primary school teachers on mentoring, it was 

necessary to choose the most suitable methods of analysis to ensure that the 

data was treated thoroughly and the conclusions drawn from the data can be 

substantiated. Data gathered from different sources, such as interview 

transcripts and field notes, were rigorously and systematically analysed.  

 

To ensure that the data is analysed systematically, the process was guided by 

the core elements of qualitative data analysis outlined by Miles and Huberman 

(1994). Miles and Huberman (1994) developed a model of data analysis 

(Figure 4.1) that assists the researcher by providing a visual reference as to 

how data can be analysed. 
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Figure 4.1 : Components of Data Analysis: Interactive Model 

From: Miles and Huberman (1994: 12) 

 

The model of data analysis adopted for this study can be presented as a 

continuous, iterative process. This data analysis includes three components 

and they are (i) data reduction, (ii) data display and (iii) drawing and verifying 

conclusion. Throughout the data analysis, the three components are 

“interwoven and concurrent” (Punch, 2005:199) and their application is 

outlined as follows. This allows for the fluidity across contexts and across time. 

 

The second phrase, data reduction refers to “the process of selecting, focusing, 

simplifying, abstracting, and transforming the data” in the transcript (Punch, 

2005:198). Data reduction is done through writing summaries, coding, teasing 

out themes, making clusters, making partitions and writing memos (Miles and 

Huberman, 1994:10). This process occurs continuously throughout the 

analysis, until the final report is completed.  In this study, the process of data 

reduction began with coding. To get a feel for the data, the researcher read 

Data 

Collection  
Data Display 

Data 

Reduction Conclusions: 

Drawing /verifying  
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the interview data several times.  The researcher colour-coded words, 

sentences, and paragraphs that might form categories and these categories 

were constantly compared and contrasted to find connections, patterns, and 

prominent ideas. Major themes were formed after the researcher thought 

through the connection among the categories. Table 4.5 provides an example 

of data reduction from interview transcripts. 

Table 4.5: An example of data reduction 

Participant Interview transcripts Coding 

Rose 

 

As the Level Admin [Administration] 

Representative, I want the level to 

work efficiently. Thus, I cannot just 

leave them like that. So I need to 

mentor the teachers in my level 

indirectly.  

 Leadership 
position – in 
charge of 
teachers 

 Obligation  

Ivy Other factors that encourage the 

teachers to take up mentoring would 

be the joy of taking on the 

responsibility to mentor and train 

someone well. Another one would be 

being recognised (as a good teacher) 

and selected as a Cooperating 

Teacher by the school. And of course, 

being able to receive a letter of 

appreciation from the trainee teacher. 

I felt privileged to be selected to be a 

mentor.   

 

 

a joy  

 

 

a  form of 

recognition  

 

felt appreciated 

 

feeling 

 

Data display refers to the process of presenting information in a systematic 

way using visuals format such as matrices, concept maps, graphs and 
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spreadsheets. This display is an “organised, compressed assembly of 

information” that allows conclusion drawing and action (Miles and Huberman, 

1994:11).  The use of display is also part of analysis and not separate from it. 

Display is used at all stages as it enables the data to be organised and 

summarised (Punch, 2005:198).  Visual displays will assist in formulating the 

concepts as connections are made. Continually re-displaying the data visually 

assists in a stronger, more meaningful analysis. Table 4.6 provides an 

example of data display from interview transcripts. 

Table 4.6: An example of data display 

 Reasons for taking up mentoring role 

Professional belief Professional obligation  Personal gain 

Ya An  

 mentoring is part 

of my role as an 

educator 

Ai Bee 

 feel obliged to do 

 mentoring is part of 

my job. 

 I have no choice 

Nicole 

 felt noticed and 

important 

 first step towards 

leadership track 

 one of the first 

milestone in a 

teaching track 

 an opportunity to 

find out how 

suitable they are to 

proceed to the next 

level 

 an opportunity to 

shift to become a 

leader. 

Qistina  

 part and parcel of 

being a teacher 

 Fulfilling 

expectations  

Olivia 

supposed I am left with no 

choice 

Ivy  

 a joy  

 a  form of 

recognition  

 felt appreciated 

The third part of the analysis is drawing and verifying conclusions. It is also 

where by the researcher began to draw conclusions and develop propositions. 
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These conclusions were verified by looking back at earlier stages of the data 

analysis. This included the raw data, and confirming the significance of the 

suppositions, for example: 

 

Figure 4.2: Conclusion  

During each of these stages, especially as data is being coded, the researcher 

checked for consistency by taking random pages of the transcripts and re-

coding them. In addition, the central and guiding questions would always be 

displayed so as to reiterate the focus of the study and prevent the analysis 

from straying.  

 

The two basic operations involved in the analysis are coding and memoing. 

Both coding and memoing “provide the building blocks” for the analysis (Punch, 

2005:202). Coding is the “process of putting tags, names of labels against 

pieces of the data”, and these pieces of data may be “individual words, or small 

or large chunks of the data” (Punch, 2005:199). This part of analysis of 

involves how the researcher differentiates and combines the data retrieved 

and making reflection about this information (Miles and Huberman, 1994) as 

illustrated below.   

Professional 
belief

Professional 
obligation 

Personal gain
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There are two main types of codes: they are descriptive codes and inferential 

codes.  Descriptive codes are useful in summarising segments of data, and 

they provide the basis for higher-order coding later, refer to as inferential or 

pattern coding (Punch, 2005). The inferential codes are used to develop higher 

levels of data. Coding and memoing were ongoing throughout the whole 

process of analysis. Memos are “primarily conceptual in intent” (Miles and 

Huberman, 1994:72), and the process of memoing links coding with the 

developing of propositions (Punch, 2005:202).  The table below illustrates the 

data analysis process outlined in the preceding section: 

 

Table 4.7: An example of data analysis through open coding of an 

interview transcript 

Interview 
transcript 

Information 
bytes 

Descriptive 
coding 

Inferential 
coding 

A mentor is 
usually a person 
who has been in 
the field long 
enough to 
appreciate the 
positive and 
negative 
experiences. A 
mentor is also 
someone who is 
mature enough 
and has the 
resilience to face 
the challenges 
that they face 
every day when 
doing their job. I 
think these 
qualities in a 
mentor are the 
factors that allow 
them to rise 
above all 

a person who 
has been in the 
field long 
enough to 
appreciate the 
positive and 
negative 
experiences. 

 

A mentor is also 
someone who is 
mature enough 

 

has the 
resilience to face 
the challenges 
that they face 
every day when 
doing their job 

Attributes - 
experienced / 
has been 
teaching for 
some years 

 

 

 

 Attributes - 
Mature in his / 
her thinking  

 

Attributes -  has 
resilience to face 
challenges  

Primary school 
teachers identify 
the attributes of 
an effective 
mentor. 
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challenges and 
further able to 
convince not 
only themselves, 
but also those 
that they mentor 
that teaching is a 
worthwhile 
cause...  

Interview 
transcript 

Information 
bytes 

Descriptive 
coding 

Inferential 
coding 

…mentors are 
people who are 
able to resolve 
their challenges 
and who can 
help others do 
the same 
 
mentors are 
leaders too... 
and leadership 
skills need to be 
developed and 
refined 
 

are able to 
resolve their 
challenges and 
who can help 
others do the 
same 
 
 
mentors are 
leaders 
 
leadership skills 
need to be 
developed and 
refined 

Roles of a 
mentor -  a 
problem solver 
and able to help 
others to resolve 
challenges 
 
Roles of a 
mentor – 
Leaders 
 
Preparation of  
mentor -  
leadership skills 

Primary school 
teachers identify 
the roles of a 
mentor. 
 
 
 
Effective 
mentors need to 
be prepared for 
their mentoring 
roles. 

I enjoy guiding 
these trainees. 
Sometimes I find 
that it is also a 
learning process 
for me. … They 
may even have a 
different 
teaching 
approach for 
certain concepts. 
Let them try and 
allow them see 
how different it 
can be using a 
different 
approach. I 
usually allow the 
trainee to try out 
first and let them 
reflect what or 
how it can be 
done better. I 

I enjoy guiding 
these trainees. 
 
…it is also a 
learning process 
for me.  
 
It is rewarding to 
see them being 
able to handle a 
class confidently 
on their own at 
the end of their 
practicum. 
 
Let them try and 
allow them see 
how different it 
can be using a 
different 
approach. I 
usually allow the 
trainee to try out 

Mentor enjoys 
mentoring 
 
Mentor is 
learning from the 
mentees.  
 
Rewarding to 
mentor 
 
 
 
 
 
 
Mentor provides 
the mentees a 
platform / safe 
environment to 
try out different 
strategies.  
 
 

Primary school 
teachers identify 
potential 
benefits of 
mentoring for 
mentor. 
 
 
 
 
 
 
 
 
 
Primary school 
teachers identify 
the attributes of 
an effective 
mentor. 
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usually 
encourage them 
to do self-
reflection after 
every lesson. It is 
rewarding to see 
them being able 
to handle a class 
confidently on 
their own at the 
end of their 
practicum. 

first and let them 
reflect what or 
how it can be 
done better.  
 
I usually 
encourage them 
to do self-
reflection after 
every lesson.  

 
 
 
 
 
Mentor provides 
mentees the 
opportunity to 
reflect and learn.   
 
 

 

Upon completion of the inferential coding of all the transcripts, the subsequent 

process of pattern coding enabled the clustering of recurring themes related 

to primary school teachers’ perspectives regarding mentoring beginning 

teachers. This stage of coding led to the formulation of four sub-theoretical 

propositions. 

 

Table 4.8.1:  Sub-theoretical proposition #1 

Sub-theoretical proposition #1 Attributes  

Primary school teachers identify 

the attributes of an effective 

mentor. 

 

Attributes of an effective mentor 

lifelong learners 

provides the opportunity to learn  

able to build good interpersonal 

relationships 

good understanding of what mentoring 

is  

adequate classroom teaching 

experience 

good pedagogy  

good content knowledge. 
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Table 4.8.2:  Sub-theoretical proposition #2 

 
Table 4.8.3:  Sub-theoretical proposition #3 

 

Table 4.8.4 :  Sub-theoretical proposition #4 

Sub-theoretical proposition #2 Considerations 

Primary school teachers identify 

the reasons for taking up the 

roles 

Reasons for taking up mentoring roles 

professional belief  

professional obligation  

personal gain  

Sub-theoretical proposition #3 Considerations 

Primary school teachers identify 

the potential benefits of 

mentoring. 

Benefits for mentors 

gained satisfaction 

career advancement 

professional growth  

Benefits for mentees 

smoother entry into the school 

environment better understanding of the 

school culture 

Sub-theoretical proposition #4 Conditions that influence the 
efficiency of the effective mentors’ 
attributes 

Primary school teachers identify 

a set of favourable conditions for 

mentoring. 

 

Enabling  conditions 

adequate preparation of mentor  

proper selection of mentors  

matching of mentors and mentees  

positive school culture  

reduction of workload  

Disabling conditions 

Heavy workload  

Unavailability of time 
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These four sub-theoretical propositions were merged to formulate a 

conjunction of three main interrelated theoretical propositions that 

encapsulates the key perspectives of primary school teachers regarding 

mentoring of beginning teachers: 

 

Effective Mentors exhibit particular attributes pertaining to 

communication, personality and mentoring approaches. 

 

Primary School Teachers in Singapore deemed that the commitment 

level of the mentors is linked to their level of intent and perceived 

potential benefits of mentoring.  

 

Primary school teachers identified the conditions that influence the 

efficiency of the effective mentors’ attributes.  

 

While the preceding section focussed on the data analysis processes that 

were carried out in the conduct of this study, the next moves its attention to 

matters of the rigour and trustworthiness of the theoretical propositions 

formulated as a result of this analysis. 

 

Trustworthiness 

To ensure rigorous and trustworthy results are achieved, qualitative 

researchers make use of other criteria that are different from those which are 

used in quantitative studies (Punch, 2005).  

 

In this case, the internal validity of the proposed findings is enhanced by 

“member checking” of the participants’ individual interview transcripts (Punch, 
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2005; Willis, 2007). The verbatim transcripts were taken back to the 

participants for validation before analysis was undertaken. However, 

validation did not just stop here. The researcher continued to check with the 

participants as the propositions emerged.   

 

To ensure the reliability, a pilot study which involved a pre-pilot stage and pilot 

stage was conducted.  This was to ensure the interview questions were 

relevant to the study and clear, and the features of the study design were 

congruent to them. Following the analysis of the transcripts of the interviews 

conducted in the pilot sage, it became apparent that each interview could be 

enhanced with a series of follow up questions.  Samples of the questions are 

given below. 

Questions: 

 How do you know how to mentor when you first started mentoring?   

 Where did you gather your ideas of mentoring from? Is there 

anyone who influences your mentoring style? 

 Do you have any idea why were you selected to be a mentor? Do 

you see these qualities are important for mentoring? Why? Why 

not? 

 What do you think a good mentoring programme should be like? 

 In Singapore context, what do you think are the possible reason/s 

that teachers are accepting the mentoring roles despite heavy 

workload? 

 Was there anyone who guided you in mentoring? Is there anyone 

who influences your mentoring style?  
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 How did you the school prepare you for the mentoring role?  

 How do you think we can prepare teachers to taking up mentoring 

role?   

 Have you seen the guidelines provided by National Institute 

Education? Do you find them useful?  

To ensure its credibility and transferability, the proposed study reported rich, 

thick and detailed descriptions of the participants, data collection, analysis 

strategies and findings.  This enabled anyone who was interested in 

transferability would have a framework for comparison. It is argued that the 

credibility of the study is enhanced by the fact that the researcher is also a 

trained teacher mentor in Singapore. In the case of this study, the researcher 

has had 25 years’ expertise and experience in a range of educational settings, 

and has a sound understanding of the issues experienced teachers faced 

when they mentor. 

 

Ethical Considerations 

Participants in this study were first approached informally to seek their 

participation in the study and this was followed up with a formal letter. The 

formal letter included a consent form (see Appendix E) and a description of 

the research, details of the data collection methods and timetable, significance 

of the study, and the confidentiality arrangements.  A postage paid pre-

addressed envelope was provided to facilitate the collection of consent forms.  

Participants were also informed that their participation in this study was strictly 

voluntary, and that they could withdraw from the study at any time without 

prejudice.  This was done with the intention to set the correct tone for the 
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interview and to acknowledge the ethical procedures that are implicit in this 

type of research (Gillham, 2005).  All participants were assured that their 

identity would remain confidential and their names, addresses and other 

identifying information were kept in a secured place, but separate to the 

transcripts. Their identity would not be disclosed either verbally or in 

publication based on the study.  Name of schools and the names of 

participants were disguised in all research data to provide anonymity. All data 

were treated confidentially.   All transcripts, notes and audio file were stored 

in a lockable cabinet at the researcher’s home. 

 

Conclusion  

This chapter has described the interpretive framework of the study.  This 

paradigm seeks to understand the perspectives of Singapore primary school 

teachers on mentoring beginning teachers through asking the teachers’ aims, 

strategies, significances and their reasons for their aims, strategies and 

significance. Next there was a discussion of who the participants were, and 

how they were chosen.  This was followed by a section on the procedures 

used for gathering data, with an emphasis on semi-structured interviews.  

 

Techniques as described by Miles and Huberman (1994) were used to analyse 

the data collected. This included data reduction, data display and drawing and 

verifying conclusions. Finally, there was a brief section on the establishment 

of trustworthiness.  
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The next three chapters delineate each of the three major interrelated 

theoretical propositions that emerged from the analysis of the data collected 

for this study. These include: 

Proposition One: 

Effective Mentors exhibit particular attributes pertaining to communication 

and mentoring approaches. 

 

Proposition Two: 

Primary School Teachers in Singapore deemed that the commitment level 

of the mentors is linked to their level of intent and perceived potential 

benefits of mentoring. 

 

Proposition Three: 

Primary school teachers identified the conditions that influence the 

efficiency of the effective mentors’ attributes.   

 

Each proposition will be dealt with in turn as Chapters Five, Six and Seven. 
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Chapter 5: Theoretical Proposition One 

Effective Mentors exhibit particular attributes pertaining to 

communication and mentoring approaches. 

Introduction  

The above theoretical proposition is the first of a set of three arrived at through 

the analysis of the interview transcripts of 12 Singapore primary school 

teachers discussing the perspectives they hold on mentoring beginning 

teachers. The transcripts of those interviews were rigorously and 

systematically analysed in line with the process outlined in Chapter 4. To 

ensure that the data was analysed systematically, the process was guided by 

the core elements of qualitative data analysis outlined by Miles and Huberman 

(1994).  

 

This theoretical proposition: “Effective Mentors exhibit particular attributes 

pertaining to communication and mentoring approaches.” is built on four 

themes that capture the key concepts embedded within the data. 

The first theme reads: 

Effective mentors engage in lifelong learning, and create opportunities 

for others to learn. 

The second theme reads: 

Effective mentors demonstrate the ability to build good interpersonal 

relationships. 

The third theme reads: 

Effective mentors demonstrate a good understanding of what 

mentoring is in specific educational contexts.  
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The fourth theme reads: 

Effective mentors must meet three pre-requisites, namely (i) adequate 

classroom teaching experience, (ii) good pedagogy and (iii) good 

content knowledge. 

