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1. Introduction  

This guide is designed to support the 

further development of experienced 

teachers in their important role of 

mentoring less experienced colleagues. 

It is a guide rather than an instruction 

manual because it assumes that you, the 

reader, are an accomplished teacher with 

a broad range of tried and tested teaching 

strategies combined with a well-

developed understanding of the subjects 

you teach. It assumes that you already 

work well with colleagues and now want 

to further develop or deepen your skills 

and capacity to mentor a beginning 

teacher or less experienced colleague. 

This means the practices referred to in 

this guide, drawn from research, are 

offered for reflection and as options to be 

considered and adapted rather than 

simply implemented. The ideas represent 

opportunities to think about and 

experiment with your practice and to 

expand your professional repertoire. This 

should lead to an approach to mentoring 

that is appropriate to you, your 

circumstances and the colleagues you are 

supporting.   

Although this guide is designed primarily 

for people new to mentoring, many of the 

ideas and practices should be relevant for 

more experienced mentors and coaches.  

How is this guide organised? 

The Reflective Guide to Mentoring and 

Being a Mentor is divided into six 

chapters: 

1. Introduction 

2. ²ƘŀǘΩǎ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ƳŜƴǘƻǊƛƴƎΚ 

3. How well does our school context support 

mentoring? 

4. What kind of mentor do I want to be? 

5. What do I need to know and do as a 

mentor? 

6. What does the international research say 

about effective mentoring? 
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A series of reflective questions, prompts 

and possibilities are offered for you to 

consider throughout this guide  ς these 

are provided to promote a reflective 

approach to the text, which recognises an 

essential need for you to decide how best 

to support your new colleague.  

What role do mentors play in the VIT 

registration process?  

The Australian Institute for Teaching and 

School Leadership (AITSL) is the national 

body that defines and sets out the 

professional standards that teachers must 

achieve to qualify for full registration. 

These standards reflect the qualities, 

practices and behaviours necessary to be 

an effective teacher in contemporary 

Australian classrooms.  

AITSL, on their website, say: 

The Australian Professional Standards for 

Teachers is a public statement of what 

constitutes teacher quality. The Standards 

define the work of teachers and make explicit 

the elements of high-quality, effective 

teaching in 21st-century schools, which result 

in improved educational outcomes for 

students. The Standards do this by providing a 

framework that makes clear the knowledge, 

practice and professional engagement 

required across teachers' careers. They 

present a common understanding and 

language for discourse between teachers, 

teacher educators, teacher organisations, 

professional associations and the public. 

Teacher standards also inform the 

development of professional learning goals, 

provide a framework by which teachers can 

judge the success of their learning and assist 

self-reflection and self-assessment. Teachers 

can use the Standards to recognise their 

current and developing capabilities, 

professional aspirations and achievements. 

AITSL see the standards as contributing to 

the professionalism of teaching, raising 

the status of teaching and what it means 

to be a teacher. 

Mentors play an important supporting 

role for beginning teachers as they 

navigate their way through the Victorian 

Institute of Teaching (VIT) process for full 

registration as a Proficient Teacher ς this 

process is organised around the AITSL 

professional standards. The VIT 

registration process is a key aspect of 

inducting new teachers into the 

profession. 

The mentor supports a beginning teacher 

through the VIT registration process by:  

 Discussing and helping the beginning 

teacher to understand how the process 

works;  

 What the AITSL standards mean and look 

like in practice;  

 How the beginning teacher might go about 

developing practices that enable them to 

achieve the standards;  

 Supporting them to identify and capture 

evidence which demonstrates 

achievement of the standards and which 

they can use to support their application 

for full registration.  

One of the ƳŜƴǘƻǊΩǎ ǊƻƭŜs is to guide and 

support the beginning teacher through the 

registration process, rather than evaluate, 

judge or assess their performance against 

the standards. Mentors may however, 

help the beginning teacher to recognise 

Ƙƻǿ ǘƘŜȅΩre progressing in relation to the 

standards and help them to know when 

ǘƘŜȅΩǊŜ ǊŜŀŘȅ ǘƻ ǎǳōƳƛǘ ǘƘŜƛǊ ŀǇǇƭƛŎŀǘƛƻƴ 

for registration as a Proficient Teacher. 
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2. What is the purpose of 

mentoring? 

What do we mean by mentoring?  

The term ΨƳŜƴǘƻǊΩ ƛǎ ǳǎŜŘ ƛƴ ǘƘƛǎ ƎǳƛŘŜ ǘƻ 

describe a knowledgeable, experienced, 

highly proficient teacher who works with 

and alongside a beginning teacher or less 

experienced colleague ς quite closely at 

first but this gradually diminishes as the 

new teacher becomes more capable and 

confident. A mentor is not an instructor 

and the beginning teacher is not a student 

ς he or she is a colleague. 

Mentors know a great deal about 

teaching and learning, students, parents 

and the school, which often leads to a 

kind of prŀŎǘƛŎŀƭ ǿƛǎŘƻƳ ǘƘŀǘ ŎŀƴΩǘ ōŜ 

printed in a book ς this knowledge and 

know-how is invaluable to new teachers. 

Mentors come in all kinds of shapes, sizes 

and packages with different skills and 

ways of working. There are things that 

you love to do and things tƘŀǘ ΨǊŀǘǘƭŜ ȅƻǳǊ 

ŎŀƎŜǎΩΦ ²Ƙŀǘ ƳŀƪŜǎ ȅƻǳΣ ŀǎ ŀ ƳŜƴǘƻǊΣ 

different from your teacher colleagues is 

that you have volunteered to help 

someone just starting out as a teacher.  

A lot of time, thought, energy and effort 

are needed to become a great mentor. 
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Just in the same way that this was 

necessary to become a great teacher. To 

make things more challenging, mentoring 

is not a step-by-step set of instructions or 

ŀ ǊŜŎƛǇŜ ǿƘŜǊŜ ȅƻǳ ΨƧǳǎǘ ŀŘŘ ǿŀǘŜǊΩΦ  {ƻΣ 

rather than bombard you with theory or 

what we know about mentoring up front, 

we think there is a value in you reflecting 

on and recording what you believe 

mentoring is and what mentors do.  

!ƴ ƛŘŜŀǎ ǘǊŜŜΧ 

Creating an Ideas Tree will allow you to 

clarify your existing beliefs and 

understanding of what mentoring is and 

what you perceive mentors do.  

