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Abstract: Problem statement: Mentoring practices have been an important pathefpracticum in
initial teacher training. The purpose of this stuags to investigate the impact of a mentoring
program for teacher mentors and mentees. It alptoed the factors that influenced the impact of
the mentoring program. This study was conductetivim secondary schools in the state of Sabah,
Malaysia. Approach: Nine mentees and twelve teacher mentors partegpan the study. A
qualitative, case study was utilized to investighteimpact of the mentoring program and the factor
that influenced the impact. Combined data sourcesi fsemi-structured interviews, focus group
discussion and document review were used to galdar the in mentoring experiences in the study.
Results: The results indicated that the impact of the progwas varied but generally positive for
both mentees and mentors, professionally and paltgorFactors that impacted the mentoring
program identified were classroom practices supgmeer mentoring, mentoring relationships and
interpersonal communications, personal qualitied attitudes, reflective practices and teaching
observations. Major constraints identified wereilabdity of mentors, particularly and mentees, éim
and timing and negative personal qualities and conication skills of both mentors and mentees.
Cultural factors also seem to have influenced @& thentoring processConclusion: The study
overall provides insights and guidelines for mamifions to the revised mentoring program and
recommendations for SESD, UMS, schools, higher a&filut institutions and education policy
makers and for further research.

Key words: Mentoring relationships, teacher mentors, mentgeefessional and psychological
mentoring support

INTRODUCTION mentoring system during the practicum (Mcintyete
al., 1994); career development and advancement in
In recent years teacher mentoring has emerged inigher education (Ismail and Akrokisamy, 2007); and
many countries, such as the United States of Americ university students mentoring students in selected
Australia, Britain, Europe and Asia, as a commonschools in the teaching of science and mathematics
response of school authorities to the needs of newdris, 1999). Ng and Osman (1995) indicated that
teachers at both the preservice and induction develthere were problems faced by mentees during the
(Ismail, 2001; Jonson, 2008; Wang and Odell, 2002)practicum as a result of lack of support by teacher
As a consequence, numerous models and progransentors. Some of the practicum environments wete no
within teacher education have been developed tgonducive to professional development and there was
provide guidelines for mentoring support. Someistsid lack of commitment towards the practicum (Tan and
have been conducted on mentoring in MalaysiarHamid, 1992; Salleh, 1999). Achievement of some of
schools and higher education institutions. Mosthef  the goals of the induction mentoring programs
research has focused on the relationships betweeronducted in schools was constrained, by various
mentors and novice teachers (Furlong and Maynardactors (Narayanasamy, 1995). Salleh and Hoon (1997
1995); the problems faced by school administratorgndicated that there was an increasing trend tosvard
managing mentors and novice teachers, especially igreater involvement of schools in the training of
the first year of teaching (Cullingford, 2006); preservice teachers either in relation to new teachr
partnerships in mentoring between schools andtudent mentees in teacher training colleges and
institutions of teacher training to facilitate the universities in Malaysia. Tuah (2003) observed that
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mentoring promotes collaboration, cooperation andolanning, organizing, personal (emotional) supord
teamwork between schools and university. Ismaileflective teaching. Often, there is a lack of
(2001) studied the mentoring system in teachenitigi communication and interaction amongst school
institutions in Malaysia that focused on ESL prignar mentors, mentees and university supervisors in the
school student teachers. She found that mentotdnly h supervision and assessment of mentees. The need to
some influence on mentees’ performance but thee wamprove the current mentoring practice by working
still a need for more appropriate training of themor  closely to build rapport with school management and
teachers. This suggested a need for better ways ekpecially with teacher mentors is imperative.
mentoring during teaching practicum that would The notion that the practicum course is where the
improve on the existing systems. To date, the figdi mentees are able to apply their theoretical knogéed
on the effectiveness of the mentoring systems irpractice makes the SESD, UMS very much aware of the
schools in Malaysia have not been conclusiveimportance of providing mentoring support from both
(Kunjambuet al., 2002) and there are still many grey university supervisors and teacher mentors. The two
areas in mentoring that need to be explored andtrands of mentees differed in their needs, lewéls
investigated further, specifically focusing on the expectations and teaching confidence and skillindur
readiness of mentors for their mentoring rolesthe practicum. Matching of teacher mentors and
(Sanggura, 1998; Ismail, 2001). However, Salleh andnentees was seen as an important aspect of the
Hoon (1997) indicated that mentoring is still nemda mentoring process. As the selection of school miento
still not fully understood in Malaysia. Hence, more is done by the school principals, there have beses
studies are needed to gain better insights into th& which the school’s criteria in selecting the @ch
effectiveness of mentoring in initial teacher ediora mentors did not match those of the university.
and its impact on mentees. Moreover, a majority of the mentors have been wunsur
The main purpose of this research was toof their specific mentoring roles (Ligadt al., 2001).
implement and investigate the impact of theFurthermore, the enrolment of teaching mentees in
professional and psychological mentoring support inMalaysia between 2000 and 2005 increased especially
two secondary schools in Sabah. A mentoring programat SESD, UMS. The move made by the Ministry of
for teacher trainees was developed focusing onifspec Education in Malaysia to have graduate teachers in
areas to meet the needs of teacher mentors an@@sent secondary schools and eventually in primary schools
during the practicum. The purpose of conducting thi has resulted in an increasing number of teachers
program was to improve and enhance current meigtorinentering the university to upgrade their qualificas
practices in schools during the teaching practicum(SESD, JPPG Report, 2005). With the increasing
Mentoring of mentees in the practicum is conceiged number of mentees in the practicum and the shodége
essentially an interactive process which is geheral lecturers at SESD, UMS to supervise them, measures
concerned with achieving the objectives specified f were increasingly taken to make sure that adequate
the practicum. More particularly, it is concerneithw support would be provided to mentees during the
facilitating the learning and development of meatege practicum. Among these, the SESD, UMS opted to
planning and improving teaching performances. Themake the practicum more school-based with the dshoo
School of Education and Social Development,playing a major role in mentoring the mentees. The
University Malaysia Sabah (SESD, UMS) faces manynumber of teaching observations was also reduced to
challenges in the teaching practicum. Currentlgretis  five by the school and three by university supemss
no consistent mentoring system in the teacheritrgin The involvement of the university supervisors will
program at the SESD, UMS. The common practice is teontinue to include visiting, mentoring and assessi
invite school principals or school representatites mentees in the schools. The involvement of thehieac
attend a couple of hours of briefing on the procedu mentors became so critical in this practicum that
of the teaching practicum. Such a briefing wouldsupport for teacher mentors needed to be enhamzkd a
typically cover topics on practicum procedures andoptimized to assist the SESD, UMS to maintain the
supervision and include discussions on completingjuality of teacher training. These challenges faogd
evaluation forms and the grading system. To datet SESD, UMS clearly indicated that there was needafor
has been no formal training for the roles of mesytord  formal and systematic mentoring program to traithbo
mentees, for example in providing practical teaghin mentors and mentees. For these reasons and guided b
knowledge, sharing methods and materials, obseryati review of literature, the researcher deemed it
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appropriate to develop, implement and investighte t develop their competence and understanding and help
impact of the appropriate mentoring program to ftev  them to *fit in” (p. 52). Without the help of memt
both the professional learning and psychologicamany novice teachers have difficulty adapting what