A summation of the attributes exhibited by effective mentors are listed in Figure 5.1. 

 

Figure 5.1 Summation of the attributes exhibited by effective mentors 

 

Each of these themes is examined separately in the ensuing sections. Several 

key concepts embedded to each of the themes, will also be analysed providing 

a deeper and richer portrayal of the findings in this chapter.   

Effective mentors engage in lifelong learning, and create opportunities 

for others to learn. 

In the first theme underpinning the theoretical proposition presented in this 

chapter, the participants in this study identified three key concepts related to 

this theme. They considered effective mentors (i) to be passionate about 

learning and engage in lifelong learning, (ii) to be reflective in their practices, 

Engage in lifelong learning and 
create opportunities for others to 

learn. 

Demonstrate the ability to build 
good interpersonal relationships

Demonstrate a good 
understanding what mentoring is 
in specific educational contexts

Must meet 3 pre-requisites                
(i) adequate classroom teaching 

experience, (ii) good pedagogy and 
(iii) good content knowledge. 

Effective Mentors
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and (iii) create opportunities for others to learn. Each of the above attributes 

of effective mentors who engage in lifelong learning namely is discussed 

further in the following sections. 

 

The following elaboration encapsulates these three key concepts capturing 

many perspectives of teachers; namely: 

It is the perspective of Singapore’s Primary School teachers that 

effective mentors are lifelong learners who are passionate about 

learning, are willing to share their knowledge with the others, are 

reflective, have the ability to lead others to reflect, and promote learning 

by creating opportunities for others to learn.  

 

Key concept 1:  Passionate about learning  

The participants in this study pointed out that effective mentors are passionate 

about learning. Mentor Anne, an experienced retired teacher and now a full 

time mentor, continues to attend courses and workshops to upgrade her 

learning even after her retirement. She found that attending courses and 

workshops “opens up [one’s] mind a lot”. Mentor Anne not only attended 

courses and workshops, she also brought back ideas she picked up from the 

courses and workshops she attended, and shared with her teachers during 

Professional Learning Team meetings.    

 

According to the participants involved in this study, mentoring involves a “great 

deal of collaboration” and they pointed out that effective mentors “must be 

willing to share their knowledge”. Mentor Ya An, a young mentor, commented: 
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“I am just happy to share my ideas and experience with my mentees in my 

mentee’s transition from what was learnt in NIE to real classroom 

experience…” when she was approached to mentor for the first time.  

 

Besides attending courses and workshops, all the participants in this study 

agreed that mentoring provides them with the opportunity to reflect (Stout, 

1982; Koerner, 1992; Clinard and  Ariav, 1998; Fletcher, 2000; Halloway, 2001; 

Lopez-Real & Kwan, 2005; Ponte and Twomey, 2014) and learn. Mentor Ya 

An shared that:  

“I am able to constantly check on the relevance of my pedagogy in 

comparison with what the beginning teaches have brought with them 

from teacher training. This ensures that my teaching is up to date.”  

 

The participants involved in the study reported in this thesis, highlighted that 

engaging in lifelong learning is important for the mentors in order to stay 

current and relevant to the fast changing world. Mentor Anne stressed that 

with the new initiatives such as the holistic assessment and PERI (Primary 

Education Review and Implementation Committee), mentors “must go” for 

training or else they would not know what was going on in the education field. 

The participants stressed that engaging in lifelong learning will promote 

professional growth in mentors. 

 

This view is supported by Mentor Qudsia who stated:  

“Professional Development is necessary for them (mentors) to stay 

current and relevant in this fast, changing world that we are in. 
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Mentoring is not all about telling stories about your past experiences. 

Mentors must develop themselves professionally to stay relevant and 

current. Professional development should not be viewed as work.  It is 

a responsibility.” 

It is noted from the preceding discussion that an effective mentor who engages 

in lifelong learning is passionate about learning. The participants in this study 

acknowledge that engaging in lifelong learning is important for the mentors to 

stay current and relevant to the fast changing world and it will promote growth 

in mentors.  

 

Another characteristic which the participants in this study identified in effective 

mentors who engage in lifelong learning, is the quality of being reflective in 

their practices, and having the ability to lead others to be reflective.  The next 

segment examines this quality.  

 

Key concept 2: Reflective in one’s practice  

Based on the perspectives of participants in this study, effective mentors are 

reflective and possess the ability to lead others to reflect. According to Mentor 

Ivy: “Being reflective in one’s practices is a quality of good mentor.”  

 

Learning might not just take place during workshops or training, the 

participants involved in this study reported that they have learnt through 

reflection. Through reflection they have become better mentors.  Mentor Ivy 

shared that:  
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“I am a better mentor now than when I was one twenty years ago. With 

practice in mentoring skills and gaining a different experience with each 

mentoring session, I have benefitted and improved on my mentoring 

skills. Because of the coaching strategy that I have adopted, I am no 

longer just a provider of feedback. I actually get the mentee to reflect 

what went wrong in the lesson.” 

This statement highlights the significance of reflection in the developing 

expertise of the mentor.  

 

It is evident from the above discussion that being reflective is one of the 

attributes an effective mentor who engages in lifelong learning possesses. The 

participants in this study reported that they have learnt and grown through 

mentoring. This process of self-improving is central to mentoring.  

 

The majority of participants in this study pointed out that an effective mentor 

has the ability to lead others to reflect. Mentor Qudsia shared that her mentors: 

 “…are very good at leading us during reflections. They asked thought  

           provoking questions. Their main concern is always about making things  

            better and about teaching others.” 

 

Mentor Nicole shared a similar view, she said:  

“… instead of telling the mentee what to do or what not to do, the mentor 

but rather rationalises with the mentee on his/her actions leading them 

to learn and reflect on their actions.”  
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Mentor Ivy commented:  

“He [A mentor] should be able to coach a mentee to solve his own 

problems or find his own answers. I ask the mentees open-ended 

questions – questions that require him to think and elaborate. These 

types of questions allow me to ask further questions to clarify any 

doubts during the conversation.” 

 

It is evident from the above discussion that besides being reflective, effective 

mentors also lead others to reflect in their practices.  Effective mentors do not 

just provide their mentees with the solutions to their problems (Awaya et al, 

2003), they guide their mentees to find a way to solve their problems 

(Ambrosetti & Dekkers, 2010).  

 

The participants involved in this study also noted that effective mentors, who 

engage in lifelong learning, have the ability to create opportunities for learning.  

The next segment examines this characteristic.  

 

Key Concept 3: Create opportunities for learning   

Data evidence indicates effective mentors not only are reflective and have the ability 

to lead others to reflect, they also create opportunities for others to learn. Mentor Aili 

shared:  

“They [Mentees] have ample time to prepare the resources as they are 

given a lighter teaching load. They may have a different teaching 

approach for certain concepts. A good mentor encourages them to try 

and allows them to see how different it can be using a different 



125 

 

approach. I usually allow the trainee to try out first and let them reflect 

what or how it can be done better. I usually encourage them to do self-

reflection after every lesson.” 

 

Mentor Aili was not the only one who encouraged her mentees to try out new 

teaching strategies in the classroom, all the other participants in this study 

shared that they did the same. By doing so, the mentors are actually helping 

to “stimulate the mentees’ creative and critical thinking”, and to “help them 

build the capacity to develop perceptive decisions and take appropriate 

actions” Portner (2003:8). Awaya et al (2003) have noted that the work of a 

mentor is to help mentees to reframe issues so that they can be solved and 

not providing them with the solutions.  

 

Mentor Anne extended this practice into the broader community and 

encouraged her mentees to share good classroom practices with the other 

teachers in the school. She stated that:  

“I always encourage the teachers to share. After observing their lessons, 

I will go through with them their strengths and weaknesses. From the 

lessons, I would pick up the good classroom practices, then highlight to 

the other teachers that good classroom practices I have observed.  I 

would then ask the teacher to share [the good classroom practices] with 

the others.”  

 

By encouraging her teachers to share good classroom practices among 

themselves in a non-threatening environment, she has also helped to create 
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a positive school culture that encourages and promotes learning from a 

collaborative orientation; one that values the contributions of both experienced 

and neophyte teachers. This reciprocity is affirmed by all learners within the 

mentoring context.  

 

It is evident from the data that an effective mentor who engages in lifelong 

learning creates opportunities for others to engage in learning, both 

individually and collaboratively. In turn, they have also helped to create an 

environment that encourages and promotes learning. 

 

In summary, it can be noted that the participants in this study identified three 

attributes that an effective mentor who engages in lifelong learning possesses. 

They are namely (i) to be passionate about learning and engage in lifelong 

learning (ii) to be reflective in their practices, and (iii) create opportunities for 

others to learn. These attributes, which were encapsulated in the first theme 

of the first interrelated theoretical proposition, were discussed in detail in the 

preceding section. 

 

It will be recalled that the first interrelated theoretical proposition that forms the 

focus of this chapter comprises four themes. The second theme of the first 

interrelated theoretical proposition will now be discussed with more 

elaboration in the following section. The second theme reads: 

Effective mentors demonstrate the ability to build good 

interpersonal relationship. 
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The attributes embedded in this theoretical proposition are built on four key 

concepts, and each of which is dealt with forthwith. 

 

It is important to build and maintain a productive mentor-mentee relationship 

as it provides the “mechanism for” and is the “source of energy behind” a 

mentor’s ability to carry out mentoring functions (Portner, 2008:12). Studies 

from Lee and Feng (2007) and Li (2009) highlighted the importance of 

interpersonal relationships in mentoring. The participants in this study all 

agreed that mentoring involves interaction, and thus it is important for effective 

mentors to demonstrate the ability to establish good interpersonal 

relationships with their mentees. They acknowledged that establishing good 

rapport with the mentees is important and essential in fostering good 

mentoring relationships.  

 

Generally, all the participants in this study acknowledged that it is important 

for the mentors to demonstrate the ability to establish good interpersonal 

relationships with their mentees. Four key concepts were identified in this 

construction of this theme emerged from the analysis of the participants’ data.  

They are namely (i) availability and accessibility, (ii) honest and constructive 

feedback, (iii) trust, and (iv) capacity to nurture. Each of these key concepts is 

examined separately in the following sections. The following elaboration sum 

up these four key concepts that participants identified in this construction of 

this theme: 

Singapore Primary School Teachers believe that in order to build good 

interpersonal relationships, it is necessary for mentors to make 
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themselves available and accessible to their mentees, have the ability 

of giving honest and constructive feedback, are able to gain trust from 

their mentees, and have the capacity to nurture.  

 

Good interpersonal relationships between mentors and mentees serve as a 

“lubricant for mentors when giving direct instructions and making critical 

evaluation” (Li, 2009:155). This complex dynamics of mentoring is clearly 

evident in the interpersonal relationships, as is demonstrated below.  

 

Key concept 1: Availability and accessibility 

The participants in this study pointed out that effective mentors are willing to 

make the effort to be available and accessible to their mentees (Brown, 2001; 

Gilbert, 2005; Lee and Feng, 2007; Marable and Raimondi, 2007; Hudson, 

2012). They believe that spending enough quality time together can assist 

successful interactions, and is also necessary to build a strong relationship 

between the mentors and mentees (Lee and Feng, 2007). Studies have shown 

that quality time should be set aside for mentors and mentees to reflect and 

come together for dialogue (Clinard and Ariav, 1998; Giebelhaus & Bowman, 

2000; Brown, 2001; Monsour, 2003; Gilbert, 2005; Maisre, Boudreau and Paré, 

2006; Turley, Powers and Nakai, 2006; Lee and Feng, 2007; Hall, 2008, Martin, 

2008; Gilles et al, 2013).  

 

The perspectives of the participants involved in this study conclusively reflect 

that availability and accessibility of mentors is important for beginning teachers 

to help them to survive the shock of classroom reality. Findings from some 
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studies (Ahn, 2014; Brown, 2001; Gilbert, 2005; Lee and Feng, 2007; Marable 

and Raimondi, 2007) suggest that mentors and protégés should work in close 

proximity and preferably within the same building to facilitate frequent 

communication.  

 

All the participants in this study reported working in close proximity and 

claimed that it was thus more convenient and easier to meet their mentees. 

Mentor Qistina, who sat in a different office from her mentees, often had to 

make special effort to go to the room where her mentees were to meet them.  

She said: “Well, I check on them. I try to do it regularly and when necessary 

to meet or what I think is important I will talk to them.” Clearly that distance 

from mentees had the potential to impact negatively on mentoring and is not 

advised.   

 

Mentor Rose stressed that it is important for mentors to make themselves 

available for their mentees. Recalling her own experience as a mentee, Mentor 

Rose shared:  

“When I was first posted to St. XXX school, I had a mentor, Mrs X. I 

found that it was not easy for me to approach her because she was 

always busy with stuff. However, I found some other teachers were 

more approachable because we shared the same free periods and we 

see each other more often than I saw my designated mentor.” 

This quotation highlighted though mentors and mentees are working in the 

same building, it is important to have common space and time for sharing and 
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mentoring to take place. The dislocation of a mentor either physically or 

professionally can inhibit effective mentoring.  

 

The participants in this study were willing and prepared to spend considerable 

time and effort to establish good interpersonal relationships with their mentees. 

Mentor Qudsia stated that: “Good mentoring is about sharing... your time too.” 

 

Supporting this view, Mentor Aili commented:  

“Make time for it. I have to prioritise my work. Personal class work can 

be done at a later time. It is not easy to have a common free time with 

the Beginning Teachers. Once the meeting [with the mentee] is 

arranged, other matters will have to be put on hold.”  

The management of time is necessary so as to have quality mentoring 

experience.   

 

The majority of the participants in this study reported that very often they had 

to make special arrangements to meet their mentees after school hours as 

their schools were not able to block off some time for consultation during 

curriculum time. However, it was a challenge for some participants to find a 

common time slot to meet after school hours. Mentor Deepa commented: “We 

sometimes can't find time to meet after school because I will be down for 

remedial, CCA [Co-Curricular Activity], course…” Despite the heavy workload, 

Mentor Olivia stressed that: “If you can squeeze, you squeeze some time 

out …”. Since it is rather challenging for the mentors to arrange to meet their 

mentees, Mentor Ya An suggested that it would be good if school could block 
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off a period for consultation during curriculum time, suggesting the schools 

many need to develop a formal policy to enable quality mentoring.  

 

The participants in this study understood spending enough quality time 

together was necessary to building strong relationship between the mentors 

and mentees. Awaya et al (2003) argued that it is when there is a strong 

mentoring relationship, mentors are more alert and sensitive to the verbal and 

non-verbal messages their mentees are sending, and the emotional well-being 

of the mentees will then be supported.  

 

Participants in this study were willing and prepared to spend considerable time 

and effort to establish good interpersonal relationships with their mentees. 

They strongly believed that being available and accessible to the mentees is 

important to building strong relationships and help the mentees to survive the 

shock of classroom reality, particularly in their early years of teaching.  

 

The participants highlighted the importance for mentors to have the ability to 

give honest and constructive feedback. The next section deals with this 

concept.  

 

Key concept 2:  Honest and constructive feedback 

The participants in this study understood that giving feedback is one of the 

many roles mentors need to perform in the mentoring process. They all 

stressed that honest and constructive feedback is important as it adds value 

to the mentees’ learning and aids them to grow professionally.   
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According to the participants in this study, effective mentors should have the 

ability to give both honest and constructive feedback. Mentor Ivy said: “Good 

mentors should be able to assess a conversation with the mentee and come 

out with constructive feedback that will benefit the mentee.” Mentor Qistina 

added that: “…giving advice would be part of developing them [mentees].” 

 

According to the participants in this study, this role can be challenging for 

mentors because if for example this role is not performed well, it may cause 

tension in the mentoring relationships. In the study conducted by Maistre, 

Boudreau and Paré (2006), it was found that mentors do not like to engage in 

the summative evaluation processes.  

 

The participants in this study understood the importance of giving honest and 

constructive feedback and the challenge of performing this role well.   They 

exercised extra care when providing feedback after each lesson observation 

in fear that it might cause tension in their relationship with their mentees. 

Mentor Qistina commented: “…feedback should be given in a way that is not 

intimidating…” and she further added that “choice of words” is very important. 

Mentor Ai Bee said that mentors should not be “too judgemental” or “too critical” 

during observations despite her commitment to authentic feedback.  Mentor 

Aili shared that: “I usually give very encouraging feedback and do not just to 

focus on the weakness.” Mentor Anne said that: “Maintaining two way 

communications” is important. Mentor Rose pointed out: “We have to be 

honest and think forward towards betterment of the mentee. Constructive 

criticism should be practised …”. 
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On the topic of providing feedback, Mentor Nicole emphasised that:  

“A mentor should not be someone who keeps finding fault or telling the 

mentee what to do or what not to do but rather rationalises with the 

mentee on his / her actions leading them to learn and reflect on their 

actions… the mentor should allow the mentee to grow professionally 

rather than spoon feed or correct their actions.”  

 

Though the participants involved in this study value feedback, they cautioned 

that that giving too much feedback could also be viewed as finding fault and 

being negative. This could also cause tension in the mentor / mentee 

relationship and might impede the mentee’s growth as illustrated below.  

 

Mentor Nicole’s conversation highlighted that mentors need to be very wary of 

what was the amount and type of feedback to be given to their mentees. It was 

argued that too much feedback may cause tension in the mentor / mentee 

relationship. Rather, focussed and constructive wording enabled learning 

through authentic and diagnostic, critical review.  