On a piece of A3 paper jot down these 

questions:  

What is mentoring?  

What do mentors do?  

Write down whatever comes to mind as 

you think about and unpack these 

questions.  

²ƘŜƴ ȅƻǳ ŎŀƴΩt think of anything else to 

add, alongside each entry respond to the 

following question:  

If this is what mentors do, what might 

that mean for being an effective 

mentor? 

In the example that follows, intended only 

as an illustration, you can see how 

responses to the prompts can be 

unpacked and deepened. Insights emerge 

from the unpacking and reflecting, so 

reading the example below is a poor 

substitute for the sense-making and 

analysis prompted by the creation of your 

own Ideas Tree.  

What is mentoring? 

Think about your experiences of 

mentoring or being mentored to frame up 

your responses.                                          

For example mentoring could be: 

When someone offers just the right kind 

of support, well-suited to the emerging 

needs of the person they are mentoring 

because they deeply understand that 

person and have an extensive repertoire 

of possible practices/responses which 

they can draw on, tweak and adapt 

according to circumstances and needs. 

What do mentors do?  

Again, drawing on your own experiences 

of mentoring ς what do mentors actually 

do?  For example, maybe mentors: 

tǳǘ ǘƘŜ ƻǘƘŜǊ ǇŜǊǎƻƴ Ψŀǘ ŜŀǎŜΩ 

Draw their colleague out, creating 

conditions in which they want to speak 

Listen attentively 

wŜŦǊŀƛƴǎ ŦǊƻƳ ΨƧǳƳǇƛƴƎ ǘƻ ŎƻƴŎƭǳǎƛƻƴǎΩ 

Is flexible and open to new learning 

If this is what mentors do, what might 

that mean for being an effective mentor?  

If one of the items you jotted down was 

ΨƭƛǎǘŜƴǎ ŀǘǘŜƴǘƛǾŜƭȅΩ ǿǊƛǘŜ Řƻǿƴ ŀƭƻƴƎǎƛŘŜ 

this what you believe that could mean for 

your practice.  

How would you behave, what would the 

beginning teacher see/hear you doing if 

you were being an attentive listener? 

Perhaps you are: 

Engaging fully with my colleague, I 

ǿƻǳƭŘƴΩǘ ōŜ ŦƛŘŘƭƛƴƎ ǿƛǘƘ ƻǘƘŜǊ ǘƘƛƴƎǎΣ L 

would be fully present with them, 

ǇŜǊƘŀǇǎ ƭŜŀƴƛƴƎ ŦƻǊǿŀǊŘ ƛƴ Ƴȅ ŎƘŀƛǊΧ 

Maintaining eye contact or writing down 

4 
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what the beginning teacher says  

Listening, without feeling the need to 

ƛƴǘŜǊǊǳǇǘΣ ƛƴǘŜǊƧŜŎǘ ƻǊ ƘŀǾŜ ΨŀƴǎǿŜǊǎΩ 

Waiting for a pause before asking a 

question or seeking clarification 

After drafting this guide we passed it on 

to several people to review. In response 

to the prompts above a teacher created 

her own Ideas Tree and this is what she 

had to say about the experience: 

To help me create an Ideas Tree, I thought 

about leaders I have read about in the 

newspapers and imagined they were my 

mentors. I also thought about my 

Grandfather and a neighbour, Barry, who 

had been wonderful mentors when I 

needed support. I particularly appreciated 

their generous, gentle and encouraging 

approaches to supporting my personal 

growth and wellbeing.  

In our discussions, Pa and Barry always 

made me feel they had time for me, time 

to talk and time to listen.  

When we talked, they made eye contact 

and offered their undivided attention. 

They would ask about my beliefs and why 

something was important or what I was 

hoping to achieve before suggesting many 

possible ways of thinking about the 

situation. At the end of our discussions I 

would often feel enlightened, having 

adopted or adapted one of the ideas they 

had offered or one ǘƘŀǘ ǿŜΩd figured out 

together. I also admired and appreciated 

how Pa and Barry could both see a 

humorous side to any situation or 

difficulty that I came to them with. 

Why do we need mentors? 

The research is clear on the need for 

mentors. Having regular access to a 

classroom mentor is profoundly 

important to new teachers and their 

development as proficient teachers. 

Without mentor support new teachers 

can flounder and may leave a profession 

they have spent years studying in order to 

join. Consider the system, social and 

personal costs such early departures bring 

about and the long-term losses to 

teaching this represents.  

As a mentor you offer beginning teachers 

an anchor of support in an often 

challenging, demanding and sometimes 

chaotic transition from graduate to 

classroom teacher. Effective mentoring 

has a formative influence on the practice 

of beginning teachers and has a significant 

impact on the level and depth of learning 

amongst students of early career 

teachers. Without good mentors the 

quality of teaching and learning offered 

by new teachers is demonstrably less 

effective, new teachers experience more 

stress and anxiety and may leave the 

profession - the whole system suffers.  

Other significant roles you could play as a 

mentor include: 

Offering an ear to listen ς being 

interested rather than interesting 

Identifying, acknowledging and 

appreciating what your beginning 

teacher brings to their new school 

Being passionate, positive and 

professional in your work with new 

teachers ς offering a strong role model 

while becoming a trusted colleague 

Being approachable, accessible and 

available when really needed (new 

teachers identify these qualities in 

their mentors as being very important) 
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Assisting beginning teachers to 

navigate and find their way through 

the school culture ς and to understand 

how things are done around here 

Encouraging your new colleague to 

make decisions and to exercise an 

appropriate degree of autonomy so 

that they can develop their own 

approach to teaching 

Encouraging beginning teachers to 

experiment with their practice 

(acknowledging that when we first 

begin teaching it is all an experiment!) 

Fostering positive, productive 

relationships with all members of staff, 

students, their families and the wider 

community demonstrating respect for 

culture and diversity 

Mutual benefits of mentoring 

There are potentially many benefits of 

mentoring for both mentor and beginning 

teacher as well as benefits for the school, 

the system and the profession. Having 

opportunities to offer deep, practical 

knowledge, both pedagogical, content 

and experience, can be a very rewarding 

and mutually beneficial aspect of effective 

mentoring.  

