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1. Introduction

Mentoring has been widely studied in the past decades (e.g., Gholam, 2018; Gordon & Maxey, 2000;
Jane, 2007; Manzano et al., 2012; Mcintyre & Hobson, 2015; Oppenheimer & Goldenberg, 2023;
Tang & Choi, 2005). Studies in this field have proved that proper mentoring support helps novice
teachers, who are struggling in their first years of teaching, to overcome the difficulties and cope
with the duties of this profession. Mentoring support is also relevant at the moment of choosing
whether or not to continue teaching as a career (Ewing, 2021). Therefore, it is important to design a
support plan considering the particular needs, specific contexts, beliefs, discipline, and roles of
novice teachers (Gholam, 2018).

In Chile, teachers are required to attain a bachelor’s degree in education to enter the
educational system and be officially recognised as teachers. Once employed, novice teachers are
offered formal induction programmes, as they start teaching directly after completing their initial
teacher education (Ministerio de Educacién Chile, 2016). Notwithstanding these efforts, teachers’
attrition reaches 20% within the first five years in the profession (Silva et al., 2025). The reasons for
this are not fully understood as there is a gap in identifying the current difficulties and challenges
Chilean teachers face (Silva et al., 2025), but teaching load and class sizes may be relevant factors.
For instance, according to a 2016 report by the Organisation for Economic Cooperation and
Development (OECD), teachers in Chile work more hours a year than any other surveyed country.
Specifically, Chilean teachers log an average of 1103 hours annually across all education levels
compared with an average of 1001 hours for pre-primary, 782 hours for primary, 694 hours for lower
secondary, and 655 hours for upper secondary teachers. Additionally, Chile has the second-largest
class sizes, with an average of 29 students per classroom (OECD, 2016).
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A way to overcome the difficulties novice teachers face in Chile, and part of its recently updated
teacher professional development system, the Ministry of Education has started to promote new
mentoring initiatives to keep novice teachers in schools (Congreso Nacional de Chile, 2024). In an
effort to investigate the efficacy of a mentoring support plan for the successful adaptation of novice
teachers of English in Chile, this study was constructed and implemented with six novice teachers of
English, who graduated from an English teaching programme and had one year of teaching
experience when invited to participate. Data was analysed following the levels proposed by Vonk
(1996) to explore the main challenges faced during the participants’ first teaching years, which then
served as the foundation of a mentoring support plan designed for them.

In the following section, we will discuss the main theoretical framework that supports the study.
Next, the research methodology is presented followed by the discussion of the findings. The final
section presents the mentoring support plan designed and implemented in this context.

2. Literature Review
2.1. Supporting novice teachers through mentoring

Mentoring has emerged as a critical strategy in supporting novice teachers, enhancing their
professional skills, and fostering the development of their professional identity (Gholam, 2018; Jane,
2007; Manzano et al., 2012; Mcintyre & Hobson, 2015; Oppenheimer & Goldenberg, 2023; Tang &
Choi, 2005). Numerous studies highlight mentoring as a key approach to reducing teacher attrition by
supporting new teachers during their early years in the profession (Garcia & Stritto, 2024; Glazer,
2018; Hobson et al., 2009; Jane, 2007; Oppenheimer & Goldenberg, 2023).

Mentoring is distinguished from other forms of professional support, such as coaching or
supervision, by its emphasis on developmental feedback and long-term professional growth
(Malderez & Bododczky, 1999; Randall & Thornton, 2001). Wallace and Gravells (2007) define
mentoring as a process that facilitates a transition from one stage of professional development to
another, helping novice teachers evolve into confident practitioners. In this context, mentoring
serves both as a model of effective teaching and a mechanism to prevent early-career burnout and
attrition (Donitsa-Schmidt & Zuzovsky, 2016; Oppenheimer & Goldenberg, 2023).

Mentoring programs are typically structured to provide comprehensive support, including
psychological, sociological, and pedagogical, for novice teachers as they acclimate to the school
environment (Oppenheimer & Goldenberg, 2023; Wexler, 2019). These relationships are built on
shared professional interests and disciplinary expertise, fostering a strong foundation for growth
(Abetang et al., 2020; Feiman-Nemser, 2012). A 2019 report by the OECD describes mentoring as a
vital in-school support system where experienced educators guide new teachers. Despite widespread
acknowledgment of its importance, only 22% of teachers with five or fewer years of experience have
an assigned mentor, on average, across OECD countries (OECD, 2019).