 

Mentor Ivy learnt from her years of mentoring that one should not just “shoot 

out the negative points that (one) wanted (one’s) mentee to take note and 

improve”.  She did not praise or provide positive feedback for her mentees 

when she first started out mentoring. Neither did she give her mentee the 

opportunity “to rebut and explain the reasons why he/she did certain things 

during a lesson.” She realised that her feedback was accepted by her mentee 

when her mentee “simply ignored it and made the same mistake again”.  She 
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strongly encouraged mentors to maintain a two-way communication between 

the mentor and mentee, and “be calm and patient and not judgemental or too 

quick to jump to conclusions.”   

 

Mentor Aili would discuss the strengths and the weaknesses of the lesson and 

“usually give very encouraging feedback and not just focus on the weakness” 

during post lesson conference. This is what the mentors consider authentic 

feedback which is central to effective interpersonal communications.  

 

The participants in this study understood that the importance of giving their 

mentees honest and constructive feedback will help them to learn and grow.  

They exercised extra care when providing feedback to their mentees. They 

have also learnt that giving the right amount of feedback is important.  They 

stressed that giving too much feedback could impede the growth of the 

mentees as mentees could remain overly reliant on mentors’ feedback. Rather 

the objective of mentoring was seen to be to mentor students towards of 

autonomy as a professional.  

 

In doing so, the participants identified trust as a very important element in 

building a good mentoring relationship. The next section deals with this key 

concept in more detail.  

 

Key concept 3:  Trust  

In general, the participants in this study agreed that trust is a very important 

building block in the construction of a good mentoring relationship. They 
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stressed the importance in building a good mentoring relationship as “it allows 

both the mentor and mentee to recognise, accept, discuss, and consequently 

work to improve ineffective practices” (Portner, 2008: 16).  They argued 

strongly that that it is when there is an absence of suspicion and fear and when 

there is confidence, that trust can be built.  

 

Teachers confirmed that it is not an easy task to establish trust within a short 

period of time. Mentor Anne shared that her mentees were “a bit wary at first” 

and “scared” as they did not know who she was when she first joined her 

current school as a mentor. She shared that she took almost half a year to 

gain the trust of her mentees but following this bond they became very 

comfortable with her.    

 

Though it might not be an easy task to establish trust within a short period of 

time, the participants in this study reported that they did make a considerable 

effort to gain their mentees’ trust, and they shared a few ways they used to 

establish trust in a mentor/mentee relationship. Building good rapport is one 

the way which mentors use to build trust.  

 

Mentor Rose stated: “I try to understand the mentees’ personality so that I will 

be able to reach them better.” This attempt to understand the unique qualities 

of each individual builds complex levels of trust. Other participants such as 

Mentor Qistina would try to establish good rapport right from the beginning of 

the relationship:   
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“I always believe that a good rapport will help me to make it easier to 

give advice and she [her mentee] will be more receptive. I normally 

have an informal meeting [with her mentees] to break the ice first”.  

Mentor Qistina would also take this opportunity to get to know her mentees, 

tell them and also “ensure that they can come to [her] for help”.  

 

Some participants in this study maintained the importance of communicating 

their expectations clearly. Mentor Qistina would let her mentees know “what is 

expected of them” during their first meeting.   Mentor Ya An shared: 

“I usually will state my terms right at the beginning. You can say that I 

lay my cards out. That is to communicate expectations clearly and to 

avoid any misunderstandings including the essentials like what I would 

want to see in the lessons, topics to be covered during their practicum, 

to how the markings should be done. The practicum is a short term, 

tight schedule and timing, so in order to avoid any miscommunication, 

misunderstandings, re-doing of things and to get things going, it is 

better to establish clear communication right at the beginning.” 

 

Clarity of expectations and building a shared set of outcomes is one way to 

build rapport and foster trust between mentors and mentees. Eliminating 

suspicion and fear is just not enough to build trust in the mentor / mentee 

relationship. According to the participants in this study, confidentiality is also 

an important element of fostering good the mentor / mentee relationship. 

Mentor Ivy pointed out that “a good mentor must be someone who can keep 



137 

 

secrets and not divulge or share with another person what a mentee has 

shared or discussed.”  

 

Mentor Anne shared that her mentees were comfortable to sharing things with 

her as: “We had established an understanding that I am not their Reporting 

Officer and they also know I don’t report to their Reporting Officers unless they 

have made very serious mistakes…”. This enhances trust.  

 

Mentor Ivy stressed that:  

“It is important for the mentee to able to trust the mentor in that she 

would not divulge confidential information to others. In this way, the 

mentee feels comfortable that no one except the mentors knows about 

her/his issue. At the same time, helping her/him to solve her problem.” 

 

Mentor Olivia warns that betraying the mentee’s trust could have a negative 

impact on the mentoring relationship. Trust has to be built on an individual’s 

confidence. Clearly rapport is built; trust is deepened through a range of 

strategies, ultimately enhancing interpersonal relationship between mentors 

and mentees.  

 

Portner (2008:19) points out that a powerful way to build and maintain a 

productive mentoring relationship is to “share thoughts and feelings about 

teaching.” This is one of the ways the participants in this study use to build and 

maintain a productive mentoring relationship.  Mentor Ivy reported that: “I 

engage in frequent conversations with them [mentees], sometimes expressing 
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my views on issues and sometimes asking them about their opinions on 

certain issues.”  

 

The participants in this study all agreed that an effective mentor must 

“constantly listen to the mentee” and be “ever ready to lend a listening ear to 

him/ her should he/she require for example, emotional support”. Mentor Ivy 

further added that: “A mentor is someone who can empathise with the mentee 

and must be able to "feel that everything is going fine with the mentee.”  

 

Paying attention to mentees’ feelings is an “excellent way to draw out the 

mentee’s specific needs and concerns” (Portner, 2008: 19).  Clearly, the 

participants recognise that emotions are central to teacher development and 

strategically provide support to the developing professional.  

 

Clear communications, building rapport and providing emotional support are 

central to building and an environment of trust in the context of effective 

mentoring. In general, the participants in this study acknowledged that trust is 

an important element in building good mentor / mentee relationship.   

 

The participants in this study point out that having the capacity to nurture in a 

mentor plays an important role in building a successful mentor / mentee 

relationship.  The next section examines this key concept.  
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Key concept 4: Capacity to nurture  

According to the participants in this study, mentees usually open to mentors 

who are   nurturing. Thus, as such Mentor Anne commented that: “Some 

[teachers] of a certain disposition towards nurturing will be more suitable than 

the others to be mentors.”   

 

The participants in this study all agreed that an effective mentor has a nurturing 

disposition. These mentors care for the mentees and constantly look out for 

their mentees’ well-being, and they also provide their mentees the space and 

time to learn and grow.  

 

Mentor Deepa despite a heavy workload is willing to mentor informally. She 

said: “I really cannot refuse when someone approaches you and I do not have 

the heart to ignore the person if I know she is having a hard time.” Mentor Aili 

stressed that an effective mentor “must be willing to share and make an effort 

to check on the beginning teacher’s well-being and if the beginning teacher is 

coping well.” Mentor Nicole said that: “A mentor should also be someone who 

will lookout for the mentee constantly and listens to the mentee.” 

 

The participants stressed that it is important for mentors to nurture: to be caring 

and constantly on the “look out” for mentees as Mentor Ivy shared:  

“A beginning teacher is new and not familiar with the various roles that 

he/she has to take on in school. Having a mentor to guide and advise 

him/her would enable him/her to learn the ropes of teaching faster and 

ensure that the beginning teachers avoid certain trouble during the 
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early stage of his/her teaching career. This will also help MOE [Ministry 

of Education] to cut down on the high rate of attrition of teachers as the 

beginning teacher will not quit as a result of despair.” 

 

It is noted from the preceding discussion that an effective mentor is caring and 

constantly look out for their mentees’ well-being.  This type of professional 

care reflects a commitment by mentors to professionally scaffold new teachers 

successfully into the profession.  

 

In the participants’ perspective, effective mentors are keen to give their 

mentees space and time to grow.  Mentor Ivy shared:  

“Mentees need to be understood, need to gain experience to handle 

work/personal problems, needs personal space to do their own things 

and given time and help to grow.  A mentor gives space to the mentee 

to grow, offering advice and help only when the mentee needs it. 

This is an example of professional nurturing identified as a quality of good 

mentors.  

Mentor Qistina said:  

“I must stress that the important thing is the content is correct. If they 

want to experiment, I am ok but if it does not work then there will be a 

learning point worth discussing. Do not scare them with your horror 

stories - be nice and if they make mistakes be understanding they are 

so young. I was terrible as a young teacher. I don’t I would not have 

made it if I was in this era. Importantly do not expect them to be as good 

as you are as they are still new to the profession.” 
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The two quotes point out that it is important to give beginning teachers time 

and space to grow as they are still new to the profession. This is referred to 

having professional nurturing. Mentor Nicole stressed that:  

“The mentor should allow the mentee to grow professionally rather than 

being spoon fed all the time.  My challenge was to ensure that they 

become as skilful as soon as possible and to take flight as a teacher 

without a mentor’s assistance”  

This capacity to professionally nurture mentees from dependence to 

independence is a significant attribute central to effective mentors.    

 

In summary, it can be noted that the participants in this study identified four 

elements that are essential for an effective mentor to build good interpersonal 

relationship.  They are namely: (i) availability and accessibility, (ii) honest and 

constructive feedback, (iii) trust, and (iv) capacity to nurture.  These elements, 

which were encapsulated in the second theme of the first theoretical 

proposition, were discussed in detail in the preceding section. 

 

It will be recalled that the first theoretical proposition that forms the focus of 

this chapter comprises four themes. The third theme of the first interrelated 

theoretical proposition will now be discussed in the following section. The third 

theme reads: 

Effective mentors demonstrate a good understanding of their 

roles and of what mentoring is. 
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It is particularly noteworthy that during the interview phase, the participants 

affirmed that effective mentors should demonstrate a good understanding of 

their mentoring roles and what mentoring is. Ganser (1993:3) pointed out the 

obstacles to mentoring could be “related to ambiguously defined roles and 

responsibilities”.  The confusion about the mentor’s roles and responsibilities 

can also result in mentor’s efficacy being undermined (Hall et al, 2008:343).  It 

can also result in low commitment level of the mentors.    

 

One key concept related to this theme emerged from the analysis of the 

participants’ data.  The key concept namely the way mentors perceived their 

mentoring roles is examined in the following section and reflects the key 

concepts of the third theme:   

According to the primary school teachers in Singapore, in order for the 

mentors to perform their mentoring roles well, they need to demonstrate 

a good understanding of their roles as mentors. 

It is now useful to discuss the key theme in the following section. 

 

The participants in this study generally agreed that their primary role as a 

mentor was to ensure mentees’ transition from student of teaching to teachers 

of students smoother and that they do so to become a confident and 

independent classroom teacher. The analysis of the participants’ data 

revealed that their work as a mentor ranged from providing information, 

sharing personal experiences, being a friend, observing lessons, giving 

feedback, engaging in discussion groups, providing emotional support to 

performing assessments and evaluation. All of these activities are central to 
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how participants perceived mentoring and in scaffolding the beginning 

teachers to a position of professional autonomy.  

 

Key Concept: The ways the participants perceived their mentoring roles 

There is a plethora of terms, explanations and expectations associated with 

the role of mentor, both within and outside the education field (Mertz, 2004). 

The analysis of the participants’ data revealed that they performed several 

roles, concurrently when mentoring beginning teachers. Their work as a 

mentor ranged from providing information, sharing personal experiences, 

being a friend, observing lessons, giving feedback, engaging in discussion 

groups, providing emotional support to performing assessments and 

evaluation.  During the mentoring process, it was noted that these mentoring 

functions did not occur in isolation; rather “consistently overlap and 

complement each other” all the time (Portner, 2003: 8). 

 

All the participants in this study agreed that mentors do play an important role 

in helping the beginning teachers to make the transition into independent 

teaching.  During the teaching practicum in schools, the mentors had to 

observe and assess their performance. During this period, the participants 

reported working with their mentees from the pre lesson planning stage, 

lesson planning, teaching the lesson, and post lesson conferencing. Mentors 

acted as resource person “giving tips on classroom management and 

pedagogies”. Mentor Ivy shared: “Good classroom management practices and 

effective teaching strategies, and good pedagogies” were central to 

communication with her mentees.   
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It is noted that the mentors interviewed did not impose their personal teaching 

style on their mentees.  Mentor Aili encouraged her mentees to try out different 

teaching methods.  During post lesson conferencing, the participants in this 

study encouraged their mentees to do post lesson reflections, to reflect on 

what or how the lessons could be done better. The common metaphor that 

captures this component is “professional coach”.   

 

The participants in this study agreed that mentors also have to be good role 

models as teachers.  As Mentor Ivy put it: “Mentors must also be good role 

models so that other teachers can model after them.”  It was reported that the 

mentoring style of majority of the participants was influenced by someone 

whom they respect. Mentor Rose pointed out: “My mentoring style is greatly 

influenced by my previous mentors.” Mentor Qistina’s strong belief in building 

a good relationship with her mentees was also influenced by her mentor. She 

had enjoyed her relationship with her mentor, and wanted her mentees to have 

a pleasant mentoring experience as she did.  Mentor Qudsia’s mentoring style 

was greatly influenced by her mentors when she was attached to MOE 

Headquarters.  She said: “They are very good at leading us during reflections. 

They asked thought provoking questions.” Thus, she always encouraged her 

mentees to do reflection during the post lesson conferencing. She believed 

that good mentors also inspired others to come on board to be good mentors 

too. Mentor Ivy said: “Her experience, foresight and advice had helped me to 

guide the mentor well.”  
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The less experienced mentors in this study reported that they actually got their 

mentoring ideas from their mentors; their mentoring styles and their beliefs in 

mentoring were partly influenced and shaped by their own mentors.    

 

In general, it is evident that the participants in this study recognised that it is 

important for effective mentors to be “critical friends”, someone who give 

ample emotional support to their mentees. The first years of teaching is the 

most challenging and difficult in a teacher’s career (Bartell, 2005; Fantilli & 

McDougall, 2009), teachers are confronted with numerous challenges during 

their first year of teaching (Lam, 2005). The participants in this study 

acknowledged beginning teachers not only needed guidance in their teaching, 

they also needed emotional support to help them survive the shock of 

classroom reality.  

 

Mentor Qudsia stressed that: “A mentor is a person with more experiences… 

been there, done that so they should encourage and inspire the young ones.” 

Mentor Ivy pointed out that: “A mentor must also be a friend to the mentee and 

be ever ready to lend a listening ear to him or her should he or she require 

emotional support. A mentor should also be someone who can empathise with 

the mentee.” Mentor Nicole stressed that a mentor should also “constantly 

listen to the mentee”. Mentor Ivy went on to say that: “A mentor must be able 

to feel that everything is going fine with the mentee.” Mentors thus play a 

crucial role in the supporting the beginning teachers to survive the shock of 

classroom reality. Mentees see mentors as “lifeline” (Halford, 1998:35). 
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Overall, participants in this study reported that colleagues took on several 

roles when mentoring beginning teachers. They all agreed that the primary 

role of a mentor was to guide and ensure the beginning teachers’ entry into 

teaching as a smoother transition.   It is interesting to note that they did not 

restrict their mentoring roles to just helping their mentees to survive the 

teaching practicum. They reported that their work as a mentor ranged from 

providing information, sharing personal experiences, being a friend, observing 

lessons, giving feedback, engaging in discussion groups, providing emotional 

support to performing assessments and evaluation (Ambrosetti & Dekkers, 

2010). These roles were not performed in isolation, in fact they regularly 

overlapped.  

 

It will be recalled that the first interrelated theoretical proposition that forms the 

focus of this chapter comprises four themes. The last or the fourth theme of 

the first interrelated theoretical proposition will now be discussed with more 

elaboration in the following section. The fourth theme reads: 

Effective mentors possess adequate classroom teaching experience, 

good pedagogy and content knowledge. 

 

Analysis from the data of the participants revealed that the majority of 

participants agreed that good experienced classroom teachers make the most 

appropriate candidates for mentors.  The following elaboration is a rephrasing 

of the fourth theme: 
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Primary school teachers in Singapore pointed out that good 

experienced classroom teachers with good pedagogy and content 

knowledge make the most appropriate candidates for mentors. 

 

The following participant expresses a perspective that sums up what the 

participants in this study believe an effective mentor to be – someone with 

adequate classroom experience and good pedagogy and content knowledge.   

Mentor Ya An stated:  

“A good mentor is someone with good pedagogical knowledge, 

understanding and certain number of years of practical classroom 

experience. That's the professional standards a mentor should have.” 

 

Mentor Deepa commented: “Before I can mentor, I must have the experience 

and must be doing my job properly.” Mentor Qistina commented: “Mentors will 

be able to help in classroom management and if they are good classroom 

teachers I assume that they have good pedagogy which they can share.” The 

two quotations highlighted two basic qualities that a good mentor should have; 

they should have good pedagogy and content knowledge and real classroom 

experience.   