Other significant benefits include: 

An increase in the rate of professional 

growth, self-reflection and problem 

solving capacity for both mentor and 

beginning teacher 

An increase in confidence, self-esteem, 

morale and sense of identity  

Opportunities for learning new skills, 

teaching strategies and communic-

ation techniques, including how to 

engage in rigorous evidence-informed 

conversations 

A greater sense of inclusion or reduced 

feelings of isolation 

Opportunities for close collaboration, 

shared challenges and the sense of 

achievement that comes from 

successfully working through such 

challenges 

Learning from more frequent 

opportunities to talk about teaching 

and learning, students, strategies and 

successes as well as challenges  

Opportunities to capture and analyse 

evidence of student learning, leading 

to professional insights for both 

beginning teacher and mentor 

Developing a sense of belonging, as a 

contributor to the school and its 

community.  

What type of support (beyond just the 

technical) could you, and other members 

of the school community provide, and 

what might the benefits of such support 

be for your beginning teacher? 

In what ways can you make yourself 

available and accessible when the 

beginning teacher needs support and how 

might this be an important aspect of 

effective mentoring? 

How might you position yourself and your 

beginning teacher so that they can 

deepen their understanding and insights 

into teaching and learning and become 

independent, proficient teachers?  
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3. How well does our school 

context support effective 

mentoring?  

We have already explored the extent to 

which effective mentoring is important for 

developing beginning teachers, what this 

means for their practice and the potential 

such support has for keeping new 

teachers in the profession. There are 

compelling reasons for schools to develop 

enabling structures and processes in 

which successful mentoring relationships 

can develop.  

How enabling is our school culture and 

the structures and processes we have in 

place to support new teachers? What 

might we need to put in place to make 

mentoring work for us? 

Considering our schoolôs learning 

architecture 

The term 'learning architecture' refers to 

the conditions in which a school becomes 

a place for professional talk, evidence-

informed inquiry, and where a community 

of professional learners is systematically 

fostered.  

¢ƘŜ ŜƭŜƳŜƴǘǎ ƻŦ ŀ ǎŎƘƻƻƭΩǎ ƭŜŀǊƴƛƴƎ 

architecture are called 'enabling 

structures' ς in particular the scheduling 

of regular committed time and space to 

reflect, meet, discuss and share evidence 

and insights into professional practice. 

Enabling structures also include a formal 

induction process, professional learning 

teams (PLTs), triads, team coaching 

arrangements and classroom observation 

schedules.  

The extent to which these enabling 

structures are effective depends on the 

time and resources available to support 

them, the skills and capabilities of the 

people enacting them and the extent to 

which these structures are aligned with 

and support each other.  

The learning architecture usually reflects a 

school's values, priorities and culture - the 

fewer enabling structures, or the poorer 

quality and development of these 

structures, we can assume that 

professional learning has a lower priority. 

Although you may not have direct control 

over the learning architecture and 

enabling structures and processes at your 

school it may still be helpful to know 

about the structures that support and 

lead to more effective mentoring.  You 

will also be better equipped to explain, 

discuss and negotiate enabling structures 

and processes with school leaders. 
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Enabling structures to support mentoring 

In Chapter 6 we identify a range of factors 

which enable effective mentoring, as 

identified in the international research. 

The most significant of these relates to 

the quality of support offered by mentors, 

underpinned by enabling structures and 

processes present in schools.  

Four main themes emerged from the 

research (see p.44): (1) how mentors 

were selected and paired with beginning 

teachers; (2) the broader context of 

support available at a school, which 

included collective responsibility for 

supporting new teachers; (3) whether or 

not there was sufficient scheduled time 

for mentors to work with new teachers; 

and (4) the extent to which a school 

promoted capacity building through 

collegial, evidence-informed inquiry.  

Similar enabling structures were revealed 

in research undertaken by DET in 2010. 

More effective mentoring was made 

possible by the following structures: 

 Time allocated for mentoring ς as a 

reduced teaching allotment, with time for 

support and professional learning activities 

built into the work day of mentor and 

beginning teacher; 

 Carefully considered teaching load and 

class/student allocation, which took into 

account thŜ ōŜƎƛƴƴƛƴƎ ǘŜŀŎƘŜǊΩǎ 

experience and learning needs; 

 Regular and timetabled mentoring support 

meetings, weekly or fortnightly, with 

additional meetings when needed; 

 Mentor and beginning teacher worked in 

close physical proximity to one another; 

 Mentor and beginning teacher were 

teaching the same year or subject level; 

 The ǊƻƭŜ ƻŦ ΨƛƴŘǳŎǘƛƻƴ ƻǊ ƳŜƴǘƻǊ 

coƻǊŘƛƴŀǘƻǊΩ ŜȄƛǎǘŜŘ ŀǎ ŀ ƭŜŀŘŜǊǎƘƛǇ 

position in larger schools ς this indicated 

that induction and mentoring were seen 

as a priority; 

 Active support from school leaders was 

evident for both beginning teachers and 

mentors ς this recognised that mentors 

need support as well as beginning 

teachers. 

How and why are enabling structures 

important?  

Take a few minutes to consider each of 

the enabling structures listed above.  

On a blank page, draw up three columns, 

headed:  

Enabling structure (Copy from list above.) 

This enabling structure is significant 

ōŜŎŀǳǎŜΧ  

Without this enabling structure it would 

ƳŜŀƴΧ 

Jot down the reasons why you believe 

each element is significant and what the 

ƛƳǇƭƛŎŀǘƛƻƴǎ ƻŦ ǘƘŀǘ ŜƭŜƳŜƴǘΩǎ ŀōǎŜƴŎŜ 

might mean for a beginning teacher and 

how it might impact you as a mentor. 

(Undertaking this reflective exercise will 

better equip you to discuss and negotiate 

structural enablers with school leaders.) 

If all of these enabling structures are 

present then it is much more likely the 

mentoring relationship will be effective. 

When several of these elements are 

absent, for instance, if meetings are 

infrequent and ad hoc, the mentor and 

beginning teacher work in different year 

levels or subject disciplines and are 

located in different parts of the school, it 

is more likely that a mentoring 
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relationship with such constraints will be 

less effective. 

The DET evaluation of the Induction and 

Mentoring for Beginning Teacher 

Initiative, also conducted in 2010, 

reinforced these points. In this study 

beginning teachers reported more 

positive experiences of mentoring when 

their mentor:  

 Was approachable, accessible and willing 

to be engaged;  

 Was supportive, empathetic and 

understanding;  

 Had good communication skills;  

 Was able to offer honest and helpful 

advice; and  

 Had good pedagogical and subject 

knowledge and experience.  