mentoring Support during the teaching practicum_ they learned in the university education coursehédr
teaching in schools (Jonson, 2008). Cochran-Snmith a

Lytle (1999) indicated that collaboration between
teacher mentors and mentees promoted and generated
new knowledge for learning to teach.

Hence, a teacher mentor needs to be competent in
subject matter as well as the relevant skills amahkedge
for advancing students’ learning in the classroom.

Mentoring support: According to Feiman-Nemser
(2003) it is wrong to consider beginning teachess a
finished products, thinking that they are able to carry
out their task without any difficulties. Some skesli
have indicated that the teaching profession reguire
beginning teachers to do the same work as expetenc
teachers (Mcintyre and Hagger, 1996). Such
responsibilities include adjustment to school
environment, routines, policies, procedures an
familiarity with curriculum, instructional stratezg and
classroom management structures and procedur
Some student teachers find this a traumatic expegie
especially those without any teaching experiencehén
teaching practicum (Ismail, 2001). Giving suppat t
mentees at this time is crucial to enable them a&era
smooth transition into the real situation of teaghand
reduce the experience of reality shock when facitd w
the challenges of the teaching practicum. Hence, th

support from mentors provided to new teachers sdde Lo gonally and professionally” (Johnson, 2007).HSuc
meet their different needs (Villani, 2002). * Ment@ g hnort is needed to reassure and guide beginning

support for beginning teachers has become part of achers and to reduce their anxieties and fricsat
broad movement in improving teacher education’\yit in the current demanding classrooms. It setiatsa
(Evertson and Smithey, 2000). There are two tyfes Oqyrtyuring environment that meets personal and emati
support involved in the teacher mentoring processeeds results in mentees being better able to theiet
identified as essential: professional learning stipand daily demands and challenges (Kilburg, 2007).
psychological support. Ganser (1994) argued that th  “psychological support that makes novices feel
central mentor’s role is to provide both types @port.  comfortable and addresses their personal and enadtio
Both are important components in an effective mémjo  needs in the classroom includes such things as
process (Stansbury and Zimmerman, 2000). providing moral support and suggesting ways in Wwhic

to balance the demands and expectations of students
Professional learning support: Professional learning and teachers in the new environment. It involves
support fosters an understanding of teaching. Jonsaassisting in building self-concept and self-estegond
(2008) referred this adirect assistance and stated that communications, positive interactions and effective
this support is moreuseful than other mentoring listening skills and caring personalities. Teacher
functions. This kind of support focuses on the tmsif  mentors who work along with novices effectively dav
daily teaching, from locating materials and otherbeen found to be those who interact directly irpimeg
resources available in the school to organizingand facilitating teaching processes, helping in the
classroom space and instructional strategies (Kajssonstruction of teaching and learning situationsl an
2002). Learning to teach has become more compleproviding emotional and professional learning suppo
(Hargreaves and Fullan, 2000; Mcintyre and Hagger(Wang and Odell, 2002). Incorporating the humanist
1996) and multifaceted. Not only do teachers fdee t element in teacher mentoring is crucial in provdin
challenges of integrating information  and positive direction for personal and professional
communication technologies, they have the challengeevelopment as the humanist approach recognizés tha
of managing a diversity of learners from different every individual has the potential to be self-diieg
backgrounds and with special needs (Hargreaves anthder the right conditions. These conditions inelud
Fullan, 2000). As Hargreaves and Fullan (2000)openness to the possibility of change and growth,
observed, support from mentors enables mentees twillingness to break old habits and try out altéives,
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Psychological support: Psychological support involves
roviding emotional or personal support. Underpigni
his support are the personal qualities and at#guof

ementors and mentees. Psychological or emotional
§Upport is one of the strongest and important neéds

beginning teachers (Johnson, 2007; Tickle, 1991) in
particular during the practicum where teaching is

considered an emotional experience. Johnson (2007)