Globally, many mentoring models are designed to aid the novice teacher’s transition from
academic theory to classroom practice. These programs aim to bridge the gap between idealised
notions of teaching and the complex realities of the profession (Voss & Kunter, 2020). Significant
resources are invested in recruiting veteran teachers to mentor novices, highlighting the profession’s
recognition of the need for sustained support (Bullough, 2012; Carmi & Tamir, 2021). Given the
challenging nature of teaching, mentoring has become an integral part of teacher education (TE)
programs worldwide (Boerr, 2011; Hobson et al., 2009; Parker-Katz et al., 2007; Sundli, 2007).
Countries such as the United States, Finland, Australia, Singapore, Israel, China, and Japan have
implemented formal mentoring programs for novice teachers (Abetang et al., 2020; Asada, 2012;
Hudson & Hudson, 2016; Kutsyuruba et al., 2019; Schatz-Oppenheimer, 2021; Salleh & Tan, 2013;
Oppenheimer & Goldenberg, 2023). In Finland and Israel, mentoring is mandatory, while China offers
both one-on-one and group mentoring formats (Oppenheimer & Goldenberg, 2023; Salleh & Tan,
2013; Schatz-Oppenheimer, 2021). However, there is significant variation in the prevalence of
mentoring across countries. In nations such as Argentina, Chile, Finland, Italy, Lithuania, Slovenia,
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and Spain, only 5% to 10% of novice teachers have access to a mentor. In contrast, in Kazakhstan,
New Zealand, Shanghai (China), and Singapore, over half of new teachers are assigned mentors
(OECD, 2019).

2.2. A mentor’s role and profile

The literature presents varied perspectives on what constitutes effective mentoring in teacher
education. Malderez and Boddczky (1999) and Randall and Thornton (2001) emphasize that a key
function of mentors is to offer guidance and advice to pre-service teachers. Randall and Thornton
(2001, p. 13) further note that the role of the mentor has evolved to include not only a “specific and
defined responsibility for training” but also elements of assessment. In their view, mentors in pre-
service teacher education programs are typically practising classroom teachers who host novice
teachers for periods of teaching practice.

Effective mentors possess both pedagogical expertise and the capacity to translate this expertise
into guidance for less experienced teachers. Parker-Katz et al. (2007) describe mentors as individuals
who can “transform their knowledge of practice and guide a less-skilled teacher” (p. 1259), thereby
bridging the gap between theoretical knowledge and classroom application. Understanding the non-
linear nature of teachers’ professional life cycles—defined as the “phases, sequences, or stages that
teachers go through in the course of their careers” (Tsui, 2003, p. 79)—is essential to mentoring.
According to Tsui, the various challenges encountered during these phases contribute to a teacher’s
development of professional expertise. These challenges prompt mentors to continually reflect on
and refine their instructional practises (Huberman, 1993). As such, mentoring is not only beneficial to
novice teachers but also fosters self-reflection and growth in mentors themselves (Feiman-Nemser,
2012; Mclintyre & Hobson, 2015; Oppenheimer & Goldenberg, 2023; Orland-Barak & Wang, 2020).

Several researchers have attempted to outline the key attributes of an effective mentor
(Achinstein & Athanases, 2005; lancu-Haddad & Oplatka, 2009; Nasser-Abu & Fresco, 2010).
Malderez and Boddczky (1999, p. 18) argue that being a successful mentor requires more than strong
teaching and subject-specific knowledge (Kyriacou & Kunc, 2006; Richards, 1998). Wallace and
Gravells (2007) propose five essential mentoring skills: building rapport, active listening, questioning,
reflecting back, and summarising.

1. Building Rapport: Establishing a trusting relationship is the foundation of effective mentoring.

2. Active Listening: Mentors must demonstrate that they hear and understand their mentees,
using both verbal and non-verbal communication.

3. Questioning: Effective mentors ask open-ended and thought-provoking questions to
promote mentees’ self-reflection and problem-solving, while being mindful of avoiding
overly directive or leading questions.

4. Reflecting Back: Mentors assist mentees in reviewing and analysing their experiences to gain
insight into their teaching practices.

5. Summarising: This involves reviewing key learning moments and progress, requiring clarity
about when and how summarising should occur.

Wisker (2008) argues that the implementation of these skills contributes to the development of
“an effective learning and teaching relationship” (p. 17). In summary, mentors are expected to
engage in deep reflection and exploration of their own practises, which in turn fosters self-awareness
and professional development (Parker-Katz et al., 2007; Sundli, 2007; Tang & Choi, 2005). Mentoring,
therefore, is both a tool for supporting novice teachers and a pathway for continuous professional
growth for mentors themselves.

2.3. A novice teacher role and identity

There is considerable variation in how researchers and institutions define the term novice teacher.
Some authors identify novice teachers as those who have recently completed their initial teacher
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education (Farrell, 2012), while others set a limit of no more than three years of teaching experience
(Davis & Cearley-Key, 2016; Lynn & Smith, 2016; Mulder, 2016; Sezer, 2017; Zaini & Wahab, 2024). A
broader definition comes from the OECD (2019), which classifies teachers with up to five years of
experience as novice. In contrast, Haynes (2011) proposes a narrower timeframe, suggesting that
only teachers with two or fewer years of experience should be considered novice educators. This
definition aligns with the criteria set by the Chilean Ministry of Education, which defines novice
teachers as those in their first or second year of teaching service (Ministerio de Educacion, 2023).