A mentor with this combination of skills, 

professional knowledge and dispositions, 

together with the enabling structures of a 

highly supportive learning architecture, 

make effective mentoring relationships 

much more likely.  

Considering operational constraints 

Sometimes operational constraints will 

make one or more of the enabling 

structures difficult or beyond the scope of 

a school to practically manage.  This 

means that other enabling structures may 

ƴŜŜŘ ǘƻ ōŜ ǎǘǊŜƴƎǘƘŜƴŜŘΣ ƻǊ ŀ ΨƳƛǎǎƛƴƎΩ 

enabler may need to be compensated for 

or attended to in another way.  

For instance, if it was impractical for you 

and your beginning teacher to work in the 

same year level or subject discipline, how 

could the impact of this be reduced? 

What else might need to be in place to 

support you and your beginning teacher 

in such circumstances?  

What if it were impractical for you and 

your colleague to work in close physical 

proximity, how could the need for such 

nearness be addressed?  

What if timetable allotments have already 

been organised and it is difficult to find 

sufficient time to meet and work 

together? What if your meetings are 

infrequent and often shorter than you 

both need? 

Each of these questions represents a 

significant professional challenge, which 

will need to be discussed and addressed 

with school leaders ς mentors cannot 

tackle such challenges alone. Lack of 

sufficient time and space effectively 

compromises the mentoring relationship.  

In such circumstances the mentor may be 

perceived as difficult to access and 

therefore unable to share their 

experience, pedagogical know-how or 

offer advice or guidance ς which is exactly 

what the beginning teacher needs.  

Well-prepared and experienced mentors 

operating within a supportive learning 

architecture, with enabling structures ς 

time, space and organisational support ς 

are needed in these circumstances.  
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{ƻƳŜǘƘƛƴƎ ǘƻ ǘǊȅΧ 

Work through the checklist on the 

following page to help you consider the 

extent to which your school has created 

the conditions to support successful 

mentoring experiences. 

What is in place already?  

What is missing?  

What next? 

Who needs to be involved now? 
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What enabling structures are present at my school?  

wŀǘƘŜǊ ǘƘŀƴ ǎƛƳǇƭȅ ΨǘƛŎƪƛƴƎ ǘƘŜ ōƻȄŜǎΩ ōŜƭƻǿΣ ƛƴŘƛŎŀǘŜ ǿƛǘƘ ŀƴ ΨSΩ ƛŦ ǘƘƛǎ ǎǘǊǳŎǘǳǊŜ ƛǎ ŀ 
ǎǘǊŜƴƎǘƘ ƛƴ ȅƻǳǊ ǎŎƘƻƻƭΣ ŀƴ ΨMΩ ƛŦ ƛǘ ƛǎ ƳƻŘŜǊŀǘŜƭȅ ǎǳǇǇƻǊǘƛǾŜΣ ŀƴŘ ŀƴ ΨNΩ ƛŦ not yet. 
You might use this tool to support a chat with your school leader. 

c There is a carefully formulated orientation or induction plan and support materials 

that beginning teachers work through when they first commence at this school  

c Careful consideration is given to the pairing of mentors with beginning teachers and 

the extent to which mentor and beginning teacher are professionally and 

interpersonally well-matched 

c The school has a broad range of people, mechanisms and processes to support 

ōŜƎƛƴƴƛƴƎ ǘŜŀŎƘŜǊǎΣ ƛǘ ƛǎƴΩǘ Ƨǳǎǘ ǎŜŜƴ ŀǎ ǘƘŜ ƳŜƴǘƻǊΩǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ 

c Mentor and beginning teacher have sufficient time allocated to meet and work 

together 

c Mentor and beginning teacher have regular and timetabled mentoring meetings  

c Mentor and beginning teacher share reduced face-to-face class time, recognising a 

need to have time away from the classroom to work together 

c Mentor and beginning teacher have opportunities to engage in professional learning  

c Consideration is given to teaching loads and class allocations consistent with the 

experience, capability and needs of the beginning teacher 

c Mentor and beginning teacher work in close physical proximity 

c Mentor and beginning teacher are teaching the same year or subject level 

c Mechanisms are in place to regularly track and discuss the development, morale, 

professional confidence and sense of self-efficacy of the beginning teacher 

c School leaders provide active, direct support for both beginning teacher and mentor  

c Mentors access a network of support arrangements within and beyond the school 

c The school has a collegial approach to teaching and learning, where people support 

and collaborate with each other  

c There is a strong focus on professional learning throughout the school  

c Mentors, and the work they undertake, are highly regarded and respected 

c Mentoring is seen as a priority, central to achieving stronger student learning 

outcomes, capacity building and school improvement 

c In larger schools an induction or mentor coordinator supports mentors and mentoring 
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The time (and quality of time) available for mentoring and 

supporting new teachers really matters. 
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4. What kind of mentor will I be?  

Considering my professional stance  

We each bring a professional stance to 

the ways in which we work with others, 

which reflect our values, priorities, 

assumptions and what we believe to be 

important - this influences what we say 

and do and how we work with those 

around us.  

Our stance is reflected in the ways we 

position ourselves in relation to our 

colleagues and how we position them 

when we work together. Our stance can 

be quite complex, dynamic and multi-

faceted as we often behave differently 

depending on the people we are with and 

the circumstances in which we find 

ourselves. locked up tight in the ways our 

beliefs might be ς we can take up 

different positions as mentors once we 

are mindful of the impacts these positions 

have on others.  

Some questions you might like to reflect 

on in relation to your own professional 

stance:  

How do I position myself in relation to 

colleagues? How do I position others? 

Do I take up different stances in 

different circumstances?  

How can I become more aware of the 

role my stance plays in being a 

mentor? 

 

In this chapter, professional stance is 

explored in terms of:  
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1. How we approach others;  

2. How we position others (and our 

assumptions about them);  

3. Our underlying dispositions; and,  

4. What this might mean for being a mentor. 

Please take a few minutes to respond to 

the prompts throughout this chapter.  

You may find it helpful to jot down your 

responses, so that you can reflect on the 

implications for you in your role as a 

mentor.  

How do I approach others?  

