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Abstract

Purpose – This paper aims to determine the impact of mentorship on the development of self-directedness
among beginner teachers in their initial years of teaching.
Design/methodology/approach – The researcher adopted a positivist paradigm to explore the situation of
concern. Quantitative research was conducted, involving the collection and analysis of numerical data. Two
closed-ended structured questionnaires were utilised, derived from the 40-item self-directed learning readiness
scale (SDLRS) developed by Fisher andKing, and a pre-determined questionnaire by Glazerman focused on the
first-year teaching experience, induction and mentoring of beginner teachers.
Findings – Beginner teachers merely relying on the knowledge obtained from their studies is insufficient to
achieve a satisfactory level of self-directedness when starting a teaching career. Most beginner teachers faced
significant challenges in their early years of teaching due to the absence ofmentoring support. In addition,most
indicated that they resume their teaching duties and rely on their district for general support, guidance and
orientation. Finally, the results have shown that mentoring positively impacts beginner teachers’ self-
directedness.
Research limitations/implications – The first limitation was that this study was narrowed to one South
Africa University part-time B.Ed honours students working as beginner teachers in different provinces at
primary and secondary schools. As a result, the findings of this researchmight be interpreted by some critics as
one-sided and not representative of the views of most beginner teachers in South Africa who are working. The
second limitation of this study is the sample size. In this study, 222 responses were received. As a result, the
findings of this research might be considered not representative of the target sample size.
Practical implications – The presence and effective implementation of mentoring programmes in schools
can positively impact beginner teachers’ professional development and retention during their first years of
teaching.
Social implications –We contend that our research holds significance for international readership as it aims
to garner attention towards potential research endeavours in diverse settings concerningmentorship programs
for beginner teachers, specifically promoting self-directed learning. Our research offers opportunities to
compare our findingswith studies conducted inmore comprehensive, comparative contexts and foster research
possibilities in broader, contrasting contexts.
Originality/value – Based on the findings of this research, the availability and effective use of mentoring
programmes would significantly affect beginner teachers’ self-directedness, improve their retention rate and
alleviate their teaching challenges. This study was the first research on the perceptions of the influence of
mentoring on the self-directedness of beginner teachers.
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Introduction
In the dynamic landscape of 21st-century education, the role of teachers is more crucial than
ever. As Tican and Deniz (2019) underscore, modern teaching demands self-directedness and
extensive training to cultivate essential competencies. Yet, the journey is fraught with
challenges, especially for beginner teachers. Their path is often marred by a lack of
professional support and mentoring, a problem highlighted by researchers like Beach (2017),
Dean (2017), and Oppenheimer (2017). This gap in guidance not only hampers their
development but also contributes to alarmingly high attrition rates.

Dean (2017) and Oppenheimer (2017) point out that insufficient mentoring and support are
leading causes of beginner teachers leaving the profession. Louws et al. (2017) delve deeper,
identifying factors like subpar leadership, ineffective communication and inadequate
principal support as key contributors to this trend. This lack of support leavesmany beginner
teachers disillusioned and dissatisfied, struggling to apply their theoretical knowledge in the
practical teaching world.

Sun (2016) brings to light a concerning statistic: many beginner teachers, unsupported and
underprepared, are likely to abandon their profession within the first five years. This
alarming trend underscores the critical role of experienced teachers as mentors, a concept
supported by researchers like Choi et al. (2019), Ellis et al. (2020), and MacPhail et al. (2019).
These mentors are pivotal in helping new teachers manage their learning and adapt to the
complexities of the workplace.

The concept of teacher self-directedness, as defined by Beach (2017), includes self-
management (SM), self-monitoring, motivation, resourcefulness and problem-solving skills.
However, these attributes hinge heavily on professional development initiatives that foster
teacher autonomy and the practical application of pedagogical knowledge. Darling-
Hammond (2017) categorises schools that excel in promoting self-directed learning (SDL)
as “learning organisations.” In these environments, teachers are encouraged to continuously
seek new ideas and update their knowledge, enhancing the quality and relevance of education
provided to students.

Yet, there exists a contrasting perspective. Some institutions, as Fantilli and McDougall
(2009) note, overestimate the preparedness of beginner teachers, assuming their tertiary-level
teaching experience equates to the expertise of seasoned professionals. This mindset
overlooks the necessity of mentorship and continuous professional growth.

Erawan (2019) highlights a critical aspect: many new teachers leave the profession due to a
lack of professional support, often overwhelmed by challenges such as managing student
behaviour, heavy workloads and diverse educational needs. Hudson (2016) adds that these
pressures can lead to worry, despair, and stress among beginner teachers. Kidd et al. (2015)
link the lack of mentorship to the high dropout rates of beginner teachers, emphasising the
need for support mechanisms like orientation and mentorship programs.

In conclusion, the journey from a beginner to an experienced teacher is complex and
multifaceted. As Callahan (2016) and Richards and Farrell (2016) argue, beginner teachers
often enter the field with misconceptions about the challenges they will face, assuming their
university education has fully prepared them. It is imperative that educational institutions
recognise and address these gaps, ensuring a supportive transition from theory to practice for
beginner teachers.

Problem statement
Transitioning from tertiary education to the teaching profession is a critical period for
beginner teachers. Richards and Farrell (2016) highlight the tension experienced by new
teachers who, despite their formal education, often find themselves unprepared for the
realities of classroom management, subject methodology and interpersonal dynamics in
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schools. This unpreparedness can lead to significant strain, potentially resulting in
resignation from the profession.

Hine and Thai (2019) assert that the practical teaching experiences offered by tertiary
institutions are inadequate for fully equipping beginner teachers with the skills necessary for
self-directed and effective teaching. This gap in preparedness is exacerbated by high
administrative demands and pressures inherent in the teaching profession, as noted by Van
Tonder and Fourie (2015). These challenges can lead to severemental stress and breakdowns,
particularly for those without access to mentorship programmes.

Callahan (2016) emphasises the importance of collaboration between tertiary institutions
and schools to foster a degree of self-directedness in beginner teachers through practice
teaching and mentoring. However, Ampofo et al. (2019) observe that some schools
misconceive simple support from a department head as sufficient mentoring, which often
fails to meet the needs of beginner teachers.