suggests that psychological or emotional support is

particularly important in the eyes of mentees amgies
that “consistent support creates a safe climaighith
students can take risks and do the work of devetppi
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commitment to deepening self-knowledge andFurlong and Maynard’'s Staged Mentoring Model
involvement in non-directive, developmental and(Brooks et al., 1997); Clinical Supervision Model

collaborative  approaches (Yost, 2002). Both(Goldhammegt al., 1980); the Humanistic approach, the
professional learning and psychological support areSituated Apprenticeship approach and the Critical
important in ensuring the success of the mentoringConstructive Theory approach (Wang and Odell, 2002)

process especially for mentees who discover aty afra

new responsibilities during the practicum. RESULTS

MATERIALSAND METHODS The overall impact of the professional learnind an
psychological support in this mentoring program was
This study was conducted in two secondary schoolgaried but generally positive for both mentees and
in the state of Sabah, Malaysia. A qualitative,ecas mentors. Both teacher mentors and mentees, extended
study approach was used to obtain the perceptibns ¢he range of their instructional strategies andlsski
the teacher mentors and mentees. A purposive samptdserving teacher mentors teaching, collaborataent
of twelve teacher mentors and nine menteegeaching, their lesson planning, their classroom
participated in this study. The first phase of stedy = management skills and peer mentoring. Most mentees
involved examining existing mentoring models andagreed that their positive development in their
mentoring literature and conducting a short suri@y professional areas was due to both professionaiiteg
get preliminary feedback on existing mentoringand psychological mentoring support provided by
practices in order to develop a mentoring progranmentors in their roles as a guide and advisor arttie
specifically to provide the professional learningda mentors’ knowledge of content and pedagogical
psychological support. The second phase of theystudexperience. Professionally, the mentors also gained
involved the implementation of the mentoring pragra from the program in the development of insight® int
and investigation of factors which influenced bath their own teaching and class management abilisgir th
these support. Incorporated in the mentoring progra ability to plan in discussion; their use of quesiim
were two mentoring workshops carried out separatelynd their use of resources. They also gained ifa sel
for selected teacher mentors and mentees to providewareness; communication skills, use of positive
training prior to the teaching practicum. Duringeth reinforcement; relationship building communication
implementation of the mentors’ workshops at theskills, interpersonal skills; reflective abilitiesnd in
schools, the mentees also participated in actwvitiespecific skills and techniques in approaching and
which allowed teacher mentors and mentees teovorking with individual mentees:
socialize and interact with each other. It should be emphasized here, however, that
Semi-structured individual interviews, focus group positive professional development of mentees oedurr
discussions and document reviews were the primarthroughout the practicum, though varying in degree,
data collection methods used to examine and analyzsas clearly evident. Mentors’ guidance and advioe o
the experiences of the teacher mentors and mentepsdagogic maters such as planning, instructionitis sk
during the practicum. In this study, the researchese knowledge and organization of content and resources
to analyze reflective journals and practicum guited  and classroom management were major contributors to
to supplement interview and focus group discussiorthis development despite any negative factors in
data. The constant comparison approach was used moentoring relationships and communication. Mentors’
code the data and triangulation of the differentada professional experience, though varied and content
sources was employed to discover commonalities anknowledge were significant factors in this areas.
differences and the consistency and ensuring the
trustworthiness of the findings. Member checkingswa Teaching resources: Provision of teaching resources
also employed to ensure the credibility of thevaried, with some mentees being provided with agtsgju
interpretations of data. The theoretical framewofk resources by mentors, others having to rely om then
this study was based on selected, relevant theorid8itiative or the assistance of fellow menteedis area.
underpinning the different mentoring models and  Most of the mentees were able to develop their
programs such as Furlong and Maynard'steaching knowledge and skills and improved their
Apprenticeship, Competence-based and Reflective performance through working, if not teaching,
mentoring models (Furlong and Maynard, 1995);collaboratively with their mentors. The mentees in
(Anderson and Shannon, 1988)’'s model; the Knowledggeneral agreed that availability of resources sash
Building Community model (Cambourret al., 2003);  subject syllabuses, text books, teaching materials,
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reference books, stationery including papers, marke for planning discussions, teaching observations
rulers, transparencies, Liquid Crystal Display (DCD (supervision) and reflective practices was a mijotor
computer laptops, apparatus and materials foin the mentoring program. The findings show tha th
experiments, name lists of pupils, timetables, etho degree of availability of the teacher mentors Head
calendars and school policy guidelines and ruleeewe an impact on the development of mentoring
most important in the first week of the practicum t relationships. During focus group discussions, the
enable them to plan, organize and implement theimentees indicated that meeting face-to-face widirth
weekly lesson plans. Through this collaboration,teacher mentors had frequently been an importaitifa
mentors too seem to have gained personally anth establishing the mentoring relationship. One toen
professionally. Mentees also gained in their abitd  agreed that it was one of his “....utmost priorittes
use resources as aids to instruction and in theibe always there for my mentee”. Half of the mestee
knowledge and understanding of schools culture andpoke of limitations in this area: of inadequacyiofe
policies and generally became more reflective,-selffor such activities or the inappropriateness of
critical and self-reliant, more autonomous particiy  combining mentoring functions; and of unsatisfagtor
in later mentoring phases of the practicum. As sain venues for such activities, with negative
out by one of the mentees: consequences for the mentoring process. One of the

) . mentees expressed this in her reflective journal:
Without the teaching support, a lot of

things may not have worked out for me. |
want to teach properly and effectively
because it is important for me to pass this
practicum and achieve the stated
competencies in the practicum
assessments. Now | realize that | would

Like he is there but he is not there. Very
difficult. 1 think this too affected me trying
to build the mentoring relationship with my
teacher mentor.