We often send clues about our stance in 

how we approach others. Buried inside 

these clues are our habits and 

assumptions, which may be hidden from 

us until we shine a light on them. As you 

respond to the following prompts, think 

about your responses in relation to 

working with a new teacher or a less 

experienced colleague. Ask yourself: 

Where do I stand, in relation to:  

Who knows best?  

{ƘƻǿƛƴƎΣ ǘŜƭƭƛƴƎ ƻǊΧΚ 

Whose voice has the most weight?  

Who talks, who listens? 

The purpose of the mentoring? 

.ŜƛƴƎ ŀǎƪŜŘ ŀ Ψǎƛƭƭȅ ǉǳŜǎǘƛƻƴΩΚ 

Who sets the agenda? Who chooses 

the focus?  

How things will be decided?  

Being approachable, accessible and 

available? 

How we work together, (including 

when and where)? 

Who will benefit most from 

mentoring? 

Who has the last word? 

What clues can the beginning teacher 

glean from my approach that may reveal 

to them my professional stance? Are 

these the kinds of clues I want to send? Is 

this the kind of mentor I want to be?  

How might this affect the way I mentor? 

These aspects of your stance will have 

significant implications for how you work 

with your beginning teacher. In 

responding to the prompts above, what 

are you noticing about yourself and what 

this might mean for your practice as a 

mentor? How might a discussion about 

these aspects of stance, with the beginning 

teacher, inform your work together?   

How do I position a beginning teacher?  

The ways in which we position others 

reflect significant aspects of our 

professional stance and may reveal our 

assumptions about the people with whom 

we work. It is important to note that 

when we position a colleague in a 

particular way we are also positioning 

ourselves.  

As you reflect on the different ways in 

which you position a beginning teacher, 

as prompted by the list on the next page, 

consider the possible assumptions you 

might harbour about that person.  
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How do I position a beginning teacher 

(and how might that position me)? 

As a trainee whose practices need to 

be scrutinised, weighed and judged. 

As an audience whose role it is to pay 

attention, observe and listen. 

As a participant whose role it is to take 

part in the mentoring support 

provided. 

As a contributor to the learning, who 

brings or adds something to our work 

together. 

As a collaborator, that I work alongside 

as we analyse, discuss and learn 

together. 

As a co-creator and initiator, someone 

who thinks for themselves, is self-

starting, creative and capable ς we 

design and create together. 

As a learning leader, someone who 

plays a significant role in shaping and 

facilitating the learning of others, 

including my learning. 

Our assumptions are, in a sense, the teeth 

of a trap, they potentially limit the 

possibilities for how we might engage 

with others. If we position our new 

colleague as a trainee whose practices 

need to be scrutinised, weighed and 

judged, what are we assuming about 

them and about ourselves?  

If we position our colleague as a 

contributor or collaborator how are our 

assumptions different? What might this 

mean for how we are positioned? For 

example, if we position our colleague as a 

trainee, how might this position us, as 

their instructor? Or if we position them as 

a collaborator how are we positioned? 

How might the way I position a beginning 

teacher affect the way I mentor?  

If these aspects of your professional 

stance represent options and choices for 

how you might position a colleague, what 

practices and ways of working would 

support such choices? For instance, if you 

wanted to position your colleague as a 

contributor, what would you need to do 

as a mentor to position them this way? 

What would we hear you saying and see 

you doing?  If you wanted to position your 

colleague as a collaborator how would 

you need to work with them? What role 

(position) would you take up? How might 

this affect their professional learning 

(capacity building)? 

Positioning is not a one-way street, 

however ς sometimes it is our colleagues 

who position us by taking up a position 

themselves.  A less experienced colleague 

Ƴŀȅ ǇǊŜŦŜǊ ǘƻ ōŜ ŀƴ ΨŀǳŘƛŜƴŎŜΩ ǘƻ ƻǳǊ 

expert knowledge and know-how or their 

lack of experience (and confidence) may 

make them ǊŜƭǳŎǘŀƴǘ ǘƻ ōŜ ŀ ΨŎƻƴǘǊƛōǳǘƻǊΩ 

ƻǊ ΨŎƻƭƭŀōƻǊŀǘƻǊΩΦ Lǘ ƻŦǘŜƴ ŦŜŜƭǎ ƎƻƻŘ ǘƻ ōŜ 

positioned as an expert and to have 

others defer to our superior knowledge 

and know how, but how might this 

contribute to the development of the 

beginning teacher? 

How might being alert to such possibilities 

affect how we work with each other?  

How might we benefit from a shared 

understanding of this tendency for each 

of us to position the other through our 

stance and the role we adopt? 
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What are my underlying dispositions?  

The combination of the professional 

stance we adopt with our underlying 

dispositions greatly impacts our 

effectiveness as mentors. 

We each bring a range of dispositions to 

how we work with others. For example, 

some people tend to have a critical eye 

and see challenges in something before 

any benefits. This could result in a 

tendency to focus on faults and problems 

rather than strengths and successes.  

Some people look for opportunities to 

offer positive and affirming comments, 

about the skills, capabilities or 

achievements of others, which reinforces 

confidence and a sense of capability. 

Others are drawn to asking tough 

questions and may feel uncomfortable 

offering praise or affirmation. Some 

people have a strong desire for order and 

structure, which could result in a need for 

control and more frequent oversight to 

achieve such control. Some people tend 

to focus on small details and want to 

know all the ins and outs before 

proceeding while others are more 

ƛƴǘŜǊŜǎǘŜŘ ƛƴ ΨōƛƎ ǇƛŎǘǳǊŜΩ ƛŘŜŀǎΦ  

Our different perceptions of time and its 

relative importance can be another 

significant disposition that may affect how 

we work with others. 

The following prompts are offered as 

though they were two ends of a 

continuumΣ ǎƻ ȅƻǳ Ƴŀȅ ƴƻǘ ōŜ ŀǘ ΨƻƴŜ ŜƴŘ 

ƻǊ ǘƘŜ ƻǘƘŜǊΩ ōǳǘ ǎƻƳŜǿƘŜǊŜ ƛƴ-between. 

Your responses may also differ depending 

on the circumstances. However, there is 

perhaps a benefit in considering where 

you might ordinarily locate yourself on 

these imaginary continuums while 

reflecting on what this might mean for 

being a mentor.  
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Do you tend to: 

 See the challenges or difficulties in 

something or are you more likely to focus 

on potential benefits and opportunities? 

 Focus on faults and problems more often 

than strengths and successes? 