Richards and Farrell (2016) further reveal that many beginner teachers express
dissatisfaction with their workplace orientation and mentoring, feeling inadequately
supported and unfairly compared to more experienced colleagues. This sentiment is
echoed by Du Plessis (2013), who cites poor leadership, communication and lack of principal
support and mentoring in the South African education system as factors contributing to the
dissatisfaction and discouragement among beginner teachers.

Sun (2016) points out the alarming trend of beginner teachers leaving the profession
within their first five years, primarily due to insufficient support or preparation. This
underscores the necessity of mentorship by more experienced teachers, a view supported by
Bressman et al. (2018), Choi et al. (2019), Ellis et al. (2020) and MacPhail et al. (2019), who
advocate for the role of mentors in enhancing the proficiency and retention of beginner
teachers in the field. Geared toward a possible solution for the mentioned problems, this
article aims to answer the following research question: What difference does a mentoring
process make in beginner teachers’ perceptions concerning the nature of their self-
directedness?

The theoretical framework
Vygotsky’s social constructivist theory highlights the zone of proximal development (ZPD)
as the gap between what learners can achieve independently and what they can achieve with
guidance (Vygotsky, 1978). As Richards and Farrell (2016) noted, this theory is particularly
relevant for beginner teachers facing challenging tasks. Geduld (2014) emphasises that the
theory promotes collaborative learning and social interaction in developing self-directedness.
Manning (2007) identifies SDL as a key element of adult learning theory, which includes
various approaches like andragogy and experiential learning.

Literature review
The literature review presents a succinct overview of the main concepts that stood central to
the research reported in the article.

Mentoring
Eby et al. (2007) state that mentoring

reflects a unique relationship between individuals”, “mentoring is a learning partnership”,
“mentoring is a process, defined by the types of support provided by the mentor to the prot�eg�e”, “a
mentoring relationship is reciprocal, yet asymmetrical” and “mentoring relationships are dynamic;
the relationship changes over time (p. 10).
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Da�g and Sari (2017, p. 115) define mentoring “as a learning partnership between a more
experienced individual and a less experienced person in the occupational context.”Mentoring
involves regular meetings, ongoing engagement and a significant time commitment between
mentors and mentees Callahan (2016), Michailidi and Stavrou (2021). According to Cobbold
(2014), a mentor is someone with specialised knowledge who can effectively guide and
support adult learners. However, not every experienced teacher is necessarily a suitable
mentor (Callahan, 2016). Schulleri (2020) asserts that mentoring plays a vital role in
enhancing the retention of beginner teachers by providing themwith the necessary skills and
knowledge to succeed in their teaching responsibilities and fostering the self-directedness of
beginner teachers. Mentoring provides beginner teachers with an understanding of social
and cognitive development. It nurtures and guides beginner teachers on the roles and
responsibilities they need to fulfil to reach expected pedagogical competence (Nopriyeni and
Sulaiman, 2022). Callan (2016) explains that the principal, as the first accounting official at
school, is responsible for creating a positive teaching and learning environment and fostering
sustainable and positive relationships between a mentor teacher and a beginner teacher by
establishing a culture that supports mentoring. Mentoring aligns with constructivism, as it
helps beginner teachers build on their prior knowledge and engage in creative thinking
(Neutzling et al., 2019). Beginner teachers’ mentors provide beginner teachers with learning
opportunities to think creatively by constructing meaning and exploring teaching (Neutzling
et al., 2019). Enabling self-directedness through mentoring occurs through collaborative
efforts guided by a social constructivist approach. Although mentoring is typically observed
in formal professional or educational settings, several studies have shown that it can also
occur spontaneously or informally (Eby et al., 2007; Ensher et al., 2003). According to Morris
(2019), the active involvement of the beginner teacher in the comprehensive and diverse
aspects of mentorship is emphasised within the SDL framework.

A beginner teacher may acquire the following benefits discussed below.

Components of a beneficial mentoring programme
White and Mason (2006) state that a good mentoring programme includes providing positive
reinforcement, facilitating two-way communication and collecting and reacting to feedback.
These are discussed in more detail below.

(1) Encouragement and support

Schuck et al. (2018) emphasise the importance of encouraging and supporting beginner
teachers as a significant step toward improving retention. Schuck et al. (2018) add that
beginner teachers who participate in a mentoring preparation programme benefit from
receiving not only pedagogical support but also emotional support, which enables them to
survive the inevitable challenges of the teaching profession. Furthermore, the encouragement
of beginner teachers while executing tasks independently alongside their mentors leads to
improved self-efficacy, professional identity development, independence and confidence
(Walker and Kutsyuruba, 2019).

(2) Open communication

Personal and professional relationships established through mentoring promote a
component of open communication (Barrett et al., 2019). A mentor teacher who is reckoned
to be an experienced teacher is allowed to establish face-to-face meetings and virtual
meetings with a beginner teacher where they will network, share ideas and knowledge, and
collaborate on curriculum developments. In addition, beginner teachers are also entitled to
confide and seek advice from their mentors, even with personal issues, especially when it
negatively impacts their work (Barrett et al., 2019). Therefore, frequent and open
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communication between a mentor teacher and a beginner teacher, which aligns with social
constructivist theory, is essential in promoting a healthy professional relationship without
communication breakdowns and misunderstandings. The study conducted by Wolff et al.
(2020) highlights the significant impact of mentoring on the development of SDL tendencies,
emphasising the crucial function of feedback within the mentoring framework.

(3) Feedback

Wexler (2020a) explains feedback as essential information that amentor teacher provides to a
mentee, intending to provide professional development to improve their work performance.
Feedback can be formal or informal, written or verbal. Jones et al. (2019) elucidate that formal
feedback is given after a scheduled lesson observation and focuses on assessing teaching
quality and identifying areas for improvement. Informal feedback involves regular
communication between the beginner and mentor teacher to improve self-directedness.
Wexler (2020a) denotes that formal or informal feedback to a beginner teacher must be
focused, progressive and constructive enough to address professional development goals
during the mentoring period. Both types of feedback are decisive for professional
development and building relationships between colleagues. However, some challenges
emerge in mentoring programmes that can hinder the development of beginner teachers.