School activities such as the need to attend trgen

have been helpless if my teacher mentors
did not provide this support. They

provided me the help | needed for good
teaching. | also found out that you had to
be brave to ask for help so that the
mentors knew what you needed. This is

meetings, ad hoc school activities, or for personal
reasons (sick leave) and other demands on mentors’
time were given as reasons for their limited avmlity

in the mentoring process. Kilburg (2007) sugge sied

the greatest obstacles to successful mentoring dite
within the structure and organization of the school

why my friend did not get this support
adequately. She had to get things done on
her own. | sympathized with her.

especially in terms of when beginners and mentars ¢
spend time together, in informed conversationsher t
working environment and how physically accessible
they are to one another. Mentors’ availability tstsin

iy sy, SIS o552 ereotar ongaing and coninuous sLppor & visihe
part y PP 9 L uccessful teacher mentoring process (Rowley, 1999)
anxiety and reduced some mentees’ ability to teac

effectively especially during the initial phase thfe evertheless, the mentors generally made it cleat t
ely esp y 9 . P they tried to be available for their mentees duting
mentoring program. However, it also enabled thes

mentees to show more initiative, be less dependent entoring program. In some cases, some mentees
' P reported that the teacher mentors even used text

their mentors and obtain support from other SOl"rcesmessaging through mobile telephones to inform tifem
especially their peers. One of the mentees remarked

they were not available. These mentees said theg we
appreciative of such gestures by their mentors usera

My teacher mentor did not furnish me with J .
they knew what to do in their absence.

information on where to get the teaching aids
for my teaching. | realized after a while that
there was no point in waiting. | got the help
from my peers by sharing common teaching
resources and also from other mentors.

Observations of teacher mentor teaching and team
teaching: The main purpose of observing mentors
teaching was to give mentees opportunities to see
teaching in context, particularly in the big cleseé 50
Availability of teacher mentors: To provide optimum  students typical in most of the schools in thisaafkhis
mentoring support, mentors need to be readilywas another important means of mentees gaining
accessible for their mentees throughout the programknowledge and ideas on teaching during the mergorin
The availability of participants, particularly mers,  program: it was not intended to assess or evalinte
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mentor’s lesson. Five mentees had the opportunity f mentees for fear of being judged (Cullingford, 2D06
such observations here. One of the mentees said: Similarly, Ismail (2001) indicated that teachers in
Malaysia generally were not keen to be observed
My teacher mentor and | talked about what during the practicum. Perhaps, such reluctancedcoul
to observe. Observing my teacher mentors be a matter of preference and for privacy of and
gave me better insights into teaching and independence (Cullingford, 2006). Nevertheless, one
learning. | could really learn by seeing them positive outcome in this study was that mentee& too
teaching, just as they had advised me. They the initiative to observe other teacher mentors, to
really have the experience to handle the solve their own problems, independently of their
class. | employed what they did and found assigned mentors.
out some of the techniques worked, not all. Collaborative teaching, or team teaching, in this
It is a learning process. study involved the mentees teaching part of theoles
alongside their teacher mentors. Its basic purposes
Another mentee was particularly interested to se¢o allow mentees to become gradually familiar with
how her minor teacher mentor led the class durindeaching in a real situation, to create an enviremm
practical work in the science laboratory: that was non-threatening and to boost the confiel@rfic
the mentees. This also involved planning the lesson
It gave me ideas of how to control a big class  together with the mentor and it occurred only ie finst
doing experiments in the science lab. | learned  two weeks of the mentoring program:
when to catch the pupils’ attention and when

to use a loud voice rather than yelling most of At first, it bothered me to be teaching
the time. Observing him teaching helped me a together but | learned more when | watched
lot in my own teaching. as my teacher mentor did the experiments

with the pupils. My teacher mentor’s input
Through observations, mentees learned to use was beneficial. It was good for me especially
different teaching strategies, increased their identce as | do not have teaching experience. |
in teaching and learned how to manage the classroom learned a lot from this experience
especially, in the science laboratories and howsdse
interpersonal skills in communicating with pupildot The findings indicate that not all of the mentees
all of the mentees who observed their mentordenefited from collaborative team teaching support,
benefited from it. Two mentees reported that thisly d despite this approach being advocated in the miagtor
not really learn much from observing their teacherprogram as one of the ways that mentees could gain
mentors teach and that this was because the mentasscess to the approaches of experienced teachmers’ i
had not emphasized it. These mentees were nafassroom practices (Mcintyre and Hagger, 1996). It
convinced of the worth of observing their mentonsla was obvious that mentors were not keen to implement
were not keen to do so. They concluded that planninthis component because of such factors as in time
and discussing pedagogical knowledge, strategids arconstraints, other school activiies and mentees’
content with their teacher mentors were more usefulprevious teaching experience. At the same timeg tivere
One of the mentors pointed out: some mentees who were not keen to teach collabeigati
Perhaps such reluctance could be due to lack sif and
My mentee asked me once but she did not fear of loss of self-esteem which prevented bothtare
really make it a point to observe me. She and mentees engaging in collaborative teaching
would not observe me, anyway. | told her she (Cullingford, 2006). In order for collaboration oates
could come and observe me any time. to be successful, such teaching must be approaatied
positive attitude (Moore and Wells, 1999).