 Ask tough questions more frequently than 

recognising accomplishments or offering 

affirmation and praise? 

 Have a critical eye when thinking about 

things or are you more likely to see them 

with an appreciative gaze? 

 Value order and structure or do you prefer 

to see where things go? 

 Want to control situations or immerse 

yourself in them? 

 Focus on the details more often than the 

big picture? 

 See every minute as precious with not a 

moment to spare? 

How might these dispositions affect the 

way I mentor?  

If these dispositions impact your 

mentoring role, are there any in particular 

that you recognise as supporting or 

impeding your practice? How can you 

strengthen those that you see as 

supporting effective mentoring and 

manage those dispositions that you see as 

getting in the way of your practice as a 

mentor?  

If we recognise that beginning teachers 

will also have a range of dispositions, 

what are the implications of alignments or 

differences in how you each approach 

your work? What would happen if you 

have a strong preference for order and 

structure and your beginning teacher 

would much prefer to see where things 

go? Or vice versa?  

Whose view prevails or are there 

alternatives? 

What might this mean for being a 

mentor?  

What are the implications of your 

responses to the above prompts for your 

professional stance and being a mentor? 

How might your stance and dispositions 

affect: 

 Building a mentoring relationship?  

 Developing mutual confidence-trust? 

 Offering, or responding to requests for, 

ideas or advice? 

 Engaging in professional conversations? 

 Capturing and collating data and 

evidence? 

 Analysing practice together? 

 Overcoming challenges? 

 Promoting independent practice and a 

(growing) sense of self-efficacy? 

Each of these aspects of being an effective 

mentor is affected by the different 

stances and dispositions we bring to our 

work. The combination of them will 

influence how effective we can be. 
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How might this affect the way I mentor?  

If being an effective mentor means being 

more mindful about your professional 

stance, where should you focus your 

attention at the beginning of a mentoring 

relationship?  

Identify one or two aspects of your 

professional stance in each of the four 

elements considered above, (as revealed 

in your responses to the prompts). Make 

deliberate efforts to change or adapt your 

stance to the needs of your colleague and 

the circumstances in which you are both 

working.  

For example, if you decided that being 

ΨŀǇǇǊƻŀŎƘŀōƭŜΣ ŀŎŎŜǎǎƛōƭŜ ŀƴŘ ŀǾŀƛƭŀōƭŜΩ 

was a crucial aspect of your stance, how 

would you make this visible to your 

beginning teacher and viable in your 

context?  What steps would you need to 

take for this to be the beginning teacherΩǎ 

experience of working with you? If 

another aspect of your stance was that 

ΨǘƘŜǊŜ ƛǎ ƴƻ ǎǳŎƘ ǘƘƛƴƎ ŀǎ ŀ Ψǎƛƭƭȅ ǉǳŜǎǘƛƻƴΩΣ 

how would your new colleague come to 

understand this implicitly and without 

hesitation?  

If we take those two aspects of your 

stance and consider them in light of how 

you position the beginning teacher ς we 

can see that things will be very different if 

the beginning teacher is positioned as a 

collaborator rather than an audience. 

Iƻǿ ƳƛƎƘǘ ǘƘŜ ƛŘŜŀ ƻŦ ΨǘƘŜǊŜ ƛǎ ƴƻ ǎǳŎƘ 

ǘƘƛƴƎ ŀǎ ŀ ǎƛƭƭȅ ǉǳŜǎǘƛƻƴΩ ōŜ ŘƛŦŦŜǊŜƴǘ ƛŦ 

your new colleague is positioned as an 

audience compared with being positioned 

as a collaborator? (Who will they be 

ŜȄǇŜŎǘƛƴƎ ǘƻ ΨŀƴǎǿŜǊΩ ǘƘŜ ǉǳŜǎǘƛƻƴǎΚύΦ  

If we take this reflection a little deeper 

and begin to consider the impact of our 

ŘƛǎǇƻǎƛǘƛƻƴǎΣ ƛŦ ΨǘƘŜǊŜ ƛǎ ƴƻ ǎǳŎƘ ǘƘƛƴƎ ŀǎ ŀ 

ǎƛƭƭȅ ǉǳŜǎǘƛƻƴΩ ŀƴŘ ǘƘŜ beginning teacher 

ƛǎ ǇƻǎƛǘƛƻƴŜŘ ŀǎ Ψŀ ŎƻƭƭŀōƻǊŀǘƻǊΩΣ ǿƘŀǘ ƛǎ 

ǘƘŜ ƛƳǇŀŎǘ ƻŦ ΨŦƻŎǳǎƛƴƎ ƻƴ ǇǊƻōƭŜƳǎ ŀƴŘ 

faults more often than strengths and 

ǎǳŎŎŜǎǎŜǎΩ ŦƻǊ ȅƻǳǊ ŎƻƭƭŀōƻǊŀǘƛƻƴΚ Iƻǿ 

would this be different if your focus was 

reversed and there was greater emphasis 

on strengths and successes? 

Now if we take all that into consideration 

and reflect on the implications for 

ΨōǳƛƭŘƛƴƎ ŀ ƳŜƴǘƻǊƛƴƎ ǊŜƭŀǘƛƻƴǎƘƛǇΩ ƻǊ 

ΨƻǾŜǊŎƻƳƛƴƎ ŎƘŀƭƭŜƴƎŜǎΩ ƛǘ ōŜŎƻƳŜǎ 

possible to see the way in which every 

aspect of our stance and the ways in 

which we position our colleagues impacts 

our mentoring practice. 

This chapter offers a great deal to think 

about, so at this point you may be feeling 

a little daunted or overwhelmed ς ǘƘŀǘΩǎ 

ok, you just need to find somewhere to 

focus your efforts. 

You may find it useful to choose just one 

or two aspects of your professional stance 

to experiment with and strengthen at one 

time. You may find that changes in these 

two aspects of your stance flow through 

to others. 
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5. What do I need to know and 

do as a mentor? 

Who am I mentoring? What kind of 

support do they need?  

Beginning teachers arrive in their new 

schools with a mixture of excitement, 

curiosity and trepidation ς some will be 

more excited than anxious, others more 

anxious than excited.  