Challenges with a mentoring programme
The social constructivist nature of mentoring programmes is reckoned to be the most effective
tools that promote self-regulation, self-directedness, support and encouragement, professional
working relationships and professional development (Hagenauer et al., 2021, p. 2).
Beginner teachers often leave the profession too soon due to a lack of professional support
that prevents the implementation of effective mentorship programmes (Ngwira and Potokri,
2019). However, there is still a challenge to the attrition rate of beginner teachers occurring post-
implementation of mentoring (Hagenauer et al., 2021). A lack of a quality working relationship
between a mentor teacher and a mentee can negatively impact the mentoring process, as the
quality of work performance will not improve. Hagenauer et al. (2021) explain that some
beginner teachers are not cooperative in task execution. Others do not take constructive
criticism well and develop a negative attitude toward mentor teachers. Some mentors are
appointed to provide the necessary support and guide beginner teachers through mentoring
but are ineffective in executing this role, thus leading to a lack of improvement in work
performance and the implementation of problem-solving skills independently (Wexler, 2020b).
The mentoring programme components discussed above are often featured in the roles of a
mentor and a mentee. These roles are discussed below.

Mentor and mentee roles
Mentor-teacher training should focus predominantly on cultivating essential skills identified
in highly effective mentors, as Hobson et al. (2009) highlighted. These essential qualities
include adeptly working with adult learners, providing emotional support, constructing
feedback mechanisms, gradually delegating control and facilitating reflection on teaching
and learning. Parker et al. (2021) emphasise that these deliberate acts of mentor teachers are
pivotal in nurturing beginner teachers’ professional development and acquiring technical
competencies. Moreover, specialised training is crucial for mentor teachers to enhance their
communication skills, particularly where challenges are likely to surface, necessitating
navigating through difficult conversations (Parker et al., 2021).

Mentor training should also be enriched with objectives aimed at the personal and
professional growth of the mentors. This is achieved by opportunities such as shadowing
experienced colleagues and engaging in regular formal and informal discussions, which
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enhance their mentoring skills (Ambrosetti, 2014). Furthermore, mentors should be
integrated into the process of designing and evaluating mentoring programmes, bridging
the gap between school and university contexts and addressing the criticism of conventional
teacher preparation programmes (Parker et al., 2021). It is also essential that the design and
evaluation of mentoring programmes involve mentors in collaboration with university-based
lecturers, given the scarce empirical evidence on the effectiveness of such programmes and
the potential limitations of hierarchical training approaches.

The professional development and self-directedness of beginner teachers are influenced
by one-on-one meetings focussing on constructive feedback, lesson planning, observation of
lesson presentations, and sharing of resources (Mukeredzi and Manwa, 2019). This
engagement necessitates regular communication, mutual understanding, sharing of ideas
and building trust with mentors (Hadi and Rudiyanto, 2017).

In conclusion, both mentors and mentees play integral roles in the professional
development process. The symbiotic relationship betweenmentors andmentees can cultivate
a conducive learning environment and foster the development of essential skills and
knowledge, thus contributing positively to the teaching profession. Schools must regularly
monitor their mentoring programmes to identify areas of concern where there are challenges
and implement strategies that will assist the mentoring process in promoting the self-
directedness of beginners’ teachers effectively. Mentoring enables self-direction through joint
efforts guided by a social constructivist approach.

Self-directed learning
The existing body of knowledge on SDL indicates that the concept of SDL is not new, as Du
Toit-Brits (2018, p. 54) states that “through the previous decades, SDL has been a dynamic
area of enquiry in adult education and learning.” The concept of self-directedness is derived
from the educational approach known as SDL, which has been the subject of extensive
research, theoretical exploration and practical application for over fifty years. According to
the classifications proposed by Hiemstra and Brockett (2012) and Tough (1978), SDL can be
understood as both a human quality, wherein humans possess the ability and are highly self-
directed in their learning endeavours and as a process for organising learning activities. SDL
is characterised by individuals’ inherent predisposition towards this particular learning
mode and their ability to autonomously engage in the learning process. SDL is an educational
approach wherein learners take responsibility for their own learning process (Van Tonder
et al., 2021). Knowles (1975) is well-known for his definition of SDL as

a process in which individuals take the initiative, with or without the support of others, to identify
their learning needs, formulate learning goals, identify human and material resources for learning,
select and implement appropriate learning strategies, and assess learning outcomes (p. 18).

According to the international society for self-directed learning (ISSDL) (2020), “self-directed
learning is an intentional process guided and evaluated by the learner.” This is crucial for
workplace learning activities and results in learners’ ability to direct their own learning. Self-
directedness, an outcome of SDL, entails the learner’s ability to set distinct learning goals and
employ the proper resources to achieve them.

According to Burk�saitien_e et al. (2021), for beginner teachers to achieve self-directedness,
they must:

(1) Direct their learning and be accountable.

(2) Construct meaning in their own learning processes.

(3) Develop new skills and complete tasks.
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(4) Acquire techniques for ongoing self-development.

(5) Exercise control over personal and educational decisions.

The development of self-directedness in beginner teachers is anchored in Vygotsky’s theory
of social constructivism, which posits that new knowledge is constructed through
engagement in various activities and interactions with peers and mentors. Furthermore,
this concept incorporates elements of humanism, a paradigm emphasising human freedom
and the realisation of individual potential (Mukhalalati and Taylor, 2019). As an adult
learning theory, SDL is particularly effective when combined with social constructivism and
humanism. Additionally, it facilitates a learning environment where beginner teachers can
cultivate self-directedness, capitalising on both the opportunities presented to them and those
they create independently. SDL is particularly vital for beginner teachers because of the
rapidly changing professional landscape (Morris, 2019). SDL, which correlates with
constructivist theory, is a fundamental learning process aimed at developing professional
and social competence in three dimensions: professional learning, which entails task
management; learner personality characteristics, which involves self-efficacy and task
execution; and finally, factors that influence the likelihood of a beginner teacher pursuing
SDL (Sawatsky et al., 2017). Social constructivism allows teachers to construct new
knowledge through activities and interactions with peers and mentors. On the other hand,
humanism emphasises the human freedom to achieve one’s full potential (Mukhalalati and
Taylor, 2019).