Some teacher mentors in this study were not keen
to be observed by their mentees. They argued higat t Peer mentoring: Peer mentoring, in fact, became an
other supports provided were sufficient and thatmportant part of the program for most mentees,
observed teaching might not conform to the mentee’particularly where mentors were perceived to previd
teaching styles. Perhaps, however, they were merelgnly limited support. Additional help and suppaxrh
uncomfortable at being observed by mentees. Thipeer mentoring was a significant feature of thisdgt
aligned with the studies that suggest some teache@nd was added to the mentoring program to assist
mentors resist the idea of being observed by theimentees in their professional development. However,
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mentees had mixed perceptions on peer mentorifg. Athis study involved reflecting on their teachinggtice

the mentees (in focus group discussion) found peeogether with teacher mentors face-to-face andwhis
mentoring helpful in assisting them daily in thigisson  typically intended to occur after each mentee’'sdes
plans, teaching techniques, strategies, conteathieg and to include mentees’ writing self-reflectionstbeir
aids and classroom management skills. In gendray, t experiences in their reflective journal throughale
agreed that peer mentoring was particularly needethentoring program. In this mentoring program,
during the initial phase of the mentoring progrd. elements of  supervision including teaching
them, this phase was a period of adjusting to a newbservations, pre-and-post discussion were
environment and peer mentoring played a vital paré  incorporated together with reflective practices. s¥lo
in addition to the major roles played by teachermentees (7-9) were satisfied with the reflective
mentors. For some, peer mentoring extended beyongractices with their mentors even though they faced
mere sharing of resources to include collaboration some difficulties, especially in the initial pragdi
planning and reflection, in counseling andphase. Two mentees, however, reported that they
psychological support through mutual motivation andwere not satisfied because of the way reflectios wa
positive reinforcement. However, a couple of mesitee conducted because the findings also show that the
did not find peer mentoring helpful and relied ooly mentees generally believed that the quality of
the support of their mentors. Interestingly, anreflective practices varied. The mentees (in focus
unplanned and unforeseen development was thgroups and interviews) generally agreed that one of
formation of a mentor-initiated peer discussionugro the most important things they gained through
Through this group and informally, mentors sharedreflective  practices was self-awareness  of
their experiences, in mentoring practices and tbein  weaknesses, strengths and their surroundings. Two o
teaching and provided mutual support. Interactiosns the mentees shared the importance of reflective
this group also appeared, incidentally, to stre@gth practices in the mentoring program:

mentor motivation. One of the mentees also spoke

about how peer mentoring had helped her through: Reflective practice is essential. It is
important because | realized that without it we
| did observe my peer during her class and | would not know our faults, why things went
learned how she managed her class and how wrong in our teaching and what we did
she does her teaching. We always have exceptionally well. We discovered that we
discussions concerning our pupils’ abilities actually have the potentials to be good teachers.
and how to encourage them to generate ideas.
We found out from our discussions that the | was not keen to do the reflective practices
pupils we are teaching in general are so used initially. | felt that there were just too many
to being spoon-fed. things to do during the practicum. But |

) realized that there were benefits from doing
Another mentee added that peer mentoring helped reflections. | found myself better in doing

to strengthen her motivation, to take care of amstlzer things after finding out my weaknesses, what |
and to solve common problems in the teaching practi did wrong and finding solutions to rectify them.
but “the most important thing is we motivated each
other always and especially after we observed each |\entees also perceived that the timing of reflecti
other teaching. This is how we took care of eatieldt  practices discussions was important. They repoirted
It Sh0u|d be nOted that two mentees d|d not findrpe focus groups that reflective practices were noryna”
mentoring helpful at all. One of them said sheqmefd  held after they had been observed by their mentors,
to solve her problems for herself throughout thesometimes immediately, but there were only brigthw
mentoring program. Although she sat with her peersionger, more formal reflections arranged later. 8om
listened to their discussions and exchanges ofs/iew reflective practices were also incorporated intheot
their teaching experiences, she found that theeenea  gaily discussions, sometimes before lessons somstim
much it could to do to help her. less formally and not always very productively.

It seems that the reflective journal wasoanding
Reflective practices and reflective journals: Two  board for the mentees to voice their concerns as well as
forms of reflective practices were conducted in theexpress their positive and negative emotions tar the
program: face-to-face reflective practices with ten  university supervisor in this study. Disclosing
and reflective journal writing. Reflective practicén  themselves openly to the mentors or with peers may
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create a feeling of humiliationm@lu) or being degraded although teacher mentors generally believed their
as this is common in this local cultural contextcontributions here were adequate. Where both grofips
(Hamzah-Sendutt al., 1989). Trust was established participants reported effective reflections, thegrev
with their university supervisor where they weréealo  characterized by positive rapport and constructive
confide their mentoring experience in the journal.outcomes for both participants: mentees reported
Mentees (7-9) expressed that not only did it atbem  positive developments in teaching and management
to analyze their inner feelings but different erons  skills, self-awareness, critical ability, mentonsoke
surfaced and they could express them in writingndur of increased self-awareness, a sense of renewal and
the practice. One of the mentees also pointedhaif t revaluing of their own teaching and management and
“writing down and being critical and thinking of their ability to use questions in probing and gngi
solutions actually improved my teaching. It is udét  mentees to think constructively about their workisT
teaching but it is a space where you can write yeat  is also consistent with the suggestion of Scho87}19
thoughts. It also improved my writing ability”. Usd  that both reflection-in-action and reflection-ortian
these journals, where it was extensive enough, alsenable mentors and mentees to understand and
proved therapeutic for some mentees and enhancedhprove their reflective practices.
both their willingness and ability to write reflactly
and analytically. However, some mentees were nofoint observations. Participants viewed joint
keen to spend too much time on writing journalsobservations and follow-up of mentee teaching by
regarding such activity as a chore rather than atilrec mentors and the university positively. Mentees were
Overall, the data show that both mentees benefitedenerally satisfied with the objectivity and faisseof
from doing the reflective practices but in differen assessment/grades according to SESD, UMS
ways. It is apparent that the reflective practiassisted competency guidelines (SESD, UMS, Practicum
the mentees progressively in improving, enhancimi) a Guidelines, 2005) through this process and with the
upgrading their teaching performance. As suggelsied positive results for their professional developmeiit
Ghaye et al. (1998), “reflection-on-practice takes the mentors (in focus group discussions) agreetl tha
experience and integrates it in particular way®998, joint observations were beneficial because they
p. 16). The mentees were able to optimize theiprovided a supporting environment for them, knowing
strengths by being proactive in integrating anchgsi that the university supervisor was there to disdhss
new ideas suggested by and discussed with mentorsentees’ progress, performances and the standdrdize
and was able to anticipate and plan more effegtivel teaching grades. Discussing and comparing their
to overcome difficulties. Planning and organizationassessment with the university observer gave mgntor
were enhanced by effective reflective practiceshwit confidence and, very importantly, they valued the
mentors. So too was the ability to accept consivact acknowledgement by the university of their
criticism after initial resistance. contribution in their role as a mentor. As one bé t
Mentors also had positive experiences in thementors said “... | never felt so honoured that my
reflective practices, putting them back on trackhieir  assessment and grades awarded to the mentee were
teaching approaches and strategies, discovering theacknowledged by the university...” Engaging in
strengths and weaknesses and improving themseives discussions about mentees’ teaching during and afte
their mentoring. With one exception the mentorsobservations with the university supervisor allowed
indicated that they were able to carry out theemifle = mentors to share their expertise in subject contetti
practices and they were satisfied with theirthe mentor. Another mentor pointed out:
performances in them. This finding corresponds with
Hargreaves and Fullan (2000) and Cullingford (2006) We discussed the mentee’'s teaching
suggestions that mentors learn from their mentges b performances, her weaknesses and strengths
developing new insights into their own and others’  and how to improve her teaching as well the
teaching, new relationships and a renewal of content and why such teaching strategies and
enthusiasm and commitment to their craft and career teaching aids were used by the mentee as