They will have spent a significant period 

of their lives as students, first at school 

and more recently at University. During 

these two extended periods they will have 

experienced the practice of many 

teachers and will have formed their own 

ǾƛŜǿǎ ŀōƻǳǘ ǿƘŀǘ ƛǘ ƳŜŀƴǎ ǘƻ ōŜ ŀ ΨƎǊŜŀǘ 

ǘŜŀŎƘŜǊΩ ŀƴŘ Ƙƻǿ ǎǳŎƘ ǘŜŀŎƘŜǊǎ ōŜƘŀǾŜΦ  

The transition from student to teacher 

and the translation of their perceptions of 

ΨƎǊŜŀǘ ǘŜŀŎƘƛƴƎΩ ƛƴǘƻ ǇǊŀŎǘƛŎŜ ŀǊŜ ƭƛƪŜƭȅ ǘƻ 

be more challenging than many graduate 

teachers expect. They will have had 

classroom experiences as student-

teachers, however, the first few weeks of 

teaching independently are likely to 

disappear in a blur as almost everything 

they do will be new. In a sense everything 

ǘƘŜȅ ǘǊȅ ǿƛƭƭ ōŜ ŀ ΨǇǊŀŎǘƛŎŀƭ ŜȄǇŜǊƛƳŜƴǘΩ ƛƴ 

teaching and learning.  

However, it is not possible to generalise 

about beginning teachers any further than 

this because they will be as diverse as the 
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students we teach in our classrooms. They 

will be stronger in some areas than 

others, they will be challenged by 

different aspects of practice, they will 

require different levels of support and 

guidance, and some beginning teachers 

will be able to articulate or reveal what 

they need more clearly than others.  

Just as we need to find out a great deal 

about the learners in our classrooms in 

order to effectively scaffold their learning, 

we also need to thoroughly understand 

the beginning teachers we are supporting. 

How can we understand a beginning 

teacher and what they might need? 

{ƻƳŜ ǘƘƛƴƎǎ ǘƻ ŎƻƴǎƛŘŜǊ ŦƛǊǎǘΧ 

Whenever there is a significant difference 

in knowledge, experience and expertise 

between two people there is a related 

imbalance in the power relationship. 

The gradual deepening of a mentoring 

relationship, via different forms of 

professional conversation and 

collaboration, is essential to deepening 

the professional learning that such 

relationships enable.  

The experience of talking with someone 

who is much more experienced and knows 

more about teaching and learning than 

we do can be intimidating. (How might 

experienced teachers make themselves 

less intimidating so that BEGINNING 

TEACHERs feel valued as they learn with 

and from them?) 

Different people are more 

comfortable/ready to talk about some 

things than others. 

Some people know more, or can do more, 

than we might assume. 

Strategies and options for supporting 

beginning teachers 

As a mentor it is important to consider 

how to keep the professional learning of 

the beginning teacher as the focus of the 

support offered. This allows mentors to 

find ways of enabling beginning teachers 

so that they have a strong voice in 

determining what sort of support they 

require and how it might be offered. 

In this chapter we explore the role that a 

range of strategies, including classroom 

observations and professional 

conversations (of gradually increasing 

rigour and depth), can play in helping 

mentors to thoroughly understand and 

support a beginning teacher from 

induction through to proficiency. 

Readers are encouraged to experiment 

with the strategies offered. The options 

available to mentors in this chapter 

include: 

 The 4Cs: Clarifying, Consulting, 

Collaborating and Coaching 

 Classroom observations as a means of 

prompting reflective inquiry 

 Facilitating different types of conversation 

matched to beginning teacher need and 

readiness 

 Engaging in challenging or difficult 

conversations and the role that trust plays 

 Evidence-informed conversations, a 

contemporary alternative to feedback 

 Using the DEECD Evidence-based 

Professional Learning Cycle.  
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The 4Cs: Clarifying, Consulting, 

Collaborating and Coaching. 

Working with the connected practices of 

Clarifying, Consulting, Collaborating and 

Coaching offers mentors a series of 

complementary strategies for 

understanding and supporting the 

practice of a beginning teacher.   

The 4Cs offer four different ways of 

working with a beginning teacher 

depending on their needs and readiness 

to engage with their practice more 

deeply. There is also a sense that the 4Cs 

offer a means of supporting new teachers 

in the transition from graduate to 

independent practice, which is also the 

aim of the VIT process for full registration.   

The practice of 'Clarifying' and asking 

clarifying questions is central to effective 

mentoring and can help to reveal the kind 

of support a beginning teacher needs.  

Effective mentoring depends on listening 

closely to, and understanding, the person 

with whom you are working. Clarifying 

can be supported by writing down what 

your colleague says - this will allow you to 

return to specific comments or 

observations later that may benefit from 

further clarification.  

The goal of the mentor when clarifying is 

to be fully present for their colleague and 

to be 'interested rather than interesting'. 

What kinds of questions are clarifying?  

²ƘŜƴ ȅƻǳ ǎŀƛŘΧ ǿƘŀǘ ǿŜǊŜ ȅƻǳ 

thinking about? 

What makes you say that? 

/ƻǳƭŘ ȅƻǳ ǎŀȅ ŀ ƭƛǘǘƭŜ ƳƻǊŜ ŀōƻǳǘΧ 

I am not sure I understand, could you 

explain that a little more? 



 22 

Which of these ideas (raised by the 

beginning teacher) is more important 

or urgent for you? 

If you had to choose (ideas raised by 

the beginning teacher), which of 

these would help most? 

Questions such as these will reward 

mentors with a deeper understanding of 

their colleague, their context, 

circumstances and needs as well as 

offering clues about whether they may 

benefit more from Consulting, 

Collaborating or Coaching support.   

Asking clarifying questions, rather than 

analytical, critical or interrogative 

questions can be quite challenging at first 

- the goal of clarifying questions is to 

understand something more fully from the 

ōŜƎƛƴƴƛƴƎ ǘŜŀŎƘŜǊΩs perspective. Clarifying 

questions help the beginning teacher to 

think more clearly and the responses 

generated can be as revealing and helpful 

for the new teacher as they are for you.  

Well-formed clarifying questions should 

lead to quite powerful insights for the 

beginning teacher. 

²ƻǊǘƘ ŎƻƴǎƛŘŜǊƛƴƎΧ  

What would happen if you offered support 

without spending much time helping your 

colleague to clarify and organise their 

thoughts? How much practice have you 

had asking such questions?    

When Consulting the mentor responds 

to the beginning teacherΩǎ ǉǳŜǎǘƛƻƴǎ ƻǊ 

requests for information or ideas, and 

takes into account a stated (or implied) 

need for specific knowledge or know how.  