The researcher argues that the department of basic education (DBE) should encourage
SDL at all levels to improve SM, desire to learn and self-control (SC) among both beginners
and experienced teachers. SDL is a multi-faceted, ongoing process essential for beginner
teachers’ professional development. It argues for its integration into educational systems and
synergy with other learning theories for optimal outcomes. SDL promotes lifelong learning,
which teachers require for their own professional growth and development (Van Tonder and
Du Toit, 2020).

Challenges beginner teachers experience during their first years of teaching
Beginner teachers transitioning from tertiary institutions to full-time teaching roles often
experience a “reality shock,” feeling unprepared for the multifaceted challenges and
emotional demands of teaching, including managing learner discipline and adapting to new
working environments (Botha and Rens, 2018; Kozikoglu, 2017; Schonert-Reichl et al., 2017).
These challenges are compounded by insufficient training, mentoring and professional
support, leading to difficulty understanding and integrating into new school cultures and
environments, especially in areas with limited resources (Du Plessis and Mestry, 2019;
Obadire and Sinthumule, 2021).

This unpreparedness extends to a lack of practical knowledge in managing disciplinary
issues, understanding learners’ diverse needs and adjusting to new duties and interpersonal
relationships (Kiru, 2020; Van Tonder and Fourie, 2018; Wolff et al., 2015). Moreover, the
extensive administrative and professional duties, coupled with overcrowded classrooms and
workload, overshadow core teaching responsibilities, contributing to increased stress and
early exits from the profession (Meier and West, 2020; Squillaci, 2020).

Effective strategies, such as professional anticipatory and organisational socialisation,
are essential to mitigate these challenges, fostering teamwork, professional identity and a
better understanding of organisational culture, norms and values (Chaney et al., 2020;
K€oybasi and Ugurlu, 2019; Tahir et al., 2018).

According to Mohammed and Kinyo (2020), adult learning is an ongoing process, and
beginner teachers are classified as adult learners. Vygotsky’s social constructivist theory
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suggests that mentorship is highly beneficial for beginner teachers, who can benefit from the
guidance of experienced teachers. Through scaffolding, these mentors can support beginner
teachers through the ZPD, equipping them with the necessary skills and knowledge to
overcome the challenges they encounter during their first years of teaching and encouraging
them in their path towards self-direction.

Research methodology
The following sections briefly overview the methodological approaches to gathering and
analysing relevant data.

Research design
A research design is defined by Cohen et al. (2018) as a conceptual framework that delineates
the strategy, theories, methodologies and data types employed in investigating,
operationalising and resolving a research problem or issue. In the research, a quantitative
research design was employed, allowing for pre-determined and structured data collection
measurement, where the researcher asked specific, focused questions, numerical data was
collected from respondents, statistics were used to analyse these numbers, and the
investigation was conducted in an unbiased, objective manner. The positivist paradigm was
used by the researcher to explain the situation of concern through the collection and
interpretation of numerical data as quantitative research. An instrument, which included two
structured, pre-determined questionnaires, was established and sent through a link to Google
Forms by an independent person for completion by respondents. The quantitative survey
method enabled the assessment of opinions and attitudes of various role-players in this study,
meaning the role players’ (in terms of beginner teachers with different levels of experience)
related to education (McMillan and Schumacher, 2010). Furthermore, this method is of
significant value as it is specifically developed to collect data from a vast population using a
limited sample size (McMillan and Schumacher, 2010).

Population and sampling
This research’s target population was all Baccalaureus Educationist (BEd) honours students
in South Africa. Due to the impossibility of conducting research with all these students, the
research sample included only part-time BEd honours students from the Faculty of
Education at a South African University with three campuses. This particular South African
University was selected for its convenience of access by the researcher. Owing to the
impracticality of researching all the beginner teachers in the target population and due to
time and logistical constraints, a non-probability purposive sample was employed to recruit
beginner teachers (Leedy and Ormrod, 2019). In the non-probability sampling technique,
samples are collected in a process that does not provide equal chances of selection to everyone
in the population (Tardherdoost, 2016). Purposive sampling is executed with a specific aim
(Maree and Pietersen, 2020). In this study, the researcher purposefully focused on part-time
BEd honours students, identified as newly qualified teachers with less than four years of
service. Hence, beginner teachers within this South African University were invited to
participate in the research. Beginner teachers possessing a few years of teaching experience
were selected as they fit the study’s aim of determining perceptions about the influence of the
mentoring process on the self-directedness of beginner teachers. A sample comprising 300
beginner teachers, whowere part-time BEd honours students, was included in the study. The
sample size was determined based on Pietersen and Maree’s (2020) recommendations for the
planned statistical analysis and exploratory factor analysis (EFA). The researcher aimed for
a minimum of 210 participants, adhering to Field’s (2018, p. 926) recommendation of “at least
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10–15 respondents per variable.” Consequently, with the highest number of variables within
one theoretical construct being 21, at least 210 respondents were required to conduct the
EFAs per construct. The final sample (n5 222)was characterised by homogeneity in terms of
experience while being heterogeneous in the type of school, school environment, gender, age
and ethnic groups.

Research instrument
In this study, a closed-ended questionnaire was employed by the researcher. It is stated by
Babbie (2020) that respondents are asked to choose an answer from a list provided by the
researcher in closed-ended questions. Due to their ability to generate more consistent
responses and relative ease of processing compared to open-ended questions, closed-ended
questions are prevalent in survey research.

The collection instrument in this study was composed of two structured, pre-determined
questionnaires. The 40-item self-directed learning readiness scale (SDLRS) closed-ended
questionnaire developed by Fisher and King (2010) was utilised. The SDLRS tool is
categorised into three sections: SM with 13 items, desire for learning (DfL) with 12 items and
SC with 15 items. The SDLRS focuses on three core factors:

(1) SM: Refers to one’s capacity for organisation and self-discipline in studies involving
metacognition and learning skills (Laine et al., 2021; Peek et al., 2016).

(2) Desire to Learn: Focussing on personal characteristics that drive continuous
knowledge acquisition and retention, involving motivation and active information
construction (Sumuer, 2018).