 

Mentoring involves a lot of sharing. Mentors work with mentees from the pre-

lesson planning, teaching the lesson and post lesson conferencing. The 

participants in this study pointed out that having more experience in the 

classroom is to the mentor’s advantage. Mentor Olivia shared:  
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“We are a bit senior in teaching but at least we have some experience 

in teaching.  Although at times the mentees might be older than you but 

they have not stepped into the class before and they are new to the 

teaching.  In terms of that we are more senior. We have to tell them 

what to expect in the classroom situation. They need to know. It is 

different.” 

 

Mentor Olivia’s quote pointed out that as the mentors had more experience in 

the classroom would be in a better position to inform the mentees the about 

the reality of the classroom, and thus help them to survive the shock of reality 

of the classroom. Sharing on the same view, Mentor Qudsia also commented 

that an experienced classroom teaching is deemed as the “best person” to do 

mentoring.   

 

Mentor Qudsia said: “Sharing past experiences can help avoid pitfalls.” The 

participants in this study reported that they did share a lot of their experience 

with their mentees.  Mentor Nicole always “informs her mentees on the dos 

and don’ts.” Mentor Anne with more than 30 years of classroom teaching said: 

“I will also give them [mentees] possible things to look out for to … pre-empt 

the errors pupils will make. You know for examples, things like fractions we 

know pupils will make.”  

 

The analysis of the participants’ conversations suggests that good 

experienced classroom teachers make the most appropriate candidates for 

mentors.  They have good pedagogy and content knowledge as well as 



149 

 

practical classroom experience to guide the beginning teachers, informing 

them the classroom reality.  

 

Mentor Ivy, however, offered a different view.  She said:  

“Good classroom teachers may not be good mentors. This is because 

some good classroom teachers do well as they are the leaders in the 

classrooms, controlling everything from the lessons to the students. 

When they become mentors, they may behave the same way, 

controlling the mentee’s thoughts and ideas, thus stifling him/her. They 

may not want to listen or are not able to see the mentee’s problem. 

When it happened, mentors could impede their mentees’ professional 

growth.”  

This quote highlighted that a good experienced classroom teacher may not 

always make the most appropriate candidate for mentors particularly if they 

did not give their mentees space to grow. 

   

Mentor Ivy’s view echoes the findings from Brown’s study (2001).  The study 

suggests that there is potential for a more formal mentoring role for recently 

qualified teachers (Brown, 2001). The senior teachers, with extra 

responsibilities, have a much higher workload as compared to their recently 

qualified colleagues. They might not be available and accessible to their 

mentees as mentioned earlier.   

 

Some of the participants in this study agreed that there are advantages for 

appointing recently qualified teachers to take up mentoring roles, however, 
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they stressed that that an effective mentor does need to have a “certain 

number of years of practical classroom experience” (Mentor Ya An) .  

 

Younger mentors might relate better with their mentees as seen in Mentor Ya 

An’s case.   Ya An said: “Think that's the edge of being young, I can still relate 

very well to the trainees from NIE.” Mentor Qistina also brought up another 

advantage of appointing recently qualified teachers to be mentors commented: 

“As a young teacher in the service, this young mentor might be able to 

empathise more. For instance, they understand the challenges the 

mentees are going through.” 

 

However, Mentor Ya An stressed that an effective mentor needs to have 

“certain number of years of practical classroom experience”.  Sharing her 

thoughts of appointing recently qualified teachers to be mentors, Mentor 

Qudsia said: 

“I am neither for nor against it. It depends on the many factors. For 

example, the person’s ability, exposure, experiences, maturity level and 

disposition.  I guess it depends on the trainee's/mentee's personality 

and needs too. It depends on the school's dynamics and culture too. 

But less than 3 years [of teaching experience], is stretching it a bit too 

far, isn’t it? 3 years are too short to enable the person to have wide 

repertoire of experiences to share. I am afraid teaching is very hands 

on.” 
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Her view seems to be in contrast with findings from Brown’s study (2001).   

Brown’s (2001) longitudinal study of newly qualified language teachers in their 

first five years of teaching suggest that might be potential for a more formal 

mentoring role for recently qualified teachers.   

 

Mentor Siti, a young mentor with 3 years of teaching experience, admitted that 

she had doubts of her ability to be a good mentor.  She recalled some of the 

thoughts when she was first approached to be a mentor: “Am I capable enough? 

I still need a lot of guidance myself…” Sharing similar thought, Mentor Qistina 

said:  

“But they [recently qualified teachers] may be lacking in some areas. 

When I was only five years in the service, I was still learning about a lot 

of things including the content. I have one senior [in age] teacher - 

second career and she was attached to a much younger mentor whom 

she did not give her that respect. If the mentor is young, they [mentors] 

sometimes feel that they have not mastered the trade yet and now they 

have to be mentor to someone.” 

 

Though the participants in this study pointed out that having more experience 

in the classroom is to the mentor’s advantage, they understood why schools 

had to appoint less experienced classroom teachers to be mentors. Mentor 

Qistina noted that: “Sometimes they [schools] have no choice.”  

 

Echoing a similar view, Mentor Anne commented that: 
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“I think the school cannot help.  You know why? The school’s hands 

are tied. My senior teacher said my hands are tied nowadays as there 

are so many of these young teachers coming in for training and there 

are not that many numbers of experienced teachers to share out …” 

 

It is noted from the preceding discussion that good experienced classroom 

teachers with good pedagogy and content knowledge made the most 

appropriate candidate to be mentors. The participants in this study pointed out 

that having more experience in the classroom is to the mentor’s advantage, 

however, they understood some schools do have their constraints and had to 

appoint less experienced classroom teachers to be mentors, 

 

In summary, it can be noted that the participants in this study agreed in general 

that experienced classroom teachers with good pedagogy and content 

knowledge made the most appropriate candidate to be mentors.  This brings 

to conclusion the fourth theme of the first interrelated theoretical proposition.  

 

Conclusion 

This chapter, based on the data presented in this study, set out to explore the 

attributes of an effective mentor.  Analysis of the primary school teachers’ 

responses to the main research question, which captures their perspectives 

on the mentoring of beginning teachers in Singapore primary schools, resulted 

in a confluence of four major interrelated propositions. This chapter focussed 

on the description, discussion and analysis of the four themes that constitute 
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the first of the above-mentioned set of four major interrelated propositions, 

which reads: 

Effective Mentors exhibit particular attributes pertaining to 

communication, personality and mentoring approaches. 

 

The four themes were examined separately in their re-expressed forms:  

It is the perspective of Singapore’s Primary School teachers that 

effective mentors are lifelong learners who are passionate about 

learning, share the knowledge with the others, reflective, have the 

ability to lead others to reflect, and promote learning by creating 

opportunities for others to learn.  

 

Singapore Primary School Teachers believe that in order to build good 

interpersonal relationships, it is necessary for mentors to make 

themselves available and accessible to their mentees, has the ability of 

giving honest and constructive feedback, are able to gain trust from 

their mentees, and has the capacity to nurture.  

 

According to the primary school teachers in Singapore, in order for the 

mentors to perform their mentoring roles well, they need to demonstrate 

a good understanding of their roles as mentors. 

 

Primary school teachers in Singapore pointed out that good 

experienced classroom teachers with good pedagogy and content 

knowledge make the most appropriate candidates for mentors. 
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In the investigation of the first part of the first theoretical proposition, this 

chapter discussed the three attributes of an effective mentor who engages in 

lifelong learning that the mentors identified in their perspectives. They 

considered an effective mentor who engages in lifelong learning is (i) 

passionate about learning, (ii) reflective, and (iii) has the ability to create 

opportunities for others to learn. 

 

The second part of the first theoretical proposition examined the attributes of 

an effective mentor who demonstrate the ability to build good interpersonal 

relationship, namely (i) Available and accessible, (ii) Give honest and 

constructive feedback, (iii) Trust, and (iv) Attitude of caring and nurturing.   

 

In the investigation of the third part of the first theoretical proposition, this 

chapter explored the idea that effective mentors should demonstrate a good 

understanding of their mentoring roles and what mentoring is.  

 

The fourth or the last part of the first theoretical proposition agreed that good 

experienced classroom teachers make the most appropriate candidates for 

mentors.  

 

The conclusion was drawn that the effective mentors deemed to exhibit 

particular attributes pertaining to communication, personality and mentoring 

approaches.  
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The next chapter utilises the same framework as this one to outline and 

examine the second major interrelated theoretical proposition that emerged 

from the data analysis.  
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Chapter 6: Theoretical Proposition Two 

Primary School Teachers in Singapore deemed that the 

commitment level of the mentors is linked to their level of intent 

and perceived potential benefits of mentoring. 

Introduction  

This theoretical proposition is the second of a set of three arrived at through 

the analysis of the interview transcripts of 12 Singapore primary school 

teachers discussing the perspectives they hold on mentoring beginning 

teachers. The transcripts of those interviews were rigorously and 

systematically analysed. To ensure that the data was analysed systematically, 

the process was guided by the core elements of qualitative data analysis 

outlined by Miles and Huberman (1994).  

 

The first of three theoretical propositions, elaborated upon in the previous 

chapter, discusses the participants’ understanding of the attributes of an 

effective mentor, and highlights that effective mentors exhibit particular 

attributes pertaining to communication, dispositions and mentoring 

approaches. The second theoretical proposition, reported in this chapter 

focuses on the ideas relating to the intentions and the motivating factors for 

primary school teachers to take up mentoring roles.  This theoretical 

proposition is deemed to comprise of two interrelated themes. 

The first theme reads: 

It is the perspectives of the participants in this study that most primary 

school teachers were willing to take up mentoring roles when 

approached, however, their reasons for taking up the roles varied.    
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The second theme reads: 

The participants involved in this study cite the perceived potential 

benefits of mentoring as one of their motivating factors or incentives to 

take up mentoring role.   

 

Each of these themes is examined separately in the following sections. 

Several key concepts underpinning each of the themes will be discussed in 

this chapter.  

 

It is the perspectives of the participants in this study that most primary 

school teachers were willing to take up mentoring roles when 

approached, however, their reasons for taking up the roles varied. 

 

All the participants involved in this study acknowledged the potential benefits 

that formal and informal mentoring would bring to their professional growth 

(Huiling-Austin, 1992; Sivan & Chan, 2009) and development. While the 

participants in this study were willing to take up mentoring roles when they are 

approached, the reasons for taking up the roles varied.  Three differing 

perspectives on the reasons for the experienced teachers to take up mentoring 

emerged from the sustained conversation with the participants.  

 

The following elaboration encapsulates these three perspectives. 

  

According to the Singapore’s Primary School teachers while primary 

school teachers might be willing to take up mentoring roles, their 
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reasons for taking up the roles might differed.  The reasons are 

portrayed as three main categories, namely (i) professional belief (ii) 

professional obligation, and (iii) personal gain.  

Each of the above three perspectives for the mentors to take up mentoring 

roles is elaborated further in the following sections. 

 

Key Concept 1: Professional belief  

One group of participants viewed mentoring as integral to the teaching 

profession, and as Mentor Ya An put it: mentoring “is part of my role as an 

educator”. Unlike some of the participants in the study who expressed that 

they were “worried”, “overwhelmed”’ “apprehensive”, and “lost” when they first 

started mentoring, Mentor Ya An was very comfortable taking up the 

mentoring role when she was approached to take up mentoring in her second 

year of teaching.  She commented that there was no anxiety and she did not 

feel a sense of panic, she simply “just went with it”. She accepted the 

mentoring role as “what is part of [her] role as an educator… and [she] knew 

it will come one day…”. To Mentor Ya An, mentoring involves: “sharing of ideas 

and experiences”. Echoing this perspective, Mentor Qistina said: “For me it's 

part and parcel of being a teacher. As a senior [experienced] teacher it is just 

expected of you to do so.” 

 

This group of mentors was very passionate about teaching, and despite a 

heavy workload and other work commitments, they put in extra effort to help 

the beginning teachers to succeed and were more willing to share their 

expertise. Mentor Qudsia, a Subject Head with a heavy workload, commented:  
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“Nothing will discourage me from being a good mentor. I will be 

encouraged to take up the role knowing that I’ll have that huge impact 

on someone else's career and life and will impact many more lives out 

there...” 

They also reported mentoring their colleagues informally. They often shared 

teaching ideas and experiences with their colleagues, and acted as buddy to 

the teachers (beginning / experienced) who were newly posted into their 

schools.  Both Mentor Ya An and Mentor Qudsia shared their view how they 

have rendered help to their fellow colleagues: 

“Though I'm not the official mentor teacher in the school, I share 

experiences and strategies through my conversations with them 

[beginning teachers]” (Mentor Qudsia) 

 “Informally through giving advice to fellow colleagues.” (Mentor Ya An) 

 

According to this group of participants, mentors inspire. Mentor Qudsia 

elaborated on how mentors inspire:  

“I supposed when I'm mentoring others, my focus has always been to 

share with them and inspire them to see the importance of teaching and 

its relevance. Because I think the teaching service can do with more 

dedicated teachers, people who want to teach and share my mission in 

wanting to touch the lives of others whom they teach, mentors have the 

responsibility to inspire teachers to keep their passion for teaching alive. 

It's very easy for teachers to get discouraged in the current reality of 

teaching, but mentors are responsible to remind them why they join 

teaching in the first place.” 
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She further added: “Mentors can help teachers understand the big picture in 

education”.   

 

Mentor Anne, a retired Head of Department (HOD) who was now reemployed 

as a full timed mentor, enjoyed her mentoring work more as she was able to 

do what she termed as “serious and careful mentoring” now. She was very 

happy that she was still able to help the beginning teachers to grow and be 

independent even at her age of 66.  Mentor Aili commented that it was 

important to lead beginning teachers to the correct path, and as long as 

beginning teachers were guided properly, everyone would benefit. She 

reasoned that once she had arranged to meet up her mentees, other matters 

would have to put on hold.  

 

It is noted from the preceding discussion that it is the professional belief of this 

group of participants that mentoring is a central to the role as an educator. 

These participants were very comfortable and willing to accept the 

responsibility to guide the beginning teachers and did not expect to receive a 

reward in return. They devoted a lot of time and effort in mentoring in the hope 

of leading the beginning teachers towards success. They believed that when 

beginning teachers were guided properly, everyone in the profession would 

benefit. This group of participants enjoy mentoring, are willing to put in extra 

effort to help the beginning teachers to succeed, and are prepared to share 

their expertise with new graduates.   
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In contrast, the second group of participants accepted the mentoring role out 

of professional obligation.  They accepted the responsibilities when they were 

assigned by a person in a position of authority, or when it was part of their job 

scope. They found mentoring as a burden to their busy schedules. However, 

like the first group of participants, this group believed that mentoring is 

beneficial to both mentors and mentees. The next segment examines the 

perspectives of this contrasting group of participants.  

 

Key Concept 2: Professional Obligation  

It is perspectives of the second group of participants that it is part of their 

professional obligation to accept mentoring roles.  

 

Mentor Deepa would help and share her experience with others; however, she 

would only do so if someone approached her.  She commented that: 

“I do not like to meddle in their [beginning / trainee teachers’] affairs, 

unless the teacher comes to me for help. It is hard. How do I refuse 

when someone approaches you and I do not have the heart to ignore 

the person if I know she is having a hard time?”  

The paucity of time discouraged her from coming willing forward to mentor. 

Mentor Deepa articulated her view in the following way:  

“I find it hard to find time to sit down and talk. Sometimes when she 

[mentee] came to my table, I was about to leave for class. We often 

could not find time to meet after school, because I would be down for 

remedial, CCA [Co-curriculum activity], course, etc. ... Experienced 

teachers who are in A3 [Salary scale], will do have a heavier work load 
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as compared to A2 officers [Salary scale]. Finding time to mentor is 

such a pain. If given a choice, I do not want to mentor as I cannot 

commit myself. I have heard my friend a Senior Teacher complaining 

that she cannot find time to vet the lesson plans the trainee sent to her 

till late in the day. By that time the trainee teacher would have left… 

Sometimes I feel a little sad that I cannot really offer more help.” 

Mentor Deepa further added: “If given the chance [to be a mentor], I would not 

accept the responsibility to be a mentor as I might not do a good job due to 

the heavy workload.”  

 

Echoing a similar view, Mentor Nicole stressed that: “mentoring involves a lot 

of commitment from the mentor and the mentee.” Confirming this view, Mentor 

Ivy commented that she had observed that some teachers were reluctant to 

accept the mentoring role as “they might be too tied up with their own school 

load and had difficulty coping with their own work.” She further added: “Some 

teachers knowing that they could not do a good job might reject the added 

responsibility of mentoring.” Significantly, in this case, it is not the desire to 

mentor that is problematic, rather it is the desire to mentor well that lies at the 

heart of the problem.   

 

These quotations highlight the frustration that this group of mentors 

experienced.  Despite the willingness to mentor, they often had difficulty 

finding quality time to commit to their mentees. Mentor Ivy commented: “A 

good mentor needs to put in a lot of effort, time and commitment to do a good 
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job.” She expressed a common concern that she did not have the resource to 

meet demands of quality mentoring.  

 

Several studies have shown that quality time should be set aside for mentors 

and mentees to reflect and come together for dialogue (Clinard and Ariav, 

1998; Giebelhaus & Bowman, 2000; Brown, 2001; Monsour, 2003; Gilbert, 

2005; Maisre, Boudreau and Paré, 2006; Turley, Powers and Nakai, 2006; Lee 

and Feng, 2007; Hall, 2008, Martin, 2008; Gilles et al, 2013). It has been 

argued by Lee and Feng (2007) that quality time is one of the important and 

essential elements of an effective mentoring programme, and Hall (2008) 

stresses that it must made a priority. 