The mentor, drawing on their broader 

experience and deeper repertoire of 

practices, supports their less experienced 

colleague with options and alternatives to 

consider, to which they would not 

otherwise have access. 

When consulting, the ideas, possibilities 

and solutions flow from mentor to 

beginning teacher.  

¢ƘŜ ƳŜƴǘƻǊ ƛǎ ǇƻǎƛǘƛƻƴŜŘ ŀǎ ΨǘƘŜ ŜȄǇŜǊǘΩΣ 

ǘƘŜ ΨƎƛǾŜǊΩ ŀƴŘ ǘƘŜ person who has the 

greater knowledge and agency in the 

relationship. It is also quite common for 

new teachers to position a mentor in this 

way, particularly at the beginning of a 

mentoring relationship. They may want 

(or need) answers and solutions and the 

mentor can be seen as a ready source of 

possibilities for practice.  

It is also quite common for mentors to 

position themselves as a consultant. 

A technique for gradually increasing the 

level of agency (the beginning teacher 

making decisions) can be achieved by 

increasing the number of options and 

alternatives offered. This encourages the 

beginning teacher to recognise that there 

are multiple ways of addressing the same 

teaching goal or challenge and 

encourages them to weigh up possibilities 

and make considered professional 

decisions. This also encourages the 

beginning teacher to engage with you in a 

professional conversation, which allows 

you to help them deepen their thinking in 

relation to the options offered. Clarifying 

questions can be used to good effect in 

these circumstances. 

Evidence can also play an important role 

in the consulting relationship when used 

to help the beginning teacher decide 

between options offered. This encourages 

the beginning teacher to see evidence as 
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an important influence in the decision-

making process.  

²ƻǊǘƘ ŎƻƴǎƛŘŜǊƛƴƎΧ  

What are the implications for you and 

your less experienced colleague if 

consulting support becomes the only 

option available to you both? What if such 

ǎǳǇǇƻǊǘ ƳŀƪŜǎ ȅƻǳǊ ŎƻƭƭŜŀƎǳŜ ƘŀǇǇȅΣ ƛǘΩǎ 

ǿƘŀǘ ǘƘŜȅ ΨǿŀƴǘΩ - are there any risks with 

sticking simply with consulting?   

When Collaborating the mentor 

engages with their colleague in a shared 

approach to analysis, problem-solving, 

decision-making and reflection. Their less-

experienced colleague has generally 

signalled a willingness to engage in joint 

work and brings their own ideas and 

possibilities to the collaboration. 

However, the mentor may also prompt 

collaborating by asking questions such as: 

Is this something we could work on 

together? 

Collaborating introduces a greater sense 

of equality and collegiality into the 

mentoring relationship, offers 

opportunities for creative input as it calls 

for contributions from both mentor and 

beginning teacher. Collaborating 

encourages new teachers to take on 

greater responsibility (more agency), it 

fosters joint or negotiated decision-

making and readies the beginning teacher 

for working in teams. Collaborating also 

leads to a growing sense of self-efficacy 

and achievement. 

Evidence can play a more significant role 

when collaborating as the mentor can 

support the beginning teacher to analyse 

and dig more deeply into whatever 

evidence they have captured together. 

The beginning teacher will feel less 

vulnerable when analysis is undertaken 

with their more experienced colleague. 
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²ƻǊǘƘ ŎƻƴǎƛŘŜǊƛƴƎΧ 

The relationship between mentor and 

colleague shifts when the mode of 

support offered involves collaborating. 

How and in what ways could this shift be 

significant? In what ways might you both 

benefit? 

When Coaching the mentor supports 

their colleague through skilful questioning 

and probing, creating the conditions in 

which their colleague arrives at their own 

course of action. When coaching, a 

beginning teacher is ready to use his or 

her own evidence and knowledge to 

decide where to go next. The coach 

functions as a sounding board, mirroring 

back their colleague's ideas and 

possibilities for practice, supporting them 

through questions they ask rather than 

offering suggestions or ideas of their own.  

Evidence can play a key role in coaching 

when it becomes central to the beginning 

teacherΩǎ ǇǊŀŎǘƛŎŜ ƛƴ ŘŜǎƛƎƴƛƴƎΣ ǊŜǾƛŜǿƛƴƎΣ 

assessing, analysing and discussing 

learning. The beginning teacher 

recognises evidence as being essential to 

a productive coaching conversation. The 

coach supports the beginning teacher by 

asking rigorous analytical questions.  

²ƻǊǘƘ ŎƻƴǎƛŘŜǊƛƴƎΧ  

To what extent would it matter if we just 

stuck with clarifying, consulting and 

collaborating and did not get to coaching 

support?  Or, why not support a beginning 

teacher just with coaching, why do we 

need the other Cs? How could the 

beginning teacher benefit from knowing 

about the 4Cs, understanding the options 

they have available to them and choosing 

their own level of support? 
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{ƻƳŜǘƘƛƴƎ ǘƻ ǘǊȅΧ 

Reflecting on an experience of supporting 

or being supported by one of the 4Cs, jot 

down your experience below 

Identify a successful experience of either 

supporting or being supported by 

someone via one of the 4Cs ς clarifying, 

consulting, collaborating or coaching.  

Consider and reflect on the strengths and 

limitations of the role as you experienced 

the practice of your colleague (or reflect 

on your own practice). 

  

Reflecting on an experience of supporting or being supported 
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Classroom observation as a means of 

supporting professional learning 

One way of supporting new teachers is 

through the use of classroom 

observations.  

Classroom observation can be a powerful 

strategy when creating opportunities for 

on-going professional learning. Through 

carefully designed and facilitated 

observations and reflective follow-up 

sessions, it is possible for beginning 

teachers to gain valuable insights about 

teaching and student learning and to 

more deeply understand their own 

developing practice.  

Mentors will play an invaluable role in 

supporting the process when they ensure 

that the purpose, structure, focus, 

documentation and ways of reflecting on 

the classroom observation are negotiated 

with the beginning teacher beforehand 

and that there is adequate follow-up after 

the session. This follow-up will usually 

involve a reflective and analytical 

conversation, which is described later in 

this chapter. 

When the beginning teacher is given a 

strong voice in how the experience 

unfolds and then has opportunities to 

debrief afterwards, it is likely to be a more 