Despite formal teacher preparation, many novice teachers encounter significant challenges
during their early years in the profession. These challenges often stem from a disconnect between
teacher education programs and the realities of classroom life. Stanulis et al. (2002) argue that
teacher preparation is often not in concordance with the reality of teaching in the real world, a
sentiment echoed by Allen et al. (2009), who highlight the distance between theoretical training and
everyday school dynamics.

Common issues faced by novice teachers include the threat of job insecurity, gaps in
pedagogical knowledge, tensions between theory and practice, and a general lack of agency or
professional voice (Stanulis et al., 2002; Tynjala & Heikkinen, 2011; Zeichner, 2010). These difficulties
contribute to stress, disillusionment, and, in many cases, early attrition. Some studies carried out in
Chile confirm that 20% of novice teachers leave the profession before completing five years of
training (Silva et al., 2025; Sacco & Poblete, 2023). In response to these challenges, Chile’s Ministry
of Education introduced targeted support mechanisms for novice teachers. Notably, the English
Opens Doors Program (Programa Inglés Abre Puertas, PIAP) launched a 180-hour pilot Mentor
Training Program in 2005. The program aimed to bridge the gap between in-service English teachers
and the institutions offering undergraduate teacher education. As part of this initiative, twelve
universities were selected to participate in training the first cohort of mentor teachers.

Of particular relevance to this report is the involvement of two of these mentor teachers in an
action research project. The primary objective of that research was to explore the impact of a
structured support plan on the successful adaptation of novice English language teachers to their
professional roles and work environments. While the broader scope of the research is beyond the
focus of this report, the mentoring program implemented with a group of six novice English teachers
forms the basis of the discussion here.

2.4. Models of mentoring

Over time, the concept of effective mentoring has evolved significantly, reflecting the shifting needs
and complexities of modern educational systems (Ellis et al., 2020). Researchers have identified a
variety of mentoring approaches, each grounded in specific pedagogical philosophies and offering
distinct benefits for novice teachers (Jeong et al., 2018; Orland-Barak & Wang, 2020). Below are
several widely recognised models of mentoring for beginning teachers:

® One-on-One Mentoring: This individualised approach focuses on the specific needs of a
novice teacher and aims to support the development of a professional identity. The mentor-
mentee relationship dynamic enhances feedback and guidance that can be more targeted
and personalised (Crasborn et al., 2010; Hobson et al., 2009).

o Group Mentoring: In this model, a single mentor works with a group of novice teachers,
encouraging collaborative learning, peer support, and reflective dialogue. For instance,
Finland has implemented peer-group mentoring to promote collective professional growth
and shared reflection (Pennanen et al., 2020).

® Reverse Mentoring: This non-hierarchical model positions all participants—regardless of
seniority—as equal contributors in the learning process. It is particularly effective in contexts
involving digital literacy, where novice teachers may possess more advanced technological
skills than their mentors (Clarke et al., 2019).
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o E-Mentoring: Utilising online platforms, e-mentoring supports asynchronous, and often
anonymous, interactions between mentors and mentees. It offers flexibility and can
transcend geographic and disciplinary boundaries (Williams et al., 2012).

Each of these models reflects a different mentoring philosophy—whether focused on
interpersonal growth, identity formation, or knowledge exchange (Feiman-Nemser, 2012). Moreover,
the context in which mentoring takes place also plays a critical role in its design and effectiveness.
Mentoring programs may be intra-systemic, occurring within the school and involving colleagues as
mentors, or extra-systemic, where mentors are external professionals brought in to support new
teachers (Ewing, 2021). While intra-systemic models offer relevance and familiarity with the school
culture, extra-systemic mentors may bring greater objectivity and help mitigate interpersonal
tensions (Daly & Milton, 2017).

For the purpose of the present study, and based on the characteristics of the Chilean context,
the selected mentoring model acknowledges mentors not only as guides for pre-service teachers but
also as support agents for newly qualified in-service teachers. Importantly, this definition highlights
the dual focus of mentoring: induction into the culture of the profession and integration into the
specific institutional context. This may involve supporting teachers in training programs, assisting
with evaluation processes, and helping them join local professional associations.

A core component of the mentor training program used in this study was the development of
reflective practice, as conceptualized by Malderez and Boddczky (1999). This concept was
operationalized through three interrelated dimensions, which were integrated into the activities
designed for the nine mentors participating in the training. These dimensions helped shift
participants from mere description of teaching events to critical reflection.

2.5. Components of Reflective Practice (Malderez & Boddczky, 1999)

a) Holding Up the Mirror
This metaphor refers to the mentor’s role in offering an external perspective. By observing, recording,
and sharing their perceptions, mentors help mentees see their practice more clearly and critically.

b) Thinking Over
This aspect involves encouraging mentees to reflect on their classroom experiences and use these
insights to inform future planning and instructional decisions.

c) Modelling

Here, mentors demonstrate professional values and reflective habits through everyday actions—
seeking student and mentee input, consulting academic literature, collaborating with peers, and
actively engaging in their own professional development.