(3) SC: Pertaining to the regulation of thoughts, feelings, emotions and behaviour,
essential for maintaining interest in learning and includes skills like goal-setting and
decision-making (Duckworth et al., 2019).

A questionnaire modified for this study, developed by Glazerman et al. (2006, p. 73) from their
previous study, “Design of an Impact Evaluation of Teacher Induction Programs”, focused on
the first-year teaching experience, induction and mentoring in beginner teachers’ first years.

The items were scored using a five-point Likert-style scale, with one representing strong
disagreement and five representing strong agreement. Additionally, four items were worded
negatively, and their scores were inverted for data analysis.

The data collection tool comprised four sections:

Section A: Biographical information completed by all respondents.

Section B: SDL, completed by all respondents.

Section C: First-year experience completed by all respondents.

Section D: Induction and mentoring, completed only by respondents who underwent an
induction or mentoring process.

Respondents took approximately 50 min to complete both questionnaires. The researcher
piloted the questionnaire in the Sedibeng East District (D7) of the Gauteng Province to
diagnose and correct misunderstandings before distributing it to the sample respondents.

Data analysis process
This section reports on and interprets the collected data. Inferential statistics, supplemented
by effect sizes where statistically significant differences occurred, were used to assess the
differences in perceptions between beginner teachers exposed to the mentoring process and
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those not exposed regarding their self-directedness and preparedness to handle challenges
(Tables 3 and 5).T-testswere employed to determine if the difference between themeans of the
two groups was statistically significant (Johnson and Christensen, 2019), along with Cohen’s
d-effect size. T-tests were also used to evaluate the impact of guidance from a mentor on
adjusting classroompractices in its absence (cf.Table 4). The effect size of the self-directedness
of beginner teachers was assessed using Cohen’s d test, with “Cohen’s d 0.2 indicating a small
size effect, 0.5 a medium size effect, and 0.8 a large size effect” (Cohen, 1988, p. 12).

The intended number of responses was at least 210, and 222 were received, constituting a
reliable sample for meaningful deductions. Data were represented in frequencies (f) and
percentages (%).

Quality criteria
The quality of a quantitative research study is primarily assessed based on the criteria of
reliability and validity, as stated by Maree (2020). Reliability is defined by Pietersen and
Maree (2020, p. 260) as “the measuring instrument’s repeatability and dependability.” The
reliability of tests and scales used or developed for research purposes can be assessed using
CronbachAlpha, a commonly used indicator (Barbera et al., 2020; Taber, 2018). Guidelines for
the interpretation of Cronbach’s alpha coefficient, as suggested and generally accepted by
researchers, are indicated by Pietersen and Maree (2020, p. 267) as follows:

0.90 – high reliability, 0.80 – moderate reliability, and 0.70 – low reliability.

The validity, based on the meaningfulness and usefulness of specific inferences made by a
researcher regarding the data they collect, is highlighted by Fraenkel et al. (2012). In this
study, validity was ensured by the researcher exploring internal and external validity, face
validity, statistical conclusion validity, content validity and construct validity in the
following ways: Internal validity was robustly demonstrated as an independent individual
assessed the data, ensuring accurate results from beginner teacher honours students in a
South African University through a secured Google Forms link (Kalkbrenner, 2021). Results
from a sample of North-West University (NWU) honours students were generalised to the
broader population of beginner teachers in South Africa, addressing external validity with a
focus on the impact of exposure to mentoring (McDermott, 2011). Statistical conclusion
validity was maintained, with North-West University statistical services evaluating the
appropriateness of applied statistical methods, including Cohen’s effect size and t-tests
(Kirschner et al., 2015). To ensure face validity, the university’s statistical services
meticulously evaluated the data collection instrument, and a pilot study was conducted to
ensure the instrument accurately measured the intended parameters (Yusoff, 2019). The
content validity of the tool was assured through comprehensive sections addressing
biographical information, SDL, first-year experience and induction and mentoring (Beck,
2020). Construct validity was emphasised to ensure that the scores collectively measured
proficiency and the intended purpose (Kalkbrenner, 2021), using English as the medium of
instruction to obtain comprehensive responses from respondents, thus validating the quality
of the collected data.

Ethical considerations
Rigorous ethical standards were maintained throughout the study. Informed consent,
detailing the nature, risks, benefits and voluntary aspects of participation, was obtained from
all respondents aged 18 years and older before commencing the empirical study. Recruitment
was facilitated by an independent person who avoided using academic time and clarified the
study’s purpose to potential respondents to prevent anymisunderstanding about their role in
the research. The questionnaire contained an embedded consent form, allowing respondents
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to participate voluntarily and discontinue the survey anytime by closing their browsers. The
researcher was isolated from the data collection to ensure the validity of the findings. Efforts
were made to maintain participant anonymity and confidentiality, with access to the data
restricted to the researcher, supervisors and a statistical consultant, all of whom signed a
confidentiality agreement. The data, stored securely on a password-protected computer,
would be destroyed after five years. Any potential conflict of interest was mitigated by the
researcher’s lack of prior knowledge of the respondents. Necessary authorisations were
obtained from the relevant North-West University committees, and the researcher may use
the findings to propose improvements to the DBE regarding beginner teachers’ self-
directedness during their initial teaching years.

Data analysis and findings
The researcher wishes to clarify that, based on the advice of the independent statistician,
effect sizes are only reported for statistically significant results. In this regard, K€uhberger
et al. (2015, p. 5) also argue “that according to the nullification fallacy, statistically non-
significant findings can be interpreted as evidence of no effect, and therefore the effect size
should be related as approximately zero.”

The impact of the mentoring process on beginner teachers
Good teaching practice is facilitated by mentoring, a training ground in which more
experienced teachers oversee, support and advise beginner teachers on the roles and
responsibilities they need to fulfil to achieve the required pedagogical competence.

Table 1 shows respondents’ status on having a mentor in their first year of teaching.
In Table 1, most respondents (67.6%) have indicated they are experiencing their first years

of teaching without mentors. Only 32.4% of the respondents have mentors. Induction and

Frequency Percentage

Yes 72 32.4
No 150 67.6
Total 222 100

Source(s): Author’s own work

Yes
32%

No
68%

Do you have a mentor?