 

Heavy workload and unavailability of time were not the only reasons that 

discouraged the teachers from taking up mentoring. Some participants were 

reluctant to accept the responsibility for fear of causing disruptions to class 

routines.  Clearly their own students were their highest priority. Mentor Qistina 

is an example. She said: “If there is a reason why I am reluctant [to mentor], it 

will be because I do not get to teach my class and I worry about disruption of 

routines to my own students.” Teachers continue to place their own students 

ahead of the demands of professional responsibility. 

 

Interestingly despite the busy schedule and heavy workload, many teachers 

nevertheless accepted the added responsibility of mentoring. From the 

conversations with this group of participants, various reasons for accepting the 

mentoring roles were revealed despite overt concerns to do so. 
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Mentor Ivy observed that some teachers did not have a choice but to accept 

the responsibility of mentoring as they were too afraid to reject the task just in 

case they were judged as being not willing to take on extra responsibilities. 

According to Mentor Siti and Mentor Ai Bee, part of the reason they took up 

mentoring was because they felt that they were not able to decline. Mentor Ai 

Bee said:  

“I am not that willing but I feel obliged to do so. I feel that mentoring is 

part of my job. I do not think I can refuse. I really do not like to be 

observed at all times. But I have no choice. It seems like it's a mandate 

from above – principal and vice-principal.”  

It is evident that it is perceived to be school policy that all teachers engage in 

mentoring. Mentor Olivia also commented that: “I supposed I am left with no 

choice…” as she stated that other teachers in the school had a heavier work 

load than her.   

 

Mentor Nicole observed that some were reluctant to accept the responsibility 

for fear of affecting their end of year performance appraisal if the beginning 

teachers had not performed at a satisfactory level:  

“…they [mentors] also feel that they are responsible for their [beginning 

teachers’] growth...and if the BT [Beginning Teacher] has done 

something wrong, they equate it to their bad mentoring and their track 

record will be affected.  It will also affect their ranking in a downwards 

direction …” 

Some participants in this group accepted the added responsibility of mentoring 

as an integral part of their current job scope. Both Mentor Deepa and Mentor 
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Rose commented that they accepted the responsibility to mentor as part of the 

current position they were holding. Mentor Deepa said:  

“We are in same level. I am their Level manager [teacher in charge of 

level’s administrative matter]. If they come to me for help, I would help. 

As a Level Manager, I need to check on them regularly.” 

Mentor Rose also said that: 

“As the Level Admin [Administration] Representative, I want the level to 

work efficiently. Thus, I cannot just leave them like that. So, I need to 

mentor the teachers in my level …” 

In this instance, as in the examples illustrated above, mentoring is not only 

about supporting teachers, it is also about fulfilling instructional expectations. 

 

This group of participants believes in mentoring but found it an additional task 

added to their busy schedules. Some participants in this group found it “a pain” 

to find time to mentor and preferred not to commit themselves to mentoring.  

Others found that they were not able to cope with their daily work and thus 

rejected the added responsibility of mentoring as they were afraid that they 

would not be able to perform their mentoring roles well. However, it was 

interesting to note that they nevertheless accept the responsibilities if they 

were assigned by a person in a position of authority.   

 

It is noted from the preceding discussion that this group of participants believe 

that mentoring does bring out potential benefits for the mentors, mentees and 

the students; however, they found mentoring a burden to their busy schedules. 

This group of participants accepted the mentoring roles out of professional 
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obligation as opposed to the first group who accepted their mentoring role 

based on professional commitment.    

 

The third group of participants took up mentoring for personal gain. They view 

mentoring as a good opportunity for them to position well in the school for the 

purpose of promotion and having better performance bonus. The next 

segment examines the intention of this group of participants who can be 

characterised as self-promoting in their purposes.   

 

Key Concept 3: Personal gain  

Based on the perspectives of the third group of participants, mentoring is 

perceived to be a good platform for them to gain recognition and promotion in 

their schools. Mentor Nicole felt “noticed” and “important” to her school when 

she was first approached to be a mentor in her fourth year of teaching. To her:  

“Mentoring is the first step towards leadership track...it is one of the first 

milestone in a teaching track. …Mentoring gives the mentor an 

opportunity to find out how suitable they are to proceed to the next 

level...It provides an opportunity to shift to become a leader.”  

 

She also observed that recognition and moving up the corporate ladder did 

encourage some teachers to take up mentoring.  She went on to say that those 

who were able to mentor well would get better annual appraisals, and having 

a better appraisal would mean one could be promoted faster. Rejecting the 

task would be judged by the management as being not willing to take on extra 

responsibilities, and this could have a negative impact on their appraisal.  
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It is evident from the preceding discussion that this group of participants took 

up mentoring for personal reasons related to self-promotion and the building 

of a leadership profile. They realised that taking up mentoring would actually 

help to them to have a better performance appraisal. With that, they would 

stand a better chance in promotion.  It was also a good opportunity to be 

noticed by the management.  

 

In summary, while the participants might be willing to take up mentoring roles, 

the motives and intentions for them to take up the roles varied. At the level of 

ideology, the participants in this study all believe in the importance of 

mentoring.  They believe that beginning teachers if guided would benefit 

everyone in the profession. It was interesting to note that specific types 

emerge at the level of practice.  Three differing perspectives emerged from 

analysis of the conversations with the participants. Their reasons for taking up 

mentoring roles differed.  They are namely: (i) professional belief (ii) 

professional obligation, and (iii) personal gain.  These reasons, which were 

encapsulated in the first theme of the second interrelated theoretical 

proposition, were discussed in the preceding section.   

 

It will be recalled that the second theoretical proposition that forms the focus 

of this chapter comprises of two themes.  The second theme of the second 

theoretical proposition will now be discussed in more detail in the following 

section. The second theme reads:  
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The participants involved in this study cite the perceived potential 

benefits of mentoring as one of their motivating factors or 

incentives to take up mentoring role.   

 

It is noteworthy that during the interview phase, the participants involved in 

this study acknowledged that mentoring brings about potential benefits to a 

range of stakeholders including themselves as mentors, mentees and the 

students.  Each of these areas is examined separately in the following sections. 

The following elaboration encapsulates the potential benefits that participants 

identified related to the theme: 

It is the perspectives of the Singapore primary school teachers that 

mentoring brings about potential benefits to the mentors, mentees and 

the students, and this is one of the motivating factors or incentive to 

take up mentoring role.    

 

Many studies on mentoring have concluded that formal and structured 

mentoring is beneficial for both mentors and mentees (Mertz, Welch and 

Henderson, 1989; Huiling-Austin, 1992; Ganser, 1994; Clinard & Ariav, 1998; 

Ehrich and Hansford, 1999; Ford and Parsons, 2000; Monsour, 2003; Lam, 

2005; Hall, Draper, Smith & Bullough Jr, 2008; Heirdsfield, Walker, Walsh & 

Wilss, 2008; Mihans, 2008; Fantilli and McDougall, 2009; Lai, 2010; Beltman 

and Schaeben, 2012; Hudson, 2013; Resta, Huiling and Yeargain, 2013; 

Ponte and Twomey, 2014).  Studies have shown that the first years of teaching 

is the most challenging and difficult in a teacher’s career (Bartell, 2005; Fantilli 

& McDougall, 2009) as they are confronted with numerous challenges during 
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their first year of teaching (Lam, 2005). It was hoped that, with the guidance 

and help given by mentors, the transition into independent teaching will be 

made less problematic for the beginning teachers.  

 

Mentors, being instructional leaders and master teachers, can be a 

“professional lifeline” for the beginning teachers (Halford, 1998:35; Awaya et 

al, 2003).  Teaching is well known to be a “profession that eats its young” 

(Halford, 1998:33). It has been argued that beginning teachers might have 

gone through teacher training, however, they could never be well-prepared for 

termed as “reality shock” when they entered the classroom 

(Veenman ,1984:143). The participants in this study generally agreed that the 

transition into independent teaching would be made smoother for the 

beginning teachers when they were given sufficient support, particularly 

through mentoring.  

 

The data revealed that the potential benefits mentoring brought about for the 

mentees was powerful. The participants in this study commented that 

mentoring allowed the beginning teachers to have a smoother entry into the 

school environment and a better understanding of the school culture. Mentor 

Ivy articulated this view in the following way: 

“A beginning teacher is new and not familiar with the various roles that 

he / she has to take on in school. Having a mentor to guide and advise 

him / her would enable him / her to learn the ropes of teaching faster 

and ensure that the beginning teachers avoid certain troubles during 

the early stage of his / her teaching career.” 
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This quotation illustrates how mentoring facilitates a smoother entry into the 

profession for beginning teaches.  The participants agreed that when 

mentored, the beginning teachers would not feel lost and were able to cope 

better in the new environment. Mentor Aili explained: “Beginning teachers will 

not feel lost [as] they know what is expected from them.” This relocates the 

beginning teachers into a position of necessary confidence with their evolving 

identity as a teacher.   

 

Besides being able to cope better in the new environment, the data also 

revealed that beginning teachers received emotional support from their 

mentors.  Mentor Rose commented that: “They [beginning teachers] have 

someone to turn to should their day not turn out well.” They would not feel lost 

and isolated when faced with challenges in the classroom. Mentor Qudsia 

said :  

“… teaching is a calling but many a times the workload of a teacher can 

make her/him feel discouraged, that's when they will need to be 

inspired... to be reminded why they chose teaching in the first place.   A 

mentor is a person with more experiences... been there, done that so 

they would be able encourage and inspire the young ones.”  

Since mentors have “been there, done that” (Mentor Qudsia), they would be 

able to share their experiences with the beginning teachers, and thus this is 

the strongest scaffold that mentors identify as the support that teachers need: 

the value of experience and the knowledge that accompanies the value of 

experience.   
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The participants in this study believed that beginning teachers when mentored 

well improve in their teaching skills and their capacities to transfer instructional 

knowledge to everyday practices. All the participants in this study reported 

helping their mentees in lesson planning and giving constructive feedback 

after lesson observations. Very often, instead of just giving them feedback, 

they also encouraged their mentees to reflect on their lessons during post 

lesson conference. Mentor Anne shared that the beginning teachers in her 

school often invited her into their classrooms.  They were very comfortable 

having her in the classroom to observe them. They were so comfortable having 

her in their classrooms that they would immediately stop their lesson and 

asked Mentor Anne for help, whenever they had difficulty in teaching, for 

example certain Mathematical concepts. This is an example of how 

experienced teachers’ wisdom scaffolds the transition of beginning teachers 

to the required level of autonomy.  

 

The participants in this study revealed that beginning teachers were often 

being invited into their mentors’ classrooms to observe and learn more about 

good classroom practices. Mentor Nicole pointed out that sometimes when 

beginning teachers had more than one mentor, they would get an opportunity 

to learn various teaching techniques from a range of mentors.  The participants 

would also share their resources with the beginning teachers and the 

neophytes would be informed of what resources were available in the schools.  

Again, these are further examples of shifting the beginning teachers’ levels of 

knowledge and practice from beginning to developing through the support of 

experienced wisdom integral to mentor support.  
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It was evident in the data that beginning teachers were not the only ones who 

benefit from mentoring.  All the participants in this study reported to have 

enjoyed reciprocal benefits from mentoring beginning teachers. The study 

reported in this thesis reveals that the mentors enjoyed both tangible and non-

tangible benefits from mentoring. All of the participants in this study said that 

they gained satisfaction from sharing their ideas and experiences with their 

mentees. Some of the participants found that mentoring had been an 

important, even critical part of their own career advancement. They 

experienced professional growth as they were given the opportunity to reflect 

on the knowledge and experience they had gained through the years with 

another colleague. They had become better mentors as well as better teachers 

as a result of their experiences inherent in mentoring.  

 

Participants in this study said that they gained satisfaction from sharing their 

ideas and experience with their mentees, particularly when they see their 

mentors becoming a confident and independent classroom teacher.  This 

professional satisfaction that is central to mentoring builds the self-efficacy of 

both mentors and mentees in a reciprocal manner.  

 

Mentor Siti described the sentiments associated with mentoring as the "after-

feeling" that you have helped someone, like a sense of achievement, of being 

happy and satisfied”. Mentor Qistina said: “It feels good to see them grow.  

Jerine is a good example.” Mentor Deepa shared a similar sentiment: “When 

the teacher shows appreciation, accepts and tries out the idea discussed.” She 

said: “When she gives me feedback after trying, and offers new idea, I learn 
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from her. That is very rewarding.” As Mentor Qistina summed up: “It is 

symbiosis...we learn from each other.”  They are examples of mentor and 

mentee reciprocity – a win-win for both the mentor and mentee in relation to 

professional learning. The participants’ perspectives on mentoring highlighted 

that mentoring is a rewarding experience.  

 

The participants in this study reported that they had learnt from their mentees.  

Mentor Deepa commented that if a mentor “is open minded, learning would be 

two ways.” Mentor Nicole also shared the same view when she said:  

“It has been a meaningful experience to me. I am able to pass on 

whatever I have learnt as a beginning teacher, inform them on the dos 

and don’ts...at the same time, I have gained some insights from them 

as well.”  

 

She further added that mentoring “offers us [mentors] the capacity to develop 

not only the mentees but also us as a cooperating teacher / mentor.” Mentor 

Ivy, sharing similar view, commented by giving teachers more opportunities to 

mentor and share, they could “pick up the skills faster and become a good, 

confident practitioner faster.” 

The participants also gained new perspectives on many things when 

mentoring. Mentor Ivy shared:  

“When a mentee shares his / her personal views on certain topic, the 

mentor may not have viewed it the way the mentee does. Thus, besides 

the mentor’s own views, the mentor is also learning another perspective 

from the mentee.” 



174 

 

Analysis from the data of the participants revealed that the mentors grew 

professionally (Huilin-Austin, 1992; Sivan & Chan, 2009) as well as on 

personal level through on mentoring.  Supporting this view, Mentor Qudsia 

articulated her view in the following way:  

“Mentors grow alongside the people they mentor. A mentor has to keep 

herself up by reading and learning new things so that she can share 

and teach the new teacher or the teacher she mentors. Inspiring others 

also keep yourself inspired, a good reminder on why you teach in the 

first place. I see self-renewal in being a mentor.” 

Mentor Ivy shared:  

“I am a better mentor now than when I was one twenty years ago. With 

practice in mentoring skills and gaining a different experience with each 

mentoring session, I have benefitted and improved on my mentoring 

skills.” 

 

Both Mentor Qistina and Ivy commented that their communication skills had 

improved.  Mentor Qistina said: “I think I give better advice now as compared 

to when I first started to mentor.  I am more constructive and more observant 

now.” Mentor Ivy also said that she was no longer simply “a provider of 

feedback” as she now encouraged “a two-way communication” and she felt 

that any doubts or misunderstanding could be clarified. She reflected that:  

“In my early days of mentoring, I would shoot out the negative points 

that I wanted my mentee to take note and improve. There was no 

opportunity for him to rebut and explain the reasons why he did certain 

things during a lesson. I could sense that my mentee wasn't impressed 
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or appreciative of the feedback, but I did not ask him if he agreed with 

the feedback provided. I only know that my feedback was accepted by 

my mentee when he simply ignored it and made the same mistake 

again. I did not praise or provide positive feedback. As I gain experience 

in mentoring, I realise that providing positive feedback is just as 

important.” 

 

The participants have also reported becoming better teachers after they 

started mentoring (Silva, Correia, & Pardo-Ballester, 2010).  At least two 

participants involved in this study related that not only they have learnt from 

their mentees, they have brought back their newly acquired knowledge to their 

classroom and this leads to improvement in their own teaching.  

 

Mentor Qistina commented that mentoring “keeps me more alert and on my 

toes”, and she constantly reminded herself that she “must upgrade and be a 

good role model.” Mentor Ya An reflected that she was now more aware of her 

teaching and instructions. Mentor Ai Bee also said: “I learn a lot too. 

Refreshing ideas and methods and I try their methods in class.” Commenting 

on the how mentoring benefitted her in her teaching, Mentor Qistina said:  

“What I learnt from them - like I was inspired by the way they come up 

with their slides just to teach a grammar item - so I ask myself if they 

can do it why can't I and really they enthusiasm just inspired me to be 

more creative with my lessons… I am motivated to try new things like 

using computer and experiment. I normally make extra effort to make 

my lesson interesting when my mentee is in class with me so that the 
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trainees can learn from me. Once I overheard some teachers talking 

about their cooperating teachers and how they have not learnt from 

them. I do not want anyone to ever say that about me.” 

 

The quotes highlighted that participants involved in this study are not only are 

willing to learn from someone who has less experience than them, they were 

also willing to try out what they have learnt and shift their own practices into 

new pedagogical modes of engagement. 

 

It is clear the mentors enhance their own performance when they are working 

with a mentee. The focus on learning to teach is important for both mentors 

and mentees. Clearly, mentors’ teaching would improve in the long run.   

 

Mentoring also brought new career prospects to the mentors.  Mentor Nicole 

said:  

“Mentoring is the first step towards leadership track. It is one of the first 

milestones in a teaching track, mentoring allows the mentor to be 

empowered to develop someone professionally. It gives the mentor an 

opportunity to find out how suitable they are to proceed to the next 

level...shift to become a leader.”  