Similarly, this finding also supports a finding by previously suggested for implementation
Balassaet al. (2003) that mentors gained in their ability
to analyze their own teaching. Joint assessments were seen as more fair and

As indicated above, limitations on availability of standardized by both mentors and mentees and in
participants, particularly teacher mentors, redutteel  awarding the grade mentor felt less isolated, nfalig
effectiveness of reflective practices in the progra involved in the mentoring process generally. These
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positives for mentors were not immediate. Some, at Some mentees in this study already considered
least, were initially apprehensive and hesitanuéiioe  their teacher mentors as their friends, with good
idea of joint observation but this was largely @eene  relationships generally established, by the midatie
with experience in the process. Overall, mentolt fe |ate phases of the mentoring program. The factors
acknowledged, honoured, valued as professionals byredited by the mentees as contributing to these
the university through joint observation and thisfriendships were the positive qualities of the noest

appears to have increased and reinforced mentqych as caring and friendly attitudes as well asrth
commitment to the program. They further indicateatt jnornersonal skills. Mentor-mentee friendship was

more formal recognition by the University of thisiput seen as important in the effectiveness of more &rm

could takg the form Of. a document (certificate), Tserious discussions or during observations. However
remuneration or academic accreditation. . . X
time constraint appears to have been a factor én th

Mentoring roles and personalities: Basically in this fulfillment of these roles by some mentors.

study, the psychological mentoring support occurre
across in all mentoring functions during the praath.
It emphasized developing positive personal qualitie

dEstablishing mentoring relationships and cultural
factors. The emphasis of developing the mentoring

and attitudes to create an environment that is ecind relatipnship and comr_nun@cation was strong duri_rfg ,th
to effective mentoring. Underpinning this suppoere practicum. Incorporating interpersonal communiaatio
establishing mentoring relationships, usin skills vyas_essentlal t(_) extend and sustgln effectiv
interpersonal  communicative  skills, availability, Mentoring in a mentoring culture where this area wa
selection criteria and matching of mentors, persona®SS eémphasized. The building of effective mengrin
qualites and attitudes of mentors and menteed€lationships also depended greatly on the intsges
mentoring ro|es and mentoring phases' Skl||S Of bOth participants. Whel’e mentors brought
Most mentees agreed that their positivewarmth, diplomacy, sensitivity and positive appiues
development in these professional areas was ditfeeto and reinforcement, the relationship flourished.sTiwas
support and advice provided by mentors in theies@ls ~ particularly so when complemented by positive
guide and advisor and to mentors’ knowledge ofattitudes, receptiveness to advice, adaptability an
content and pedagogical experience. Two menteelexibility in the mentee. To the extent that these
expressed disappointment that their mentors nevegualities and skills were lacking in the relatioipsh
really fulfilled these roles and one, at least, tkmdeek particularly in the initial phase, mentoring wasde
guidance and advice elsewhere. Other emerging menteffective. The most successful mentoring partnesshi
roles such as role model, partner dmats were also were collegial, collaborative and democratic. Théso
identified. The mentees described their mentors: tended to be facilitated by a degree of informality
partly, at least related to the venues of contatside
My teacher mentors played the role of a  {he “classroom and in planning discussions and
guide and advisor. These roles were  (efective practices. One of the reasons giventtiis
essential in my teaching practice. | gained 55 that the informality was more conducive to
from the guidance and advice of my teacher maintaining a pleasant work environment with less

mentors who were expertin their SUb]eCtS.' It tension. As two of the mentees pointed this out:
provided me with support. They both carried

out these roles very well Our interactions seem to be better in informal

places such as in the school canteen. Then we
talked as we walked back to the staff room or
classroom; along the corridor, we talked and
discussed. Very informal | preferred informality
because | felt at ease with my teacher mentors,
like they were colleagues

| considered my teacher mentor as a good role
model. He gave me positive insights into being
a good teacher. He was a good example and a
positive model of a good teacher and | was
grateful and lucky to have him as my teacher
mentor. | learned a lot from just working with

him and from what he has taught me. | am _ )
more confident now. My relationships actually happened

informally such as sometimes meeting at the
Initially, his actions were those of the boss school canteen, outside the classrooms such
because | was always waiting for his orders and as the corridors, or during the extra-
him telling me what to do. curricular activities
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Mentors tended to value initiative and self-retian
in their mentees, particularly in relation to plamm
reflection and resource acquisition and utilization

sure to make time to listen to her. | would just
not talk to her in front of other people if |
disagreed on something. | had to consider her