Source(s): Authors’ own work

Table 1.
Respondents status on

having a mentor

Figure 1.
Respondents with or

without mentors
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mentoring are effective when used concurrently (see Figure 1). Beginner teachers who
participate in induction and mentoring programmes benefit from pedagogical support and
emotional support, enabling them to survive the inevitable challenges of the teaching
profession (Schuck et al., 2018). Based on this reason, the researcher is of the view that strategies
to develop beginner teachers’ self-directedness do not only emanate from induction but also
mentoring. Hence, these two programmesmust be implemented in conjunction with each other.

Although some mentors assume the mentoring responsibility as formal, others think this
role is informal without being assigned by any programme leader (Shillingstad et al., 2014).
However, 40.3% of the respondents indicated that no mentors were assigned to them. In
comparison, 59.7% have shown that their mentors were assigned to them. Therefore, the
researcher believes mentors who assumed the mentoring responsibility without being
assigned by the relevant programme leader saw the dire need to support and develop
beginner teachers, even if this role is considered informally. In addition, it perceives 59.7% of
respondents as beginner teachers who found a formal mentoring programme in place. Hence,
they were assigned mentors by the district, principal, head of departments or other relevant
education personnel.

Having a mentor and preparedness concerning challenges beginner teachers’ teaching
experience
Two-sample t-tests were done to determine whether mentoring influences the challenges
beginner teachers experience whowere exposed to and not exposed tomentoring. The results
are depicted in Table 3 below.

All the p-values are smaller than 0.05. Therefore, the differences in the total preparedness
and the differences in both the two factors are statistically significant. The d-values of
preparedness and operational instructional management have a significant effect, and the
teaching challenges factor has amedium effect. Thus, themeans of the two groups differ in all
three variables.

The items of preparedness were valued on the following four-point Likert scale.

Poorly prepared
Somewhat 

prepared
Well prepared Very well prepared

1 2 3 4

The higher the mean, the further to the right the specific group lies on the Likert scale above,
and if the mean of the group that had a mentor is higher than the one that did not have one,
then they were more prepared.

Regarding operational instructional management, the mean of the group who attended
mentoring is 2.657 (standard deviation (SD) 0.7186) and had a higher level of perceived
preparation than those who did not have a mentor (mean 5 2.363, SD 5 0.674). For the
teaching challenges factor, the mean of respondents who attended mentoring is 2.997 (SD
0.551) vs. those who did not (mean5 2.576, SD5 0.553). This means that beginner teachers
who took part in mentoring responded that they felt better prepared to deal with teaching
challenges than those who did not participate in mentoring.

Thus, the total preparedness of the respondents who attended mentoring has a mean of
3.133 (SD 0.533) vs. those who did not (mean 5 2.661, SD 5 0.545). On average, the
respondents who attended mentoring had a higher level of perceived preparation than those
who did not have a mentor.
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Challenges related to classroom practice: adjusting classroom practice onmentor’s guidance
The paired t-test was used to determine how much the beginner teachers who received
mentoring were guided in specific areas over the previous three months and how much the
beginner teachers adjusted their classroom practice in response to the guidance they received
from their mentor over the last three months. The results are depicted in Table 4 below.

Table 4 revealed statistically significant differences, where the p-value was smaller than
0.05, for six of the 26 paired aspects related to guidance provided by amentor and the beginner
teacher, then adjusting classroompractice based on the guidance provided. The effect sizes for
all the six paired aspects indicated a very small (d < 0.2) to small (d5 0.2) practical effect. The
researcher is of the opinion that extended guidance over a longer period might yield
improvement in mean scores, which could contribute to more significant practical effects.

Having a mentor and self-directed learning
Two-sample t-tests were done to determine whether having a mentor influences the SDL
scale. The results are depicted in Table 5 below.

As indicated in Table 5, all the p-values were smaller than 0.05, and all the effect sizes were
greater than 0.8. This implies that the SDL factors of the beginner teachers who had a mentor
are statistically and practically higher than those who did not have a mentor. Therefore,
mentoring has a positive impact on SDL.

Considering the statements regarding SDL, the researcher used the 40-item SDLRS closed-
ended questionnaire developed by Fisher and King (2010). The lowest means were reported
for SDL1, stating that “I solve problems using a plan.” (mean 5 3.32; SD 5 1.03) and SDL6,
stating “I set strict time frames” (mean 5 3.33; SD 5 0.96), indicating that respondents on
average feel that these are “Sometimes true of them; they feel this way about half the time”.
The highest mean was reported for SDL22 stating “I am open to new ideas” (mean 5 4.01;
SD5 0.97), and SDL24 asserting “I am responsible” (mean5 4.01; SD5 0.95), indicating that
respondents, on average feel that these are “Usually true of them; they feel this waymore than
half the time”. Most of the respondents reported on average between “Sometimes true of me; I
feel this way about half the time” and “Usually true of them; they feel this waymore than half
the time”, with a mean above 3.5 as measured on a five-point scale, which indicated that the
respondents rate themselves high regarding the nature of their SDL skills.

Summary
This research was conducted with a sample of BEd honours part-time students from three
different campuses at a South African University. They are working as beginner teachers in
primary and secondary schools. Findings indicate that 54.5% of beginner teachers work in
public schools in a township, where schools are mostly under-resourced and overcrowded,
and learners face various socio-economic issues. From the data analysis, the researcher
derived the following significant findings that will enable the researcher to answer the
research questions:

(1) Overall, the perceived level of self-directedness measured 3.5 on the five-point Likert
scale that was used to collect data, thus indicating that the respondents perceived to
be capable of working in a self-directed manner only on a sometimes to usual basis,

(2) in general, the perceptions about preparedness to deal with challenges (cf. Table 3)
during the beginning years of teaching pointed to a lack of preparedness to deal with
teaching challenges, specifically, in working with learners with physical challenges,
managing a variety of discipline issues, and dealing with learners with
developmental, emotional and behavioural challenges,
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(3) the group that received mentoring benefitted more than the group that was not
exposed to mentoring concerning dealing with teaching challenges and handling
operational instructional managerial challenges. The statistically significant
differences had a small practical effect on teaching challenges and a large practical
effect on operational managerial challenges (cf. Table 3). Overall, the preparedness to
deal with challenges of the group who received mentoring was statistically
significantly better than that of the group who did not receive mentoring,