2.6. Mentoring in Chile

In this line, the Ministry of Education of Chile has introduced an induction and mentoring program
designed and implemented by the Ministry of Education through the Centro de Perfeccionamiento,
Experimentacidn e Investigaciones Pedagdgicas (CPEIP) established by the Law N° 20.903, with the
objective of facilitating the insertion process of novice teachers who are in their first or second year
at a school, reducing the time of adaptation to the teaching profession, enhancing the development
of teachers and strengthening their professional self-esteem (Ministerio de Educacién, 2023). This
process involves guidance from a highly qualified and experienced teacher who has completed a
mentoring training program provided by the CPEIP. Through this mentoring experience, participants
are encouraged to reflect on their teaching practises, share insights with fellow educators, and
receive personalised support from expert mentors.

In this induction program, the mentor is a peer, not a supervisor; both perform classroom work
and exercise the same functions within the schools, generating horizontal work, under the premise of
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collaborative work among peers. To date, more than 500 novice teachers, from all disciplines, have
received induction in Chile. The main objectives of CPEIP's Induction and Mentoring program are to
promote continuous improvement in pedagogical practices, strengthen educational leadership and
generate a collaborative learning community. By participating in these mentorships, teachers and
principals can access new tools and strategies to face current educational challenges (Ministerio de
Educacidn, 2023).

3. Methodology

This action research aimed to propose a mentoring support plan for novice teachers. The procedure
that led to the proposal and implementation of the mentoring support plan, as noted in Figure 1,
began with the identification of the problem. The data was gathered through a focus group
discussion conducted before and after the implementation of the mentoring support plan.

Problem
e m ™~
Focus Group Focus Group
o MRstrarment -

Intervention Categorization

_I- : ‘ Atlas ti |
\ Support /

Plan

Figure 1. Action research cycle

Participating novice teachers, employed as English as a Foreign Language Teachers (EFL), were
chosen from a pool of recent graduates of an English Pedagogy program from a state university
located in the south of Chile. Participants were required to be in their first teaching years and to have
no more than two years of experience. Twelve possible participants were identified and invited to
participate, and six accepted the invitation. Those who agreed to participate in the study included
four males and two females, all of whom were native Spanish speakers in their mid-20s. Four of the
novice teachers taught full-time (between 35 and 45 hours a week) and two taught part-time
(between 10 and 15 hours a week). Two taught grades 1-8 and 4 taught grades 6-12.

In addition to serving as EFL teachers, four of the participants also served as head teachers. The
role of head teacher requires, at minimum, an additional 45 minutes each week for parent meetings
and an additional 45 minutes each week for orientation lessons. Furthermore, the role implies
additional duties, such as an increased number of administrative tasks, attention to students’ social
needs as well as academic needs, and exerting strong leadership and problem-solving skills.
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Specifically, Ardiles (2014) shares that being a head teacher requires serving as a mediator, facilitator,
and leader, and as such necessitates forming positive relationships with students, acting
democratically, forming clear channels of communication, and creating a dynamic school
environment that fosters collaborative learning. Likewise, Méndez (2013) adds that head teachers
must be conscious and attentive to students' needs, take time to manage any difficult situations that
arise, and empower students both socially and academically.

Since we sought to identify the main challenges novice teachers faced in this context, we
conducted a pre and a post focus group discussion. Participants engaged in a two-hour semi-
structured interview which was conducted in Spanish and previously validated by an expert.
Responses were recorded using a voice-recorder as well as detailed notes taken by one of the
researchers. Pre-crafted, open-ended questions were asked with the purpose of eliciting information
about the novice teachers’ experiences, challenges, and weaknesses during their first years of
teaching. When appropriate, questions were followed-up by additional impromptu questions in
order to clarify responses or seek additional relevant information. Afterward, the voice-recording of
the focus groups was transcribed and the detailed notes were organised. Content analysis was
carried out using Atlas ti, as participant responses were categorised qualitatively following the levels
proposed by Vonk (1996). A portion of the quotes from the participants were translated into English
for use in reporting the research providing relevant insights regarding the main challenges
encountered during their first years of teaching. The data found were the basis for designing a
support plan to be described below.

4. Findings and discussion

The difficulties novice teachers face are divided into the three levels proposed by Vonk (1996). The
first one is the professional level, including problems in dealing with class management, planning,
and applying learnt skills in practice. The second level is the one called personal, involving difficulties
such as lowered self-confidence, while the last one is the environmental level, which refers to
problems in integrating in the school environment. The findings reported here led to the mentoring
support plan proposed in the following section.

At the professional level, novice teachers mentioned that teaching methodology was an issue
since most of them were teaching young learners. As noted in the excerpts below, one of the issues
novice teachers have to deal with is related to the amount of English they were able to use with
students in the classroom. The same situation occurs when teaching adults as they both seem to
present a lack of command of this language.