 

Good mentors are regularly promoted to the positions of Senior Teachers, 

Lead Teachers, Master Teachers or even Principal Master Teachers.  

Effective mentoring programmes not only give support to the new teachers, 

they are a good way to retain effective teachers.  Mihans (2008:763) believes 
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that mentoring and coaching other teachers does help to create an incentive 

for experienced teachers to remain in the education field as they are given the 

opportunity to learn and share with their colleagues.  

 

It is evident from the preceding discussion that the participants in this study 

recognised that mentoring results in potential benefits to both mentors and 

mentees. Recognising the potential benefits of mentoring, primary school 

teachers in Singapore are willing to take up their roles despite their heavy 

workload.  The analysis of the participants’ conversations revealed the ways 

in how mentoring had benefitted them, the beginning teachers and the 

students. It is interesting to note that though all the participants in this study 

spoke about how mentoring benefitted the mentees and mentors, very few 

participants spoke about how mentoring could benefit the students.  The 

second theme of the second interrelated theoretical proposition was discussed 

in the preceding section.  

 

Conclusion  

This chapter set out to explore the ideas relating to the intentions and the 

motivating factors for primary school teachers to take up mentoring roles.  

Analysis of the primary school teachers’ responses to the main research 

question, which captures their perspectives on the mentoring of beginning 

teachers in Singapore primary schools, resulted in a confluence of four major 

interrelated propositions. This chapter focused on the description and 

discussion of the two themes that constitute the second of the above-

mentioned set of four major interrelated propositions, which reads:  
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Primary School Teachers in Singapore deemed that the 

commitment level of the mentors is linked to their level of intent 

and perceived potential benefits of mentoring. 

 

The two themes that were examined separately in their re-expressed forms: 

According to the Singapore’s Primary School teachers while mentors 

might be willing to take up mentoring roles, their reasons for taking up 

the roles might differed.  The reasons can be categorised into three 

main categories, namely (i) professional belief (ii) professional 

obligation, and (iii) personal interest.  

 

It is the perspectives of the Singapore primary school teachers that 

mentoring brings about potential benefits to the mentors, mentees and 

the students, and this is one of the motivating factors or incentive to 

take up mentoring role.    

 

In the investigation of the first theme of the second theoretical proposition, this 

chapter discussed three differing perspectives on the motives and intentions 

for the experienced teachers to take up mentoring which emerged from the 

data. They are namely: (i) professional belief (ii) professional obligation, and 

(iii) personal interest. It can be concluded from the data while the participants 

in this study saw the value in mentoring, and were willing to take up mentoring 

roles when they are approached, they generally agreed that their motives and 

intentions for taking up the roles varied. 
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In the investigation of the second theme of the second theoretical proposition, 

this chapter discussed the potential benefits of mentoring. It is evident from 

the data that both mentors and mentees have benefitted from mentoring.  

The next chapter utilises the same framework as the one in this chapter to 

outline and examine in detail the third major interrelated theoretical proposition 

that emerged from the analysis of the data. 
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Chapter 7 : Theoretical Proposition Three 

Primary school teachers identified the conditions that influence 

the efficiency of the effective mentors’ attributes. 

 

Introduction 

This theoretical proposition is the third of a set of three arrived at through the 

analysis of the interview transcripts of 12 Singapore primary school teachers 

discussing the perspectives they have about mentoring beginning teachers. 

The transcripts of those interviews were rigorously and systematically 

analysed. To ensure that the data was analysed systematically, the process 

was guided by the core elements of qualitative data analysis outlined by Miles 

and Huberman (1994).  

 

The first of three theoretical propositions, elaborated upon in Chapter 5 

discusses the participants’ understanding of the attributes of an effective 

mentor, and highlights that effective mentors exhibit particular attributes 

pertaining to communication, dispositions and mentoring approaches. The 

second theoretical proposition, examined in Chapter 6, focuses on the ideas 

relating to the intentions and the motivating factors for primary school teachers 

to take up mentoring roles, and suggests that the commitment level of the 

mentors is linked to their level of intent and perceived potential benefits of 

mentoring. The third theoretical proposition, discussed in this chapter, focuses 

on the conditions influencing the efficacy of the effective mentors attributes by 

identifying the enabling conditions and disabling conditions.   
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The following elaboration encapsulates the characteristics that primary school 

teachers endow these conditions: 

According to the Singapore Primary school teachers, a set of enabling 

and disabling conditions exists and will influence the efficacy of the 

attributes of an effective mentor.  

The participants involved in this study identified a set of enabling and disabling 

conditions that will influence the efficacy of the attributes of an effective mentor. 

Each of enabling conditions will be elaborated upon in the following sections.  

 

Enabling conditions 

 

Adequate Preparation of Mentors  

 The data strongly acknowledged the importance of preparing teachers for 

mentoring roles.  The participants involved in this study pointed out that 

teachers need to be prepared for mentoring roles.  Hence, preparation of 

teachers for their mentoring roles is a key element in enabling the effective 

mentors to demonstrate a good understanding of their roles and what 

mentoring is, and their ability to build good interpersonal relationships.   

 

Studies have shown that well defined and continuous training is essential to 

prepare the mentors for their roles (Halford, 1998; Giebelhaus and Bowman, 

2000; Holloway, 2001; Maisre, Boudreau and Paré, 2006;  Forsbach-Rothman, 

2007; Martin, 2008). Training for mentors is one of the key elements of an 

effective mentoring programme. It is only with proper training that mentors are 

better prepared and more effective for their roles, and are able to bring “a 



182 

 

wealth of guidance, experience, and support” to beginning teachers (Martin, 

2008:43). Ganser (1999: 11) argued that prospective mentors “need early 

training”.  He further added that mentors are “disadvantaged” if they did not 

have access to the knowledge and skills associated with effective mentoring 

(Ganser, 1999: 11).    Participants in the study affirmed that training was 

essential to better prepare the first time mentors, and it became evident in the 

ensuing text that the conquer nature of training that is prepared for the context.  

 

The participants in this study revealed that though they might not have 

received formal training, they had some ideas on how to carry out mentoring 

based on their past experiences as a mentee. Like the participants in the study 

conducted by Resta, Huilin and Yeargain (2013), the participants in this study 

gathered their ideas for mentoring from their previous mentors or colleagues 

who had experience in mentoring, and model their own mentoring from what 

they remembered.  Confirming this point, Mentor Nicole said: “I had a great 

Cooperating Teacher ... so I more or less knew what to do.” Mentor Ya An also 

articulated the same point: “… [I learnt to mentor] from my experience with my 

own mentor during practicum”, and she added that “as teachers, we do know 

how to teach/mentor somehow…”. Mentor Rose shared similar point by saying: 

“With many experience in teaching I know how to mentor.”  

 

However, with some participants might have some ideas on what mentoring 

was, other expressed that they felt insecure, nervous and lost then they were 

first approached to be a mentor. They also feared that due to their lack of 

mentoring experience, they might not be able to guide their mentees well.   
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Mentor Qistina shared her feelings when she was first approached to be a 

mentor: “I remembered feeling very nervous and worried.” She further added: 

“I was worried that I will not be able to guide my mentee and nervous that I will 

make mistakes.” Mentor Rose recalled that she was “overwhelmed” and “…not 

knowing what is expected of me as a mentor” when she was first approached 

to be a mentor. Sharing similar feeling as Mentor Rose, Mentor Aili felt “lost” 

as she did not really know what was expected of her. Recalling twenty years 

ago when she was first approached to be a mentor, Mentor Ivy said that: "I 

was a little apprehensive as it was my first time doing it.” It is evident that not 

all participants had the pre-required experience or trawl knowledge to take up 

a mentoring role with confidence. 

 

The data revealed that training was essential to help prepare and equip the 

mentors for their mentoring role. Generally, the participants all agreed that 

formal training was helpful and essential for first time mentors as it allows them 

to have a better idea of what they were expected to do as a mentor, and this 

help to reduce the anxiety for the first time or the inexperienced mentors. 

Confirming this view, Mentor Ivy said: “Training does better equip the first time 

mentor to be a more effective mentor.” She further added that the briefing 

conducted by the mentor in charge of mentoring when she first started 

mentoring was useful. This collegial approach proves once again    identified 

as integral to the process of decoding a mentor.  

 

Though the participants cited that training was helpful and essential for first 

time mentors, the majority of the participants in this study claimed that they did 
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not receive any formal training in mentoring. However, further analysis 

revealed that they did receive some forms of instructions prior to mentoring 

and the training came in various forms, duration and quality.  The type of 

training received by each of the participants differed considerably. They 

ranged from one time briefing, on the job training to workshops conducted by 

NIE (National Institute of Education). The content of the training across the 

range of cases, focussed mainly on the how and what to do as a mentor. 

Contextually, differentiated approaches to mentor preparation are present. 

 

It was noted that not all primary school teachers in Singapore have the 

opportunity to receive training in mentoring when they took up mentoring roles.  

Mentor Ivy observed that “only selected teachers or teachers who sign up on 

their own get to attend such (mentoring) workshops” and briefing was mainly 

conducted “for all involved in doing the mentoring”. She suggested that 

“mentoring workshops should be made compulsory to all teachers”. Here it is 

identified that institutions’ responsibility in mentor preparation is perceived to 

be significant but not always present.  

 

The participants in this study offered some ideas to the training agenda from 

their perspectives. Mentor Aili suggested that a sharing session by the 

experienced mentors prior the arrival of trainee teachers should be conducted 

for first time mentors, and it should be “a detailed sharing on helping to guide 

the trainee.” Mentor Ivy reported on her experience:  

“It was about preparing demo lessons to show the trainee teacher how 

to teach, how to do pre and post conference for the trainee teachers 
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and how to assess the trainee teacher's lesson and provide appropriate 

feedback for him to encourage him that the lesson went on well or how 

to improve on his lesson”. 

This mentor identified the importance of preparation in this context. She further 

added: “Mentors need mentoring skills like how to provide proper feedback to 

mentees, understanding mentees, questioning skills, what makes a good 

mentor etc.” Reflecting some thoughts, Mentor Qudsia said: “Giving them 

(mentors) the opportunities to lead in areas such as making presentation, 

professional development matters. Mentors are leaders too and leadership 

skills need to be developed and refined. Facilitating skills also need to be 

developed.” Adding on to the list, Mentor Aili felt that mentors should be trained 

in developing their interpersonal skills. She further added: “…the kind of 

guidance is expected to provide (for mentees), the standardisation of grading 

the trainee teachers (in the case of Cooperating teacher), and assessment of 

their lesson plan too should be included…”. She explained that: “All our 

expectations are different. What is good to you may not be good to me. It may 

be an excellent.” This view is shared by Mentor Olivia, she said: “What we 

need to know is how to go about assessing and how to give a fair report to the 

trainees.” Clearly, this extensive range of skill development is deemed 

important for professional learning for potential mentors.  

 

It is noted from the preceding discussion that the participants in this study 

believed that training is essential to prepare the first time mentors for their 

roles.  They generally agreed that some form of training would help to reduce 

the anxiety for the first time or the inexperienced mentors.  Ganser (2002) has 
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pointed that it is with clear expectations and high quality training, mentors’ 

ability to mentor would not be minimised.  Thus, with better preparation, the 

mentors would be able to perform their roles more effectively.   

 

It is evident from the preceding discussion that in order for mentors to 

demonstrate a good understanding of their mentoring roles and what 

mentoring and their ability to build good interpersonal relationship, proper 

preparation of teachers is necessary. Besides training, the participants pointed 

out that it is also necessary to mentally prepare the teachers for their 

mentoring roles. It is only then the commitment of the mentors will be higher.  

 

Lam (2005) highlights that adequate training and proper selection of mentors 

not only reduces the workload of the mentors, it can also bring pleasure and 

satisfaction to the schools and beginning teachers. Central to the realisation 

of the attributes of an effective mentor as discussed in Chapter 5, is the proper 

selection of mentors.  The next segment examines enabling conditions in 

which to do so as ascertained by the participants in this context.   

 

Proper Selection of Mentors 

The majority of the participants involved in this study agreed with many studies 

that one needs to pay special attention to the selection of mentors as it plays 

an important role in success of mentoring critical part of mentoring (Halford, 

1998; Bartell,2005; Lam, 2005; Turley, Powers and Nakai, 2006). Effective 

classroom teachers do not necessarily make effective mentors, as this role 

requires adults to work with adults (Cochran-Smith, 1991; Ganser, 1995a; 
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Gratch, 1998; Kennedy, 1991; Moir & Gless, 2001; Metz, 2007). Mentor Anne 

asserted that “some teachers will be more suitable than the others” to be 

mentors, therefore, like the other participants in this study stressed the 

importance of having a proper selecting process and ensuring the right 

candidates to be mentors are appointed as mentors.  

 

The data revealed that in the majority of the participants’ schools, teaching 

experience and seniority are the two top criteria in the selection of the mentors.   

Mentor Qistina commented: “As a young teacher in the service, this mentor 

might be able to emphasise more (with the mentees) as they understand the 

mentees’ challenges despite the fact that they may be lacking in some areas.” 

Mentor Olivia stressed: “…with more classroom experience, I am able to tell 

them (beginning teachers) what to expect in the classroom situation.  They 

(beginning teachers) need to know. It is different.” Here a focus on depth of 

understanding the complexities of teaching as of greater significance than just 

seniority. 

 

Though teaching experience and seniority are the two top criteria in the 

selection of mentors of Singapore schools in this study, the participants 

stressed that selection of mentors should not be just based solely on status. 

They suggested that attributes pertaining to communication, values, 

disposition, and mentoring styles should also be taken into consideration 

during the process of selection and appointment. Some of the common traits 

of an effective mentor that recur in the data are “being approachable”, “helpful”, 
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“understanding”, and “willing to share”.  It is unwise to ignore empirical based 

evidence regarding mentoring in Singapore to make a shift in their thinking.  

 

Another important criterion revealed in this study is that the teacher who is 

being selected “must be willing” (Mentor Olivia) to take up the post as this 

might affect the commitment level of the mentors. In agreement, Mentor Ivy 

added that teachers who are accepting the tasks willingly “will go all out to do 

a good job in mentoring”.  Willingness can be recognised as the essence of 

good mentoring and yet fails to be recognised locally.    

 

It is noted from the preceding discussion that in order for the attributes of an 

effective mentor to be realised, a more strategic and knowledge process of 

proper selection of the right candidate to be mentors is important and as an 

urgent matter to be addressed. Besides seniority and experience, the 

participants suggested that attributes pertaining to communication, disposition 

and mentoring approaches should also be taken into consideration when 

doing the selection. On top of that, the teacher selected must be willing to take 

up the role.   

 

Another enabling condition that the participants in this study identified is the 

matching of mentors.  The next segment examines this enabling condition.  

 

Matching of Mentors and Mentees 

It is the perspective of the participants in this study that the matching of 

mentors and mentees is very important to the success of mentoring. The 
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participants highlighted that they took several factors such as the teaching 

subjects, personality, learning style, age, and even gender into consideration 

when they matched the mentors and the mentees. This provides enabling 

conditions for effective mentoring and opens up opportunities to build good 

interpersonal relationship.   

 

Mentor Ivy’s sharing best captures the participants’ perspective on the 

matching of mentors and mentees:  

“I would need to look at the subject requirements stated by NIE. Then I 

look at the teachers teaching the subjects and the level. Teachers who 

are stronger in teaching a particular subject will be made mentor for that 

subject. If the trainee teachers are returning for their second practicum, 

I will match a trainee teacher who is weak at classroom Management 

skills to a mentor who is strong at that to mentor him. If the trainee 

teacher is weak in concept teaching, a mentor with good pedagogical 

skills would do the job. If I observe a trainee teacher to be timid, I would 

match him with a mentor who is more gentle and patient as I hope he 

will feel more comfortable and he may have a better learning 

experience. However, if a trainee teacher is someone who is not so 

receptive to feedback, I may select a mentor who is firm and able to 

exert a positive influence over him.” 

 

The participants in this study agreed that matching of mentors and mentees is 

important in building the good mentor/mentee relationship. Again, from Mentor 

Ivy:  
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“Having a good match is important. If there is a bad match, the 

mentoring might be disastrous as the mentor and mentee would not be 

able to relate well with each other. The mentee may not feel comfortable 

with the mentor and may not open up to the mentor. Thus, the mentor 

may not be able to help/guide him if there is a problem.” 

 

Mentor Qistina highlighted that it is also important to consider the age of the 

mentor and mentee when one is matching the mentors and the mentees. She 

shared: “I have a beginning teacher who is much older than the mentor she 

was attached to.   Teaching is her second career.  She did not give her (the 

mentor) that respect…” 

 

It is evident from the preceding discussion above that in order for mentors to 

demonstrate their abilities to build good interpersonal relationship, having a 

good match of mentor and mentee is enabling condition of great mentor. 

Factors such as the teaching subjects, personality, learning style, age, and 

even gender need to be taken into consideration when they match the mentors 

and the mentees.  

 

Positive School Culture  

The analysis of the data revealed that a positive school culture plays an 

important role in promoting mentoring. According to the participants involved 

in this study, they believed that a positive school culture has a positive impact 

on mentors’ support, and in turn will help to promote mentoring. From the data, 

it is revealed that a positive school culture that encourages and promotes 
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mentoring is one which promotes learning and has a good support system for 

the mentors.  The next segment examines this enabling condition. 