(4) guidance during mentoring enabled beginner teachers to adjust their approach to
collaboration, plan lessons, use assessment to give information, reflect on
instructional practice and adjust teaching to varying ethnic and socio-economic
backgrounds (cf. Table 4). As indicated, in all mentioned instances, statistically
significant differences with a small to very small practical effect were noted between
giving guidance and successful adjustment following the guidance and finally,

(5) concerning the comparison of mentoring benefits towards becoming self-directed
concerning the three areas of SM, the desire to learn and to display SC between the
group who did not receive mentoring, and the group that did receive mentoring, all
three mentioned areas of self-regulation in favour of the group who received
mentoring (cf. Table 5) were observed, with large practical effects. The self-
directedness of the group who received mentoring was statistically significantly
better than that of the group who did not. Beginner teachers are indicated to be in dire
need of mentoring for them to develop self-directedness and overcome the teaching
challenges they experience. However, the research results showed that mentoring has
a powerful effect on developing self-directedness.

Discussion of findings
The following allude to the findings obtained from the research study, which determines the
effects of mentorship on the self-directedness of beginner teachers.

(1) Mentoring assignment and its role

Initially, beginner teachers assigned to mentorship programmes are provided formal mentors,
while their peers acquirementors through informal avenues (cf.Tables 1 and 2). The designated
time for these mentor-mentee interactions ensures sustained engagement and active
participation in professional development activities anchored in the tenets of social
constructivist theory. Such an approach significantly promotes self-direction in beginner
teachers. Moreover, by engaging in these mentorship programmes, beginner teachers cultivate
self-direction, honing their proficiencies in various areas such as co-teaching, lesson modelling,

Assigned mentor f % By whom f %

Yes 43 59.7 Not applicable 11 15.3
No 29 40.3 District or Principal 3 4.2
Total 72 100.0 Principal 32 44.4

Head of department 3 4.2
Other 8 11.1
Total 57 79.2
Missing System 15 20.8
Total 72 100.0

Source(s): Author’s own work
Table 2.
Assigned mentor
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meetings with both neophyte and experienced teachers, and teacher observation, all of which
aim to enhance their ability to take the initiative and direct their own professional growth. In
conclusion, exposure tomentorship facilitates a shift towards self-directedness amongbeginner
teachers. This progression is enabled by providingmoral support, encouragement and avenues
to discuss concerns. Mentors also offer insight into administrative duties, pedagogical
objectives, collaborative lesson planning and the execution of assessments.

(2) Impact of mentoring on preparedness and managing challenges

Table 3 indicates that beginner teachers who received mentoring were significantly more
prepared for teaching challenges compared to their non-mentored counterparts. This aligns

Mean Std Dev t-value p-value
Cohen’s D
Effect size

Preparedness
Mentor 3.133 0.533 5.331 0.000** 0.763
No Mentor 2.661 0.545

Operational instructional management
Mentor 2.657 0.7186 6.090 0.003** 0.873
No Mentor 2.363 0.674

Teaching challenges
Mentor 2.997 0.551 2.912 0.000** 0.427
No Mentor 2.576 0.553

Note(s): Attended induction: n 5 70; Did not attend induction: n 5 150
Source(s): Author’s own work

Mean N
Std.
Dev t-value p-value Cohen’s d Effect size

Pair 5 Guidance Collaboration 3.42 68 1.205 �2.115 0.038 0.17 Very
smallAdjust Collaboration 3.62 68 1.099

Pair 19 Guidance Planning Lessons 3.49 67 1.106 �2.025 0.047 0.19 Very
smallAdjust Planning Lessons 3.70 67 1.073

Pair 20 Guidance Using
Assessments to Inform

3.34 67 1.095 �2.370 0.021 0.23 Small

Adjust Using Assessments
to Inform

3.60 67 1.031

Pair 22 Guidance Reflecting
Instructional Practices

3.34 68 1.205 �2.363 0.021 0.18 Very
small

Adjust Reflecting
Instructional Practices

3.56 68 1.084

Pair 24 Guidance Teaching
Varying Ethnic
Backgrounds

3.12 68 1.216 �2.938 0.005 0.18 Very
small

Adjust Teaching Varying
Ethnic Backgrounds

3.34 68 1.205

Pair 26 Guidance Teaching Socio-
Economic

3.34 65 1.189 �3.052 0.003 0.21

Adjust Teaching Socio-
Economic

3.60 65 1.235

Source(s): Author’s own work

Table 3.
Comparative analysis

of preparedness
constructs in relation to

challenges faced by
beginner teachers in
teaching experiences

Table 4.
Paired t-test statistics
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with existing research emphasising the role of mentoring in enhancing pedagogical
competence (Schuck et al., 2018).

The group who received mentoring benefitted more than the group who was not exposed
to mentoring concerning dealing with teaching challenges (p< 0.05, 05 0.000, d5 0.427) and
managing operational instructional managerial challenges (p< 0.5, p5 0.003, d5 0.873). The
mentioned statistically significant differences had a small practical effect on teaching
challenges and a significant practical effect on operational managerial challenges (cf.
Table 3). Overall, the preparedness to deal with challenges of the group who received
mentoring was statistically significantly better than that of the group who did not receive
mentoring (p < 0.05, p 5 0.000, d 5 0.763 (medium to large practical effect).

(3) Effectiveness of mentorship in adjusting classroom practices

Data from Table 4 demonstrate the effectiveness of mentoring in enabling beginner teachers
to adjust their classroom practices, particularly in collaboration, lesson planning and
handling diverse socio-economic backgrounds. This supports the notion that mentorship
fosters adaptability in teaching methods (Morris, 2019).

This objective was achieved by comparing the perceptions of beginner teachers who
received guidance from a mentor and their counterparts who did not receive guidance from a
mentor to establish if guidance from a mentor enabled the teachers to be more effective at
adjusting their classroom practice in the absence of guidance.