“In my case, the challenge that | have is also a little bit different because most of the students |
have are little kids...Motivation has not been quite a challenge for me as they are preschoolers. |
can use English during the whole lesson, and they can sing ... and can understand everything.
However, | have to say that the second stage of elementary education, and even at evening
lessons, | have to use a little bit of Spanish...quite a lot | would say...60/40...A challenge would
be to use more English during lessons...” (NT2)

This finding might be linked to their undergraduate preparation since they all graduated from a
teaching program for secondary school teachers (Figure 2). This suggests that novice teachers need
to find appropriate teaching strategies to teach these learners and to reduce the complexity of the
language they use in order to provide comprehensible input (Krashen, 1985). In other words, they
need to pay attention to the lexical density and the complexity of sentence structures used during
lessons depending on the level of proficiency of their learners.
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Figure 2. A novice teacher’s lesson

The excerpts below report novice teachers’ perspectives on how the amount of English used
during lessons impacts their learners’ motivation. This issue represents a new challenge, as learning
English as a foreign language seems disconnected from students, it is hard for learners to follow
lessons, among other possible reasons. This might be linked to Krashen's Affective Filter Hypothesis
(Krashen, 1985), which suggests that negative emotions like stress or low self-confidence block
language acquisition and reduce motivation.

“The real use of English, because there is the key, first to motivate them into learning the
language...” (NT3)

“It would be ideal to take them to a real context so that they can learn the language and change
their opinion about it...” (NT4)

The findings above also relate to the novice teachers’ own English proficiency. Some expressed
concern is that their proficiency may be declining due to the limited amount of English they can
produce during lessons. One teacher, for instance, reported that the least used and practised
language skills in the classroom are productive skills (speaking and writing), as there is a tendency to
give a greater emphasis to receptive skills (reading and listening) during lessons.

“In my case, for example, there is teaching training loss and there is a tendency to fossilise
because of the context and you lose training. So, it is quite difficult to use English all the time as
a teacher...Me, now for example in terms of receptive skills, ...I take a test | might get a
seven...but in terms of my productive skills, speaking and writing, | might have be in trouble.
Because it is quite difficult to enter and leave the classroom speaking in English...because the
level of English of the girls (students) was below average. Then that is an average.” (NT4)
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Teaching children with special needs is another concerning issue that novice teachers had to
deal with. Aware of the need for training in this area to provide appropriate instruction to enhance
learning for these students, novice teachers recognised this situation as a gap in their training as pre-
service teachers.

“...I have an Asperger kid and it turned out that he didn’t like videos, music or any kind of
sound or noise. So, at the beginning it was a little bit difficult to use a video, because | didn’t
want to upset him, | didn’t know how to deal with that. Then | started to study to know how to
handle this situation and | think it has worked out...” (NT5)

Another element mentioned was lesson planning. Though teachers in Chile are given time for
this task, this seems not enough due to the different responsibilities they have to handle during
school hours, as noted in the excerpts below. Novice teachers may also struggle with time
management during their first years; therefore, they have to work overtime to fulfil their teachers'
tasks. This might be explained by Howe’s (2006) term, namely, “sink or swim-mentality” (p.3), which
refers to the excessive burden placed on novice teachers during the first years. This worldwide
phenomenon has contributed to the increasing numbers of novice teachers quitting their jobs
(Tynjala & Heikkinen, 2011). As reported in the following excerpt, this finding upholds that this issue
appears to be closely linked to challenges in time management and organisation.

“In relation to the clerical work, it was hard for me, because | started working a lot of hours (38).
Plus, | was a head teacher as well...” (NT3)

“More than anything it was an overload of work. Check students, because | have to hand in a
report at the end of the semester...” (NT4)

The previous finding is supported by the OECD Country Note Report (2016), which pointed out
that Chilean teachers teach up to 1103 hours a year, while the OECD average is 1001 hours for pre-
primary, 782 hours for primary, 694 hours for lower and 655 hours for upper secondary teachers.
However, this number of hours remains in Chile until currently Ley No. 20.903 establishes that the
reduction of teaching hours for the teaching profession came into effect in 2019. Additionally, it
states that for the 2017 and 2018 school years, classroom teaching hours for a 44-hour workweek
may not exceed 30 hours and 45 minutes, excluding recess periods, as a transitional measure prior to
the full implementation of the reduction. This should have reduced the number of teaching hours
(Ministerio de Educacién, Subsecretaria de Educacién Superior, 2021).

Classroom management is reported as another challenge novice teachers struggle with in this
context. The excerpt below shows that, although teachers are aware of socio-affective aspects, other
classroom situations also arise that cause concern. These situations also led their sense of self into
question. The latter will be elaborated below.

“Yes, it is discipline. As a teacher you can understand when students have problems or issues
and even more when they are children, | think...but when children don’t make any effort it is
hard. And you are young...and all that... and if you are a woman...and all that...But, | try to
leave all that behind and | am the teacher and period...but it is hard...” (NT3)

Regarding the personal level, a factor that determined their experience as a novice teacher was a
lack of empowerment as teachers. As reported, being in charge of a class without the assistance of a
“Tutor” (a term used to refer to those teachers from college that help them during their practicum),
changed their perspective about what it really means to be a teacher. This situation involves
apparently difficulties such as lowered self-confidence in their role as teachers as reported:

“There are many things. When | came to the classroom, | faced a different reality from the one |
had when | was an undergraduate student.” (NT1)
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“There are obviously many things that are general, but the fact of not having a guide
teacher/supervisor is totally different because you have to believe in yourself; the fact that you
are a teacher and you are the one in charge.” (NT2)

In terms of the environmental level, these novice teachers reported that their experience in
their first year not only helped them to get to know themselves, but also the school system and the
students. They realised that being a teacher involves knowing about the subject itself, managing a
group, and establishing a working relationship with other colleagues and school authorities.