However, effective mentoring relationships and
communication were not necessarily immediate but
developed over time. Some cultural factors sucthas
importance of face, respect of the novice for tgeet, = communication skills go hand in hand with persdgali
the young for the elder, of hierarclyso appeared to characteristics in influencing communications and
play a part in the mentor-mentee relationship. fReda relationships in mentoring. Where both mentor and
ages, mentor professional experience and gender wementee utilized such skills effectively, their tedaship
also factors in some mentoring relationships. Saver was fostered and enhanced. Some mentees found that
mentors perceived a lack of commitment and a negati they needed to apply such skills more fully to
attitude in their mentees, resulting in an apparentompensate for apparent weaknesses in those of thei
unwillingness to co-operate in the mentoring precesmentor and this was not always easy to do. To the
and constraining its effectiveness especially ieksey  extent that such skills were inadequate in eitratyp
professional learning support and constrainingtheir communication and relationship suffered.
mentoring relationship-building and interpersonal
communication. Adjustments in personal qualitied an Mentoring phases: Participants particularly, however,
attitudes were seen as a give and take way to overc also identified these distinct mentoring phasesndur
such constraints in this study. Such constraing® al the practicum. The initial phase during the earbeks
reflect the traditional culture of practicum sugsion  of the practicum was vital in the foundation and
and assessment SESD, UMS context. Other culturalubsequent development of the mentoring relatignshi
factors related to established practice, includintpria  and its effectiveness. Other avenues to gain
for and selection of mentors. In this program, aspsychological support were through the developroént
previously, mentors were simply appointed by thethe mentoring phases as both teacher mentors and
school, in at least two cases despite the reluetafic mentees were in the process of establishing their
appointees and variations in their age and gendenentoring relationships. For some, mentoring only
relative to those of mentees and their experiemce ibecame effective in the middle, even the final peasf
teaching and mentoring. These factors impingedhen t the program. This supports the suggestion by Johnso
mentoring process for some participants, often(2007) that latter phases are when mentees havednov
negatively. This supported Hansman (2002) suggestiobeyond being dependent and insecure; that they
that mentors may be unwilling to help mentees wherexperience a steady increase in self-confidence and
they are forced to become mentors. professional identity; that mentoring relationship
becomes more reciprocal, characterized by mutuat tr
Interpersonal communicative skills. The data here and more emotionally bonded through sharing ideas a
show that effective interpersonal communicatiodiski values. Those whose positive relationships begdierea
are essential to positive relationships andsuggested that this was the most critical phase for
communications between teacher mentors and menteesiccessful mentoring. Another important positivetda
More than half of the mentees (6-9) reported theirt here was the gradual withdrawal of scaffolding efnor
mentors used interpersonal communicative skillssupport as the program developed through the phases
effectively to promote communications with them. In Mentees generally indicated that both professional
the focus group discussions, mentees noted suctomenlearning support and psychological support wereemor
skills as the ability, willingness and patiencelisten  needed in the initial phase of the mentoring preoees
and to use positive reinforcement. The majority ofthat it takes time to establish mentoring relatidms and
mentors (11-12) agreed with the mentees that tieg t communication. As pointed out by one of the mesitee
to use their interpersonal skills to communicatéhwi
their mentees. One of the mentors said:

feelings because | did not want to upset her.

It is apparent from the data that interpersonal

Yes, | feel that in the first few weeks, it was
very hard to gt along with them. Maybe it
For me, | considered everything possible to was because of our expectations and

make sure that my mentee was comfortable in
this practicum. | did not scold her. | used
positive reinforcement when | talked to her to
encourage and sustain her motivation. | made
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perceptions of them. It may also be personal.
Maybe we judged them too early by looking at
their facial expressions. | made it a point to
talk to my teacher mentors and after
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interacting with both my teacher mentors, | study will benefit teacher mentors and mentees in

realized that they were okay. improving the mentoring process through providing

more effective professional and psychological

Personal qualities of mentors and mentees alsmentoring support and more effective mentoring
take time to develop in interaction as it takesetitm  relationships generally. SESD, UMS will be ablaite

be fully comfortable with one another. One of thethe information from the study to plan more adeguat

mentors shared his experience: and effective mentoring programs for the trainirfg o
mentors and mentees and thereby improve the quality