 

The participants involved in this study identified an environment which values 

lifelong learning as an enabling condition for effective mentors to engage in 

continuous learning and to create opportunities for others to learn.  This 

involves teachers working collaboratively to improve their knowledge, 

understanding and skills, in order to be more effective teachers. 

 

Mentor Qudisa on sharing the kind of school culture which encourages and 

promotes mentoring said that it should be an environment where people care 

for each other and “supportive”, “non-judgemental” as this allowed “growth and 

the building of trust” in both the mentors and mentees.  She added that this 

environment would be safe for people to make mistakes and “quick to accept 

learning” and there would be “free flow of sharing of good practices”. 

According to the participants involved in this study, when such a school culture 

was present, teachers working in that environment would be more willing to 

give each other the support and share their ideas. 

 

Fletcher (2000:9) argued that mentors “need support”.  At least two 

participants related that they have support from their colleagues when it comes 

to mentoring related issues. Both Mentor Qistina and Mentor Siti relied on their 

colleagues for support and resources when they first started mentoring.  They 

were comfortable seeking help from their fellow colleagues. In fact, the data 

seemed to suggest that people working in such an environment are more than 
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colleagues, they had become friends.  Some of the participants in this study 

addressed their colleagues as friends during the interviews.  

 

Mentor Ivy pointed out that teachers working in a school with positive school 

culture were not only more willing to share and mentor, they actually had more 

energy to do so.  She explained: 

“A positive school culture would be one that colleagues understand one 

another, being ever ready to go the extra mile to give a hand to those 

colleagues in need. You feel that the working environment is warm and 

nice. One would not feel stressed about personal relationships amongst 

colleagues and always looking forward to meeting one another and 

going to work happily. … A school with negative culture will tend to rub 

off to new staff. When colleagues are not happy working in the school, 

they will not want to go the extra mile to help/ mentor another person 

because they have exerted all their energy trying to be happy or work 

things out with others.” 

 

It is noted from the preceding discussion that having a positive school culture 

did encourage the participants to come forward to accept the mentoring roles 

despite their heavy workload. The participants in this study seem to be more 

willing to mentor as they knew they would be well-supported by their 

colleagues.  They reported that they knew there would be someone whom 

they could trust and get help from with mentoring issues.   
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Besides having a positive school culture which encourages and promotes 

mentoring, the participants also pointed out that the presence of a support 

system for the mentors will also help to promote mentoring.  All the participants 

in this study acknowledged the importance of the availability of   support for 

them.  As support for the beginning teachers was important to ensure a smooth 

transition into teaching, the support for mentors especially, for the first time 

mentors was equally important.  According to the participants involved in this 

study, the support for mentors can in several forms.  The next segment 

examines various support identified by the participants in study.  

 

Emotional Support  

Participants in this study revealed that they had received emotional support 

from their fellow colleagues especially those with mentoring experiences. The 

individual mentor who were in charge of the mentoring programmes, their own 

mentors and school leaders. The support they received helped them to be 

more effective in mentoring, an illustration of the significance of ongoing 

professional learning.  

 

It was identified in the data that constant conversation with experienced 

mentors did help to support the participants especially when they were first 

appointed as mentors. This support was very important especially to those first 

time mentors who had not received any form of training. The participants in 

this study gathered their ideas on how to mentors from their colleagues and 

from their own mentors when they were mentees themselves.  They not only 

acted as a resource person for the first time mentors, they were also a role 
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model for them.  Mentor Nicole had some ideas how to mentor when she was 

first approached to be a mentor as she had a great Cooperating teacher during 

her teaching practicum.  When Mentor Siti, a first time mentor, got to know that 

she was newly appointed mentor recalled that:  “I did ask my Reporting Officer, 

Mr. Sunny to clarify some things and Vivian [her colleague] helped me a lot 

too in mentoring … and also other teachers.”  

 

Recalling 20 years ago, when she was newly appointed as a mentor, Mentor 

Ivy said:  

“… If I was not sure of anything regarding mentoring, I could always 

seek the advice of the School Coordinating Mentor …. The briefing did 

help. I was hardworking too as I was constantly in conversation with the 

School Coordinating Mentor, checking if what I was doing was on the 

right track. …. Her experience, foresight and advice had helped me to 

guide the mentor well.”  

This is a significant statement that illustrates that mentors cannot automatically 

transfer into roles. Thus, it is vital to give mentors the support. Ganser (1999: 

11) argued that mentoring is a “speciali[s]ed and complex role” for a teacher, 

and for mentoring programme to be successful, regular support has to be 

provided for the mentors throughout the year.  

 

Mentor Qistina recalled:  

“I remembered talking to some teachers about things like for the 

observation, what do I write...how do I advise them. But mostly I 
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remembered how Tina has helped me to be a better teacher. She is 

somewhat my mentor.”  

The conversations with Mentor Ivy and Mentor Qistina highlighted that having 

a good role model in mentoring inspired them to better mentors. First time 

mentors needed to be guided well in order for the mentoring programme to 

succeed.  

 

Mentors need support, and they also need mentors (Fletcher, 2000:9). This is 

especially so in the case of first time mentors.  Mentoring is very demanding 

and is not simple.  Constant conversation with experienced mentors is 

important.  Time should also be given to mentors to “talk” about mentoring. 

Talking is deemed to be an important component to help mentors to internalise 

mentoring and be aware of its potential and impact (Clinard and Ariav, 1998).   

 

The presence of someone whom the first time or inexperienced mentors 

trusted and could rely on for advice was important for them. Not only had they 

provided emotional support, guidance and advice to the first time or 

inexperienced mentors, they also spent time to discuss mentoring issues, 

sharing with them their knowledge and experiences with regards to mentoring.  

In short, they acted as a resource person for first time or inexperienced 

mentors.  

 

Besides having support from the colleagues, supportive school leaders can 

also play an important role in supporting the mentors.  On the topic on the 

roles school leaders play in supporting mentors.  Mentor Ivy said:                  
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“School leaders must be more aware of the needs of the mentors, as 

well as the mentee. School leaders must ensure that the mentor is 

trained, has the correct temperaments for mentoring and the time to do 

it. …The school leaders can allow the teachers to attend training 

workshops during curriculum time. The school leaders can release 

more funding for the purchase of books on mentoring. If there are big 

issues with a beginning teacher, school leaders, his Reporting Officer, 

the Lead Teacher or the Senior Teachers may step in to mentor 

him. …The school leaders could give mentors support by offering 

suggestions as to how to mentor a mentee who may be quite difficult to 

mentor.”  

 

This quotation highlighted the several ways in which school leaders could 

support the mentoring programme in the school.  Having a good knowledge of 

the strengths and weaknesses of their teachers, the school leaders would then 

be able to identify and select the teachers with the right aptitudes and right 

attitudes to be mentors.  When mentors encountered major problems with the 

mentees, the school leaders could step in to be mediate, and offer suggestions 

and advice to help to the mentors. They could also spend time with the 

mentors to understand their problems and if they have any mentoring issues. 

They could also ensure that the mentors to be trained and release the teachers 

for training when the training was conducted during curriculum time.    
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School leaders could provide more funding for training and purchasing of 

resources.  This will encourage the mentors to upgrade themselves and to 

stay relevant and current to the education system.  

 

Analysis of the participants’ conversation revealed that school leaders could 

also provide guidance to the mentor in charge of the mentoring programme.  

They could help the mentor in charge of the mentoring programme to set 

directions and the objectives of the mentoring programme, so that the 

objective would be aligned with the school’s vision and mission.  School 

leaders’ active involvement and support in mentoring programme will help to 

send a strong signal to the teachers that mentoring was valued in the school.  

By doing so, more teachers would see values in mentoring and would be more 

willing to come forward to take up mentoring.  

 

Overall, all the participants in this study appreciated the support they received 

from their mentors, colleagues and school leaders. They all agreed that 

mentors especially the first time mentors do need support and mentors too. 

They also agreed that a positive school culture had a positive impact on 

mentors’ support, and in turn would help promote mentoring.  

 

Disabling Conditions   

The participants in this study appreciated the value of mentoring and they were 

willing to mentor beginning teachers. However, the heavy workload and the 

unavailability of time sometimes did not allow them to be able to contribute 

more in mentoring and to be a more effective mentor. They generally believed 
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that reduction of teachers’ workload would encourage more teachers to take 

up mentoring roles. The next segment examines how the heavy workload and 

unavailability of time could hamper mentoring.  

 

Heavy Workload and Unavailability of Time 

Many studies have shown that quality time should be set aside for mentors 

and mentees to reflect and come together for dialogue (Clinard and Ariav, 

1998; Giebelhaus & Bowman, 2000; Brown, 2001; Monsour, 2003; Gilbert, 

2005; Maisre, Boudreau and Paré, 2006; Turley, Powers and Nakai, 2006; Lee 

and Feng, 2007; Hall, 2008, Martin, 2008; Gilles et al, 2013).  The time that 

mentors and their mentees spend together is one of the key elements of 

effective mentoring (Ganser, 1999), and it must made a priority (Hall, 2008).   

 

Spending enough quality time together can assist successful interactions, and 

is also necessary to build strong relationship between the mentors and 

mentees. However, Mentor Deepa’s conversation revealed that that her heavy 

workload not only denied her of the opportunity to spend quality time with her 

mentee, it had become one of the deterring factors for her to take up mentoring. 

She further added:  

“But no matter how much you train them [mentors], you need to give 

them time to mentor. How can she mentor when she needs to prepare 

work for her class, form teacher duties, Level Teacher’s responsibilities, 

marking, and remedial lessons?” 

Mentor Anne, who is retired HOD and now being employed as a full time 

mentor, appreciated her “very light” teaching load. Having a relatively lighter 
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teaching load than the teachers in her school actually enabled her to do what 

she termed as “serious mentoring” whereby she would go into the classrooms 

to observe the teachers, guide the teachers, discuss ways to improve the 

lesson,  and even helped the weaker pupils in the class.  She even had the 

opportunity to sit in all the Professional Learning Teams in her school. During 

such meetings, she would whenever possible make notes for the teachers, 

bring out interesting ideas for discussions, and highlight to the teachers things 

they should look out for when teaching certain mathematics topics  

 

Participants in this study have made several suggestions on how to off-load 

the mentors’ workload.  Mentor Deepa suggested teachers who were doing 

mentoring should not be given Co-curricular activities, or be in charge of Co-

curricular activities and have fewer teaching periods. 

 

Mentor Ivy also shared how she managed to reduce the workload of the 

mentors in her school:  

“Instead of having a Cooperating Teacher mentor a trainee for all three 

subjects, I proposed that we deploy more teachers as Cooperating 

Teachers. Each Cooperating Teacher will only mentor one subject. In 

this way, the Cooperating Teacher needs not spend too much time on 

the trainee teacher. I also implemented the multi-teacher lesson sharing. 

Each Cooperating Teacher is required to put up a lesson for all the 

trainee teachers to observe. In this way, the trainee teachers get to see 

different classes of students being taught differently by each 

Cooperating Teacher. They also learn different classroom 
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management styles. This also ensures that the Cooperating Teachers 

are not over-taxed as previous.”  

 

Mentor Ivy noticed that more teachers in her school were more willing to come 

forward to take up mentoring role after the implementation of the new system. 

Mentor Ai Bee also felt teachers should be assigned mentoring roles on 

rotation basis so that there would be equal opportunities for everyone to share 

and learn. 

 

Lack of Consultation 

The data revealed that a lack of consultation with teachers concerning the 

assignment of beginning teachers can be disabling. All the participants 

involved in this study reported that mentoring roles were very often assigned 

to them without any consultation.  Mentor Ai Bee felt obliged to take up the 

mentoring role though she was “not that willing”, and she reported that has no 

choice but to accept it. It “seems like it is a mandate from above – principal 

and vice-principal.”  Mentor Aili, Mentor Olivia and Mentor Ai Bee articulated 

openly that teachers would appreciate the effort by the school to have some 

form of consultation done before the beginning teacher was assigned to them.  

Mentor Olivia commented:  

“When you need to put the teachers down to be a mentor, it is best to 

talk to the person first.  Get the person’s consent. Don’t discuss with 

management and come out with the list, then inform them.  This is basic 

courtesy. Not everyone is willing.” 
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In general, participants in this study the commitment level of the mentors would 

be higher if teachers were consulted before they were assigned the mentoring 

role.  

 

The participants in this study appreciated the value of mentoring and they were 

willing to mentor beginning teachers. However, a set of disabling condition, 

the heavy workload and the   unavailability of time, sometimes did not allow 

them to be able to contribute more in mentoring and to be a more effective 

mentor.  The participants in this study generally believed that reduction of 

teachers’ workload would encourage more teachers to take up mentoring roles. 

 

Conclusion  

This chapter set out to explore the conditions influencing the efficacy of the 

effective mentors’ attributes by identifying the enabling and disabling 

conditions. Analysis of the primary school teachers’ responses to the main 

research question, which captures their perspectives on the mentoring of 

beginning teachers in Singapore primary schools, resulted in a conjunction of 

four major interrelated propositions. This chapter focused on the description 

and discussion of the theme that constitute the third of the above-mentioned 

set of four major interrelated propositions, which reads:  

Primary school teachers identified the conditions that influence 

the efficiency of the effective mentors’ attributes.   

 

The theme that was examined separately in its re-expressed forms: 
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According to the Singapore Primary school teachers, a set of enabling 

and disabling conditions exists and will influence the efficacy of the 

attributes of an effective mentor.  

 

In the investigation of the theme of the third theoretical proposition, this 

chapter discussed a set of favourable conditions which influence the efficacy 

of the attributes of an effective mentor. They are namely: (i) adequate 

preparation of mentor (ii) proper selection of mentors (iii) matching of mentors 

and mentees (iv) positive school culture, and (v) reduction of workload. It can 

be concluded from the data while the participants in this study saw the value 

in mentoring, and were willing to take up mentoring roles when the set of 

enabling conditions exists.  

 

The next chapter utilises the same framework as the one in the chapter to 

outline and examine in detail the fourth major interrelated theoretical 

proposition that emerged from the analysis of the data. 
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Chapter 8: Conclusion 

We have built up a sound education system which has served our nation well. It is a 

system that must continually look forward and anticipate future needs so as to equip 

our young with the skills, knowledge and values to assure their livelihood and the 

country's survival and success. … Ultimately, however, it is the people in the system, 

the Education professionals, who will determine our success or failure in achieving 

our objectives. They determine if policies are translated into effective programmes 

for the good of pupils. It is they who shape our young, who, in turn, will shape the 

future of our nation. (Lee Yock Suan, 1996) 

 

 

Introduction 

The purpose of this final chapter is to discuss the findings reported on Chapter 

5, 6 and 7.   A discussion of the implications of the findings of this research 

with respect to professional practice, theory and finally, possible areas of 

further research, will follow. 

 

It will be recalled that the aim of this study was to investigate and develop an 

understanding of the primary school teachers’ perspectives on mentoring of 

beginning teachers in Singapore Primary Schools. Many studies on mentoring 

have concluded that formal and structured mentoring is beneficial for both 

mentors and mentees (Mertz, Welch and Henderson, 1989; Huiling-Austin, 

1992; Ganser, 1994; Clinard and Ariav, 1998; Ehrich and Hansford, 1999; 

Ford and Parsons, 2000; Monsour, 2003; Lam, 2005; Hall, Draper, Smith & 

Bullough Jr, 2008; Heirdsfield, Walker, Walsh & Wilss, 2008; Mihans, 2008; 

Lai, 2010; Beltman and Schaeben, 2012; Hudson, 2013; Resta, Huiling and 

Yeargain, 2013; Ponte and Twomey, 2014).   Since the early 1980s, teacher 

mentoring programmes in many countries have increased tremendously as “a 

vehicle to support and retain” beginning teachers in the profession (Huiling & 
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Resta, 2001:1). The art of mentoring is a central feature of these programmes.  

Considerable research, resources, time, and funding have been used on the 

development of mentoring programmes during this time. Be it in Singapore or 

in other countries the reasons for giving greater attention to mentoring are (i) 

reducing the attrition rate of beginning teachers, (ii) improving beginning 

teacher’s capacities as they learn to teach and (iii) to continually enhance their 

quality of teaching (Wang, 2002) in classrooms. 

 

Recognising that the importance for beginning teachers to work in a nurturing 

and supportive school environment, and that when more support is given the 

beginning teachers’ retention will improve, the MOESg has introduced several 

steps, to give support and help these beginning teachers to adjust into their 

working life.  One of which is the introduction of Senior Teacher post in 1996 

(Teo, 1999). A structured mentoring programme was also implemented in 

2006 (MOE, 2006).  Prior to this, guidance for beginning teachers in Singapore 

varied across schools.  In 2009, the Ministry of Education announced the 

establishment of a Teacher Development Centre (TDC) as a focal set-up for 

teachers to gather and work collectively towards a higher level of professional 

competence; central to this was the importance of mentoring programmes.  