“I'had to learn many things that | didn’t know, things that you don’t learn during your
practicum or just by being a teacher. Moreover, outside the classroom, the relationship among
colleagues with parents...” (NT1)

As reported by the teacher above, this is another gap that should be addressed during teaching
training. Mentoring, as suggested by Wallace and Gravells (2007), could be a beneficial strategy to
implement at school so as to fill in the gap when teachers shift from their role as undergraduates to
in-service teachers.

Concerning their role in the classroom, novice teachers described this from two different
perspectives. One of these overlaps with ideas previously discussed. However, the tension here arose
during the pre-focus group, and relates to the role they assume as teachers and their relationship
with school authorities and community. As reported by NT3 and NT4, this was one of the most
difficult aspects of their work as it jeopardised their role. They considered they were not prepared to
deal with parents, principals, and disruptive students. Therefore, mentoring programs might provide
strategies to encourage and accompany novice teachers providing psychological, sociological and
pedagogical support (Oppenheimer & Goldenberg, 2023; Wexler, 2019).

“...Because during the year some situations came up, separating the role of a teacher of English
from the role of just a teacher. A teacher before a teacher of English...” (NT3)

“...I felt very disrespected. There was a lack of respect towards me from the principals and
authorities of my school...” (NT4)

In other words, there were many situations that they could not resolve on their own. Under
these circumstances, the support of a mentor becomes important, since novice teachers tend to feel
alone and confused during their first years of teaching. Also, they reported feeling unprepared to
deal with principals and colleagues who were reluctant to support them. Additionally, novice
teachers expressed that when confronting difficult situations with parents and/or authorities, they
needed the support of all the members of the school community.

Being a head teacher is another issue these novice teachers faced:

“One activity that struck me the most this year was the fact of being a Head Teacher. The fact of
feeling practically like the second father and they see you as the person they can count on.” (NT2)

As noted in the excerpt below, these teachers assert that they were not prepared to deal with
some of the learners’ behaviour at specific stages of development. This is a striking observation as
this might also suggest a lack of adequate preparation given during their undergraduate training.

“I am a head teacher... teacher...this year | have a very hard class...with many problems...and it
is an 8th grade...They are in the adolescent stage and it has been very difficult...” (NT3)

One of the positive aspects about the first year of teaching is that some of the participants
highlighted the fact that they had learnt how to work cooperatively. Novice teachers declared that
they were not used to working with colleagues from other disciplines, and that this has been a
meaningful learning experience in their teaching context.
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“Within the work environment | have learnt to work in team, maybe not with colleagues of the
same discipline because | am the only teacher of English, but to work with others in the
school...” (NT1)

In general terms, the findings highlight three main issues which include the teacher’s role,
classroom management, and L1 and L2 use in the classroom. First, novice teachers pointed out that it
was difficult to cope with the different responsibilities they had to assume as both English teachers
and Head Teachers. They reported that elements such as administrative duties, and relationships
with other members of the school community also influenced their performance during this period.
Regarding the second issue, discipline was challenging for them, as they did not have enough
strategies to work with large classes and disruptive students. Finally, the low level of English their
students had, limited the use of L2 in the classroom, being one of the problems they had to deal with
depending on the teaching context they were in. All in all, they have realised that being a teacher
requires other skills and personal attributes that not everyone may possess in their early years of
teaching. Based on these findings, the following section outlines a mentoring support plan designed
to help these teachers to address these challenges.

5. Mentoring support plan

The following support plan was developed based on insights gathered from the focus group
conducted with novice teachers participating in this study. The dimensions and categories identified
through content analysis were later validated by experts. To ensure the support plan addressed the
specific needs of these novice teachers, we first conducted a focus group discussion to explore their
experiences during their early years in the profession. This process provided valuable data that
informed the design of a context-sensitive, needs-based support plan.

Following the design phase, the implementation of the plan began. The first stage involved ten
face-to-face group sessions held from October to December 2017, scheduled on Fridays from 15:00
to 18:00. This time slot was chosen because, in Chile, most teachers typically do not have teaching or
administrative duties on Friday afternoons. These sessions were conducted in English, except the
ones held by invited experts. The use of English during the session was due to the concern novice
teachers reported about the lack of language practice informed by them. The second stage took
place from March to June 2018, also with ten group sessions and class observation. Each session was
facilitated by one of the certified mentors, who were also the researchers leading this initiative. The
content of each session was aligned with the topics identified as most relevant by the novice
teachers during the focus group.