At first my mentee was reluctant to of the mentoring process in SESD, UMS and other
approach me. She was very shy. That made higher education institutions and schools in Makays
building a mentoring relationship difficult in should benefit similarly. Partnerships and rapport
the initial phase of the mentoring program. | between schools and SESD, UMS will also be
noticed this and | made it a point to go to improved and directly and, indirectly, the standafd
her and talk to her. By me doing this, | education in schools and teacher education in Sabah
observed that she came out of it. Gradually,  will also be improved.
this mode became familiar to her and after a One of the great strengths of most mentoring
while, | noticed she became accustomed to  programs is the voluntary commitment of dedicated
it. That was how the communication and individuals (Gay, 1994) expertise and experience in
relationship became closer. teaching and mentoring (if possible); interactil@ls

and communication; warmth, flexibility (especialty

All these elements were important contributingrelation to cultural factors and traditional praedi and
factors in creating environments that were condeiciv awareness of required mentoring roles and activitie
secure and more relaxed for effective mentoringh®  Providing for more effective matching in terms gfea
extent that they were lacking here, the mentoringand gender of mentors should be considered here if
process was less effective. There were, howevengso these are likely to affect the mentoring relatiapsh
negative experiences: varying degrees of frustadiod ~ Selection should still be made by the school buh wi
anxiety, particularly in the initial mentoring pleagrom  extensive input on the above criteria from the
perceived lack of mentor support; lack of resourcesuniversity. A particular factor to be consideredrene
unsatisfactory relationships and communication withcould be that of gender balance among mentors. The
mentors and some of these continued to varyinge#sgr school should also be fully provided with infornaati

throughout the practicum. on the importance in mentoring of the provision of
adequate resources, availability of mentors, piiogid
DISCUSSION adequate time and venues for formal and informél ou

of-classroom activities (planning, reflection,) afat

Mentees valued professional psychological supporobservations of mentee and mentor teaching. The
from their teacher mentors. A variety of factors mentoring program should be seen as a joint enserpr
interacted in their impact on the effectivenesstref  a partnership between school and university. Astpdi
program in terms of the professional learning andout by Hallet al. (2008) “this can open the door for
psychological mentoring support. The study ideatifi greater collaboration between universities and ipubl
that mentees and also teacher mentors gained masthools as they work together to prepare better and
important were: th@hased development of the program more skilled teachers” (p. 330). Such collaboration
itself; mentor selection; availability of time, weas and could be facilitated by the appointment within the
participants, particularly mentors; resource priovis school, by a staff member with particular respaitisib
and commitment, attitudes and communication andor the practicum and liaison with the university.
interpersonal skills of participants. Reflectiondapeer Further emphasis for all participants must be
mentoring, mentor modeling and collaborative teaghi placed on the value and practices of collaborative
and personal as well as professional mentoringoth b teaching, mentee observations of mentor teachiny an
informal and formal interactions were perceivedb® mutual planning and reflective practices, partidylin
important contributors to successful mentoringutifo  the early phases. Specific training in reflectivaqgices
not all were practiced as comprehensively or ashould be part of workshop activities. Availabilifyr
thoroughly as might have been here. such practices, especially of mentors, of time and

This study has important specific implications for appropriate-including informal - venues should kedem
SESD, UMS in teacher training. The outcome of thea priority by participants, especially mentors ahe
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school. The importance of initiative-taking by mesg¢  process; cultural influences on mentoring relathips,

in  relationship-building,  resource-  acquisition, particularly, perhaps, in the Malaysian contextysvaf
adaptation of teaching and management strategigs artrengthening the school-university partnershifieda
reflection should also be emphasized. Menteesfor and methods of evaluating mentor and mentee
reflective journal-writing should be a major compah  performance in the practicum; infusing technologgts

of the training program, perhaps with somactice  as electronic mentoring to further enhance andrsifye
exercises included and emphasized throughout thgenioring approaches: further understanding oregssu
practicum, even as a compulsory component of thehaqded in mentoring relationships in order to
assessment and grading process. Peer mentoringh whi rovide better insights;, further understandingpegr

tended to be a spontaneous development for th : : .
S entoring or group mentoring rather than mentodn
mentors here should be highlighted and encouraged, g orgroup 9 g

. y . a one-to-one basis; a mentoring monitoring system f
even formalized, for both groups of participantghe ) ]

: : = - - follow-up and for further improvement; and ways of
revised program, with specific provision made favlere furth di 4 develoning th o
possible. Initial experience in this could be pded in _urt er exten ing anc developing the mentoring Pesc
mentorbrainstorm groups during training workshops. in SESD, UMS in Malaysia and more widely.

All participants, however, should be made more
aware of the importance of these in relation to
democratic interaction and communication;
adaptability, flexibility and openness to changeda Anderson, E.M. and A.L. Shannon, 1988. Toward a
collegial and collaborative mentoring relationships ~ conceptualization of mentoring. J. Teacher Educ.,
Mentor roles must extend the emphasis on guidande a ~ 39: 38-42. DOI: 10.1177/002248718803900109
Support in lesson p|anning, content, teaching an(Balassa, K., C. BOdOCZky and D. Saunders, 2003. An
classroom management skills and school policies and impact study of the national Hungarian mentoring
culture, particularly in the early phases of the  Pproject in English language training. Mentoring
practicum. Partnership between school and uniyersit ~ Tutor.. Partnership Learn., 11: 307-320. DO
could be extended through increased university 10.1080/1361126032000138346
supervisor-mentor teacher collaboration (obsermatio Bradbury, L.U. and T.R. Koballa Jr, 2008. Bordess t
evaluations,), perhaps with more university cross: ldentifying sources of Tension in mentor-
participation in the practicum generally. Mullendan intern relationships. Teach. Teacher Educ., 24:
Lick (1999) indicated that such partnership mayenoff 2132-2145. DOI: 10.1016/).tate.2008.03.002
and function as a form of shared purpose androoks, V., P.J. Sikes and C.T. Husbands, 1997. The
commitment, joint inquiry, expanded guidance in Good Mentor Guide: Initial Teacher Education in
professional development, shared power and could Secondary Schools. 1st Edn., Open University
generate closer ties between schools and uniessiti Press, Buckingham, ISBN-10: 0335197582, pp:
Bradbury and Koballa (2008) also indicated that 188.
university supervisors can serve as “mediators hélp  Cambourne, B., J. Kiggins and B. Ferry, 2003.
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