 

In addressing the key research question, namely, “What are the perspectives 

of experienced classroom teachers who have mentoring experience in 

Singapore primary schools on mentoring beginning teachers?” , a qualitative 

approach was adopted for this study with the intent of understanding, 

describing, and analysing mentoring from the perspectives of the Singapore 
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primary school teachers.  Further, through analysis, a series of theoretical 

propositions was generated providing deep insights into the phenomenon 

under study.  To facilitate the research for this study, qualitative methods, 

specifically, within the interpretative paradigm were used.   

 

An interpretivist paradigm was selected as it focussed on everyday activities 

and the perspectives of people.  Purposeful sampling was used to select the 

participants in this proposed study due to the issues of practicality and 

manageability.  To access the perspectives of Singapore Primary School 

teachers on mentoring, 12 Singapore primary school teachers were 

interviewed over a period of two years.  These 12 participants are experienced 

classroom teachers currently teaching in a Singapore primary school and they 

have at least some mentoring experience. These teachers had a range of 

experiences and views on mentoring in a primary school context.  Semi-

structured interviews were used to generate data concerning the perspectives 

of experienced Singapore primary school teachers on mentoring beginning 

teachers, and the concerns and issues that they had.  

 

All the interviews were transcribed by the researcher personally. All interview 

transcripts were given to the participants for verification. The participants were 

invited to further elaborate, refine, modify or alter the views they made during 

the interviews which they deem as inaccurate or too sensitive to publish. The 

data collected was analysed systematically. The process of analysis was 

guided by the core elements of qualitative data analysis outlined by Miles and 

Huberman (1994). 
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Major Research Findings 

The research achieved its aims, which were: 

 to generate understandings of the perspectives of experienced 

Singapore primary school teachers on mentoring beginning teachers 

given that there is yet seem to be a scarcity of empirical studies in this 

area in Singapore. 

 to identify the factors that will influence the experienced classroom 

teachers in making decisions to take up mentoring roles, and the 

challenges they face when mentoring beginning teachers. 

A set of three theoretical propositions was arrived at through the analysis of 

the interview transcripts of 12 Singapore primary school teachers discussing 

the perspectives they held on mentoring beginning teachers.  These are:  

1. Effective Mentors exhibit particular attributes pertaining to 

communication and mentoring approaches.  

2. Primary School Teachers in Singapore deemed that the commitment 

level of the mentors is linked to their level of intent and perceived 

potential benefits of mentoring. 

3. Primary school teachers identified the conditions that influence the 

efficiency of the effective mentors’ attributes. 
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A conceptual model of the three theoretical propositions is presented in Figure 

2.
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Discussion 

The first proposition that emerged from the study involved the teachers’ 

understanding of the attributes of an effective mentor. All the teachers 

suggested that effective mentors exhibit particular attributes pertaining to 

communication and mentoring approaches. Effective mentors are (i) lifelong 

learners who are passionate about learning, (ii) willing to share their 

knowledge with the others, and (iii) reflective. They also have the ability to lead 

others to reflect, and promote learning by creating opportunities for others to 

learn. This is a significant finding particularly in the Singapore context as the 

knowledge gained regarding the attributes of the effective mentors can be 

used to guide future action and policy development. The data primarily aids 

school administrators in their selection of mentors.  Secondly, school 

administrators can set aside resources to help to build the capacity of potential 

mentors.    

 

The second proposition that emerged is that there is a co-relation between the 

commitment level of the mentors and their level of intent and perceived 

potential benefits of mentoring.  All teachers agreed that most primary school 

teachers were willing to take up mentoring roles when approached, however, 

their reasons for taking up the roles varied.   These reasons are portrayed as 

three main categories, namely (i) professional belief (ii) professional obligation, 

and (iii) personal gain. Again, this is a significant finding particularly in the 

Singapore context because it gives deeper insights as what the motivating 

factors are for the primary school teachers in Singapore in taking up mentoring 

roles.   
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The third proposition that emerged makes argument that, for mentors to be 

effective a set of enabling conditions needs to be present.  The teachers 

interviewed have identified a set of enabling and disabling conditions that 

would influence the efficacy of an effective mentor. The set of enabling 

conditions identified are (i) adequate preparation of mentors (ii) proper 

selection of mentors (iii) matching of mentors and mentees (iv) positive school 

culture and (v) emotional support. The set of disabling conditions identified are 

(i) heavy workload (ii) unavailability of time and (iii) lack of consultation. For 

the first time, this data regarding conditions for effective mentoring has been 

made overt in Singapore. With a deeper and better understanding of what 

these conditions are, school administrators would be able to invest more 

resources and funds to provide the conditions necessary to ensure the efficacy 

of an effective mentor in Singapore. 

 

The three propositions that were developed through this study will aid the 

primary schools in Singapore to provide the enabling conditions that would 

influence the efficacy of effective mentors. The propositions have implications 

for both policy making and professional practice in a number of ways. 

 

It is recommended that strategic professional development should be provided 

for teachers before they are appointed as mentors. Professional development 

is an important and essential measure to build and support teachers’ capacity. 

Teachers are to be provided with and understand the need for training. 

Teachers would then be equipped with the necessary skills i.e. communication 

skills to better mentor the beginning teachers. These training sessions could 
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be delivered in mixed mode: face-to-face and on-line, and a learning journal 

kept by participants of their induction experience. 

 

Additionally, it is also recommended that school administrators be required to 

inform the teachers of the expectations of being a mentor. With a clear 

understanding of the expectations of being a mentor, teachers will then be 

able to make an informed choice to take up mentoring roles more effectively 

with sustained longer term impact on the quality of beginning teachers.   

 

Schools can provide support to the mentors in several ways. First, school 

boards can set aside funds in the school budgeting process to provide the 

funding for training and purchasing of resources. Second, financial resources 

can also be provided to support further research into mentoring. Third, 

common space can be created for the mentors and mentees to meet and 

interact regularly. Schools can arrange the mentor and mentees to be seated 

in closer proximity in the staff room. Fourth, recognition is to be given to the 

teachers who mentored well. The recognition can come in terms of better work 

appraisal, promotion or monetary reward.  

 

A number of recommendations for practice can also be elicited from the 

findings of this study. Firstly, mentor’s teaching periods could be reduced to 

provide the mentors more time to be with their mentees. Spending adequate 

quality time is essential to build a good mentoring relationship. With fewer 

teaching periods, mentors will also have more time to engage in professional 

development to make them more effective mentors. These are important 
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findings for mentors and leaders of schools.  Secondly, protected time could 

be provided for the mentors and mentees to meet and bond.  Time is needed 

for the building a good mentoring relationship. It is thus advisable to allocate 

common free time in both the mentor’s and mentee’s time table. Thirdly, it is 

recommended that principals should select teachers who exhibit particular 

attributes pertaining to communication and mentoring approaches.  These 

teachers engage in lifelong learning, and create opportunities for others to 

learn. They demonstrate the ability to build good interpersonal relationships, 

and they demonstrate a good understanding of what mentoring is in specific 

educational contexts. These teachers must also meet three pre-requisites, 

namely (i) adequate classroom teaching experience, (ii) good pedagogy and 

(iii) good content knowledge. 

 

Of significance the matching of mentors and mentees should be based on 

certain criteria. This is an important ingredient in the building of a good mentor 

/ mentee relationship. Principals and school administrators should take the 

following factors i.e. teaching subjects, personality, learning style, age, and 

gender into consideration when they match the mentors and mentees.   

 

This study has demonstrated that it is essential to provide mentoring to the 

newly appointed mentors as well as new teachers. Each newly appointed 

mentor is assigned to a more experienced mentor. These experienced 

mentors, who demonstrate a desire and passion, specialist capabilities, 

dedication and commitment to mentoring beginning teachers, act as good role 
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models to the newly appointed mentors. They also provide emotional support 

to mentors who are entering this field for the first time.  

 

The research findings generate a view that support networks should be formed 

for mentors. The support network can be within school or a cluster of schools. 

This is a platform where mentors can meet and discuss the mentoring issues 

with other fellow mentors.  Perhaps a national network might evolve if the 

teachers perceive a need to do so. This is something MOESg might consider 

in the future.  

 

Of great significance is a recommendation that consultation with teachers 

concerning the assignment of beginning teachers should be completed before 

assigning mentoring roles to teachers.  Teachers will be more mentally 

prepared to take on mentoring roles following consultation; as a result, the 

commitment level of the teachers will also be higher.  

 

This study generated a set of theoretical propositions, based on the 

perspectives of 12 experienced Singapore primary school teachers in the 

primary school contexts on mentoring beginning teachers. Further, the 

analysis identified the factors that influence experienced classroom teachers 

in making decision to take up mentoring roles, and the challenges they face 

when mentoring beginning teachers.  

 

The study informs the gap in the empirical literature and policy development 

in Singapore by providing the attributes of an effective mentor based on the 
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perspectives of 12 primary school teachers. However, a more extensive 

research project involving other stakeholders i.e. principals, middle managers 

and beginning teachers is required to determine the relevance of this finding 

in other education jurisdictions. It must be noted that the findings of this 

research cannot necessarily be applied across contexts, but the findings are 

significant in generating deeper insights into the contexts of Singapore schools, 

in regards to mentoring. This is significant contribution to education in 

Singapore. 

 

Conclusion 

The study was designed to investigate and develop an understanding of the 

primary school teachers’ perspectives of mentoring of beginning teachers in 

Singapore Primary Schools.  Though there are many studies on mentoring, 

perspectives of mentoring of beginning teachers in Singapore has remained 

under researched until this point.  This study has attempted to address this 

oversight. 

 

The study has interrogated the perspectives of primary school teachers which 

led to the generation of three propositions. These propositions are 

instrumental for structuring mentoring programme in the future. They include: 

1.  It is the perspectives of the primary school teachers that effective 

mentors exhibit particular attributes pertaining to communication, 

dispositions and mentoring approaches.  
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2. It is the perspectives of the primary school teachers that the 

commitment level of the mentors is linked to their level of intent and 

perceived potential benefits of mentoring.  

3. It is the perspectives of the primary school teachers that there is a set 

of conditions influencing the efficacy of the effective mentors’ attributes.  

Such findings are the key to the reform of policy and practices that shape 

mentoring programmes in Singapore. If such findings can be actualised, it can 

be argued that the mentoring experience for both mentors and mentees will 

be more enriching and an increased number of experienced teachers will be 

more willing to take up mentoring roles.   
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Appendix A -  A summary of information about the participants to provide the 
description of the 12 participants.   

 
 
 

 

 

 

 

 

 

 

 

Teacher’s 
Name 

(Pseudonym) 

Age School Name 
(Pseudonym) 

Teaching 
Experience 

Mentoring 
Experience 

Siti Early 20s Khatib PS 3 years < 1 year 

Ya An  Late 20s Khatib PS 5 years > 2 years 

Nicole Mid 30s Angel PS 15 years > 8 years 

Ai Li  Mid 30s Jalan Kayu PS 8 years > 4 years 

Olivia  Early 40s Shunfu PS 19 years > 10 years 

Qistina Early 40s Hsien Loong PS 19 years 10 years 

Rose Mid 40s Nan Chun PS 12 years > 6 years 

Deepa Mid 40s Lorong Ah Soo PS 22 years > 5 years 

Qudsia  Late 40s Kuching PS 24 years > 16 years 

Ivy Early  

50s 

Khatib PS 25 years > 20 years 

Ai Bee  Mid 50s  Khatib PS 29 years >20 years 

Anne Mid 60s St Marks PS 48 years >30 years 
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Appendix  B  - A summary of information about the 9 schools involved in the 
study.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 N0 School Name (Pseudonym)   

1 Khatib PS Co-ed Government  

2 Angel PS Co-ed Government  

3 Jalan Kayu PS Co-ed Government  

4 Shunfu PS Co-ed Government  

5 Hsien Loong PS Co-ed Government  

6 Nan Chun PS Co-ed Government  

7 Lorong Ah Soo PS All Girls Government Aided 

8 Kuching PS Co-ed Government 

9 St Marks PS All Boys Government Aided 
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Appendix C - Guiding Questions: 

This study, and specially the data collection process, will be guided by the 

following questions: 

(1a) What do experienced classroom teachers in Singapore primary schools     

       understand by the term “mentoring”? 

 

(1b) What do the experienced classroom teachers in Singapore primary 

schools think mentoring involves?  

 

(2) What are the intentions of experienced classroom teachers in Singapore 

primary schools towards the activity of mentoring? What are the reasons 

they give for these intentions? 

 

(3) What strategies do experienced classroom teachers in Singapore primary 

schools say they used to realise these intentions? What are the reasons 

they give for the strategies they used? 

 

(4) What is the importance of these intentions and strategies for these 

experienced classroom teachers in Singapore primary schools? What are 

the reasons they give for the significance which they attributed with these 

intentions and strategies?  

 

(5) What are the outcomes that these experienced classroom teachers in 

Singapore primary schools expect from the mentoring activities? What 

reasons do they give for these expected outcomes?  

 

(6a) What is satisfying and or problematic about mentoring beginning teachers?  

 

(6b) What do the experienced classroom teachers in Singapore primary 

schools think are the factors that will help to support them to be better and 

more effective mentors?   
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The Graduate School of Education 

35 Stirling Highway, Crawley WA 6009 

Telephone +61 8 6488 3822 

Facsimile +61 8 6488 8775 

Email :  tania.aspland@uwa.edu.au 

             chiny01@student.uwa.edu.au 

INFORMATION SHEET FOR TEACHERS 

 

Project Title 

Understanding of Mentoring of Beginning teachers in Singapore 

 

Dear Colleague, 

 

I am writing to introduce Chin Yoke Mui, a Doctorate of Education student who is conducting 

a research with me at the University of Western Australia.  We are seeking to invite you to 

participate in a research project being undertaken by the Graduate School of Education. 

 

The present research will explore ways to help improve the mentoring programme in 

Singapore. The benefits of the research will be significant for teacher educators, teachers 

and beginning teachers.  

 

Yoke Mui requests your permission to conduct one interview(s) with you, of no more than 

sixty minutes duration.  The information you supply will be used to understand more fully 

the factors that will support teachers to become more effective mentors and in the fine-

tuning the mentoring system.  This will be electronically recorded and then transcribed prior 

to analysis.  Yoke Mui would be very pleased to provide you with a copy of the transcript for 

you to read and verify prior to the analysis, if you so wish. We would like to emphasise that 

no information relating to individuals will be supplied to any authorities or anyone else.  No 

names will be used in any reports about the study.    

 

All transcribed data will be maintained under strict security in the GSE for a period of seven 

years. 

 

Appendix D 
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If you consent to this request, we would ask you to return the attached consent form, in 

the reply-paid envelope, and Yoke Mui will then contact you to arrange an interview, 

entirely at your convenience. Should you decide to withdraw from the study, you may do 

so at any time without prejudice.  

 

If you would like to discuss any aspect of this study, please contact Yoke Mui at 

chiny01@student.uwa.edu.au or +65 96535966 or Professor Tania. Aspland at 

tania.aspland@uwa.edu.au or +61 8 6488 3822. We will be please to answer your questions.  

 

The Human Research Ethics Committee at the University of Western Australia has given 

ethics approval for the conduct of this research.  If you have any concerns, you can contact 

the Executive Officer of the Committee for Human Rights, Registrar’s Department, University 

of Western Australia, Nedlands, WA 6907 (Tel: 08 9380 3703).  All study participants will be 

provided with a copy of this letter/information sheet and a consent form for their personal 

records. 

 

If you have had all questions about the project answered to your satisfaction, and are willing 

to participate, please complete the consent form on the following page. 

 

This information letter is for you to keep. 

 

Yours sincerely, 

 

 

Professor  Tania Aspland      Chin Yoke Mui 

             Student 

 

 

 

 

 

 

 

 

mailto:tania.aspland@uwa.edu.au
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The Graduate School of Education 

35 Stirling Highway, Crawley WA 6009 

Telephone +61 8 6488 3703 

Facsimile +61 8 6488 8775 

Email     tania.aspland@uwa.edu.au                 

              chiny01@student.uwa.edu.au 

PERMISSION TO PARTICIPATE IN A RESEARCH PROJECT 

I , _____________________,  agree to participate in the research project conducted 

by Professor Tania Aspland and Chin Yoke Mui. 

 

I have read the letter explaining the purpose of the project and I understand my 

participation will involve an interview about mentoring of beginning teachers in 

Singapore primary school.  

 

I agree to participate in this activity, realising that I may withdraw at any time without 

reason and without prejudice.  

 

I understand that I can contact Chin Yoke Mui at chiny01@student.uwa.edu.au or 

+65 96535966 or Professor Tania Aspland at tania.aspland@uwa.edu.au or +61 8 

6488 3822. or and request additional information about the study.  

 

I understand that all information provided is treated as strictly confidential and will not 

be released by the investigator.  The only exception to this principle of confidentiality 

is if documents are required by law.    

 

I give permission for Professor Tania Aspland and Chin Yoke Mui to use and publish 

the information and conclusions generated from this study if they feel the field of 

education would benefit from the results.  

 

Signed :         Date :  

Contact Number :  

 

The Human Research Ethics Committee at the University of Western Australia requires that all participants are 

informed that, if they have any complaint regarding the manner, in which a research project is conducted, it may be 
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given to the researcher or, alternatively to the Secretary, Human Research Ethics Committee, Registrar’s Office, 

University of Western Australia, 35 Stirling Highway, Crawley, WA 6009 (telephone number 6488-3703). All study 

participants will be provided with a copy of the Information Sheet and Consent Form for their personal records. 