As Table 1, 2 and 3 show, the support plan was structured into three modules. Table 1 presents
the first module that was titled “Packing and Unpacking Beliefs”. The main objective of this module
was to discuss topics such as teachers’ beliefs and how these beliefs can influence their teaching
practices—both positively and negatively. First, mentors asked novice teachers to complete a
Teachers Beliefs survey called BALLI (Horwitz, 1988). The main objective of this activity was to
identify novice teachers’ beliefs. After that, the group discussed the main findings, always adapting
the statements and ideas to the Chilean education system and to novice teachers’ local context and
experience. This discussion activity led to reflections about novice teachers’ own beliefs and to
examining in depth their teaching and personal experiences.

Table 1. Support Plan for Novice Teachers of English. Module 1: Packing and Unpacking Beliefs.

Module 1 Objectives

Packing and Unpacking Beliefs ® To identify novice teachers’ beliefs
® To reflect about the beliefs that interfere in the teaching
practice
® To examine their teaching practice critically
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Using reflective practise as the core methodology, this module explored key topics through the
lens of participants’ own experiences, encouraging deep analysis of their teaching practises. It
enabled novice teachers to recognise that many of the challenges they had previously reported were
rooted in limiting beliefs that hindered their ability to innovate or experiment with alternative
approaches, especially in areas such as classroom management and lesson planning. In fact, in the
follow-up focus group, a novice teacher pointed out the following about the importance of reflecting
on pedagogical processes:

“...reflection | think, sitting down and starting to analyse what you have done and reflecting on it,
and also sharing it with other colleagues helps us to see what we are doing and improve it.”
(NT2)

An additional topic that greatly enriched the reflective process and made an impact on novice
teachers was the “Levels of Teaching Reflection”. In these sessions we asked novice teachers to write
a short reflection about their latest lesson. After that we presented the taxonomy created by Larrivee
(2008) about the different levels of teaching reflection, analysing each level and its main
characteristics. The levels proposed by Larrivee (2008) are: pre-reflection, superficial reflection,
pedagogical reflection, and critical reflection. In this sense, novice teachers recognised the
importance of reflection as it is stated by one of them:

“I share that opinion (talking about reflection), | think there was one of the sessions we had that
| remember where we saw the levels, | still remember the levels of reflection that you can reach
and well, we talked about each person's experience and explained their context and there |
realised how important it is to understand the context in which the person is inserted...” (NT4)

This exercise was very significant for us, as mentors, and for them as novice teachers. It allowed
us to realise how important it is to take a moment to reflect on what we are doing and to
comprehend that the experiences and challenges we are facing as teachers are common in our
profession. In this group mentoring dynamic, these activities created a safe environment for the
participants, reinforcing the idea of mentorship and partnership.

The second module was entitled “Planning”. As it is shown in Table 2, in this module, the main
focus was to deepen teachers' understanding of the role of lesson planning in promoting effective
teaching and learning. It encouraged novice teachers to design meaningful activities and tasks that
are responsive to their specific teaching contexts and aligned with the principles of Universal Design
for Learning (UDL).

Table 2. Support Plan for Novice Teachers of English. Module 2: Planning

Module 2 Objectives

Planning e To reflect about the role of lesson planning and its impact on effective
teaching/learning process
e To plan and create meaningful activities/tasks considering teaching
context and UDL
e Toincorporate relevant educational technology to improve the teaching-
learning process
e To reflect on the implications of planning in classroom management

These sessions were very significant for the novice teachers since it allowed them to confirm
that some of the activities, they were planning were well-oriented and, in other cases, to modify
and/or adapt the activities they were designing. One of the novice teachers commented the
following:
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“..and to create awareness, the same thing happened to me, that if you say | know what | am
doing, but in reality there are things that you do because you think they are right and of course
you try them with a course and you say: ‘l already do it with the first year, | do it with the second,
third and fourth’ and it is not like that, so the sessions helped me to create this awareness that is
necessary based on reflection and one says: ‘I did this and in this course there were children
with special needs and in this other course there are none, so | wanted to do the same and it
wasn't wrong’. So of course, it helped me to reflect and create that awareness that is necessary
and to understand that they are different group.” (NT6)

It is important to highlight that for this specific topic we invited experts on this area. A Special
Needs Education teacher, an expert on UDL was in charge of this special session and presented
different curricular adaptations to consider in the English subject. Additionally, the session
emphasised the integration of relevant educational technologies to enhance student engagement
and support diverse learning needs. Another relevant issue that was discussed was classroom
management. To deal with this topic, a psychologist was invited to one of the sessions to provide
important insights about teacher-student relationships and how to control anxiety when facing
disruptive classes.

Another relevant issue discussed was classroom management. To deal with this topic, a
psychologist (Figure 3) was invited to one of the sessions to provide important insights about
teacher-student relationships and how to control anxiety when facing disruptive classes.

Figure 3. Session about classroom management and school environment. Prof. Karen Oyarzo Vargas,
psychologist expert on school environment and education

The last module, as it is shown in Table 3, was called “Teaching as a Profession”. This module
was implemented between March and June 2018. During this time, apart from the sessions hosted
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every Friday, we, as mentors, observed the lessons of the novice teachers. Every class observation
was followed by a one-to-one session with the mentee with the aim of reflecting on the lesson
observed. The novice teachers considered this approach to be very significant as they were able to
recall the main aspects of their reflections in the group sessions. This module was focused on
encouraging novice English teachers to critically examine their own teaching methods and to reflect
on personal beliefs that may impact their professional practice. It also encouraged them to identify
the main features that form their identity as teachers of English in Chile.

Table 3. Support Plan for Novice Teachers of English. Module 3: Teaching as a Profession

Module 3 Objectives

Teaching as a Profession e To reflect about the beliefs that interfere in the teaching practice.
e To reflect about their English teacher identity.
e To examine his/her teaching practice critically.

This mentoring program contributed to the novice teachers’ growth as professionals and
strengthened their identity as teachers of English. The novice teachers found this support plan
meaningful and considered it to be a turning point in their teaching career. Through their words we
confirm that support for novice teachers is essential for their professional development. In this sense,
NT3 affirms the following:

“In my case it was my first support network because | was just arriving at a new establishment
where | didn't know anyone, | didn't have a link with any of my peers. So | was very lonely in the
establishment, so here was my first support network, as if to understand and say hey, | am not
the only one who is experiencing these things, the children have been there for 4 years and
there are also problems present. So for me it was like lowering my anxiety levels, calming down
and feeling that deep down we were all going through different problems and different
challenges.” (NT3)

As some authors stated, mentoring programs provide systematic support, highlighting the
psychological, sociological, and pedagogical aspects. This support promotes the effective insertion in
the school community (Oppenheimer & Goldenberg, 2023; Wexler, 2019). Novice teachers confirm
this claim, as stated below:

“Yes, | also agree with the opinions of my colleagues and this programme gave me very
important tools in terms of, for example, dealing with a heavy workload, of having those levels
of demand that, if you take the programme seriously, that level of demand becomes your daily
training and you get used to that training from the first day of work, so that is not an issue.”
(NT1)

“Now, in addition to that, | also believe that in emotional terms it is a fundamental part and |
think that it is up to you to work on this emotional part, which is very important because as long
as you are emotionally well you will be able to put all these tools into practice or psychologically
calm as far as you can, | mean, inevitably one is subjected to a significant amount of stress every
day at work, but one has to learn to cope with this burden and | think it's also a bit like what my
colleague said here, which is to test oneself, well, one tests oneself every day with new
challenges, with new experiences.” (NT2)

6. Conclusion

This mentoring support plan provided specific mentor training for novice teachers of English
considering their context and specific needs. It was implemented during a year and included weekly
group sessions, observation lessons and individual and group feedback. All the above follow a
reflective process approach to enhance reflection among the novice teachers. In order to collect data
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for the design, a focus group discussion was conducted with six novice teachers of English, who were
in their first or second year of teaching. The analysis revealed several findings regarding these novice
teachers’ previous experiences and challenges. In terms of previous experience, findings indicate that
novice teachers perceive their adaptation to schools as positive, since they consider that these first
years have been a significant learning experience. However, there seems to be a conflict between the
teacher of English role, mainly disciplinary, and the head teacher role, which implies clerical work and
some other social and leadership skills. Findings also reveal that this situation is even more complex
if both roles, i.e., head teacher and teacher of English, occur with the same group of students.
Teaching methodology and time management were reported as the most predominant findings.

The findings previously stated might suggest gaps between the university and schools or real-
world experience (Stanulis et al., 2002). Therefore, mentoring may provide support to novice
teachers during their first year of teaching. The support plan proposed here aimed at providing
these NTs the appropriate opportunities to reflect and make a change in their beliefs. The effects of
this support plan seem to confirm the findings in the literature review, in the sense that a mentoring
program is effective for the adaptation and retention of novice teachers during their first years of
teaching.

Overall, a mentoring program contributes to novice teachers’ professional development as they
reinforce the aspects learned during their teacher training at the university. Some authors indicate
that this transition creates some difficulties for the novice teacher since they have to confront
several challenges during their first years of teaching (Gholam, 2018; Jane, 2007, Manzano et al.,
2012; Mcintyre & Hobson, 2015; Oppenheimer & Goldenberg, 2023; Tang & Choi, 2005). Among
these challenges, there are many aspects that they are not fully prepared for and sometimes they
struggle with the idea of continuing with their teaching career. Mentoring became a solution to
accompany novice teachers through this journey. Therefore, it is an opportunity to share knowledge,
feelings, skills and experiences to help the novice teacher to grow and strengthen his/her vocation
(Coppin & Fisher, 2020; Ingersoll & Strong, 2011; Nyanjom, 2020; Oppenheimer & Goldenberg, 2023).
Finally, it is important to align this process with a continual reflexive practice supported from
different perspectives and visions to enhance effective teaching so that novice teachers can become
successful teachers.
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