Guidance during mentoring enabled beginner teachers to be more effective at adjusting
their approach to collaboration (p < 0.05, p 5 0.038, d 5 0.17), planning lessons (p < 0.05,
p 5 0.047, d 5 0.19), using assessment to give information (p < 0.05, p 5 0.021, d 5 0.23),
reflecting on instructional practice (p < 0.05, p 5 0.021, d 5 0.18) and adjusting teaching to
varying ethnic (p < 0.05, p 5 0.005, d 5 0.18) and socio-economic backgrounds (p < 0.05,
p 5 0.003, d 5 0.21) (cf. Table 4).

As indicated, in all mentioned instances, statistically significant differenceswith a small to
very small practical effect were noted between giving guidance and successful adjustment
following the guidance. During the last three months (after guidance), beginner teachers
seemed to be able to adjust their classroom practices without going back to their mentors for
advice in relation to dealing more successfully with adjusting the way they approached

Mean Std Dev t-value p-value
Cohen’s D
Effect size

Self-directed learning
Mentor 4.189 0.769 7.802 0.000** 1.013
No mentor 3.506 0.682

Self-Management
Mentor 4.013 0.633 6.437 0.000** 0.923
No mentor 3.380 0.709

Desire for Learning
Mentor 4.275 0.588 7.218 0.000** 0.934
No mentor 3.592 0.791

Self-Control
Mentor 4.266 0.5513 8.105 0.000** 1.044
No mentor 3.542 0.7538

Note(s): Had mentor: N 5 72; Did not have mentor: N 5 150
Source(s): Author’s own work

Table 5.
Comparison of self-
directed learning
constructs between
mentored and non-
mentored individuals

IJEM



coping with paperwork, the planning of lessons, using assessment to inform, reflecting on
instructional practice and adapting teaching to varying ethnic and socio-economic
backgrounds. The results indicated that the mentors had successfully implemented
mentorship. Considering the items that possibly did not benefit significantly from the
guidance received, there is a need for increased guidance efforts to enable beginner teachers
to become more adept at adjusting to school culture and school policies, accessing resources,
working with other staff members, working with parents, teaching learners of varying
ability, reviewing and assessing learners’work, applying classroom management strategies,
dealing with discipline, acquiring multiple teaching strategies and techniques, teaching
according to standards, motivating learners, teaching special needs learners and learner from
varying racial backgrounds (cf. Table 4).

(4) Mentoring and enhancement of SDL

Findings fromTable 5 highlight a significant improvement in SDL amongmentored beginner
teachers. This is particularly important considering the role of self-directedness in teachers’
professional growth and resilience, as noted in contemporary educational literature (Fisher
and King, 2010). Emphasise the observed significant differences in SM, desire to learn and SC
between mentored and non-mentored teachers.

Concerning the comparison of mentoring benefits towards becoming self-directed
concerning the three areas of SM, the desire to learn and to display SC between the groupwho
did not receive mentoring, and the group that did receive mentoring, statistically significant
p-values, p < 0.5, p 5 0.000 for all three mentioned areas of self-regulation in favour of the
group who received mentoring (cf. Table 5) were observed, with significant practical effects,
d > 0.8. The self-directedness of the group who received mentoring was statistically
significantly better than the self-directedness of the group who did not receive mentoring
(p < 0.05, p 5 0.000, d 5 1.013 (significant practical effect).

Beginner teachers who lack exposure to mentoring and possess limited self-directedness
encounter challenges and impediments within their profession. Additionally, unlike their
counterparts who have received mentoring, they need to actively participate in professional
learning activities that foster their development and promote self-directedness. Further, the
magnitude of self-directedness among beginner teachers who receive mentorship reflects a
notable degree of self-regulation, eagerness for knowledge acquisition and self-discipline in
contrast to their counterparts lacking mentor support. Conversely, beginner teachers need
exposure to such mentorship opportunities to benefit from these advantages (cf. Table 2).

(5) The overall impact of mentoring

Mentoring is a widely employed strategy in education, implemented globally to facilitate
the growth and enhancement of beginner teachers. This approach has several benefits,
including cultivating increased self-efficacy, fostering teacher collaboration, promoting
professional learning and reducing the acquisition of cognitive pedagogical competence.
Beginner teachers who receive mentoring exhibit noticeable progress and constructively
adapt their instructional methods within three months of entering the teaching profession.
Nevertheless, this discovery suggests that beginner teachers who do not have access to
mentoring may not reflect any enhancement in their ability to adapt their teachingmethods
due to the absence of mentors. Most beginner teachers resume their teacher duties without
being mentored by schools, and they often rely on the district for general support. Also,
many beginner teachers only survive their first years of teaching with minimal self-
directedness and possibly rely on the knowledge acquired during their study years, what
they received during school-based teaching, and their learning exposure during their
training (cf. Table 1).
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Conclusion
The research aligns with the perspectives of Louws et al. (2017), who state that SDL in adult
learning involves learners actively managing their own educational journey. This concept
directly applies to the beginner teachers in this study, who aim to cultivate independence and
solution-oriented strategies. Brookfield (2009) clarifies that self-direction involves
collaborative learning, a viewpoint supported by Bozkurk (2017), who notes the
importance of social interactions in knowledge development and cognitive skill
enhancement. Furthermore, Vygotsky’s social constructivist theory highlights the
significance of collaborative learning, social interaction and joint professional development
activities in fostering beginner teachers’ autonomy, primarily through mentoring.

The study’s findings significantly contribute to our understanding of the role of
mentorship in the professional development of beginner teachers. It conclusively shows that
mentorship not only strengthens teachers’ readiness and pedagogical skills but also equips
them to navigate the multifaceted challenges of teaching adeptly. Significantly, mentoring
facilitates adapting classroom practices, emphasising collaboration, lesson planning and
promoting SDL – elements vital for ongoing professional development and resilience in the
educational field.

This research advocates establishing structured mentoring programmes within
educational institutions, underscoring their integral role in educational development and
policy-making. The study also suggests a need for further research into the lasting impacts of
mentoring in varied teaching contexts. A key takeaway is that while beginner teachers may
display intermittent self-directedness, mentorship is crucial in fostering their ability to
manage themselves, enthusiasm for learning and self-regulatory capabilities. Mentors play a
pivotal role in helping teachers handle operational, instructional and general teaching
challenges, highlighting the necessity of mentor guidance in nurturing independent learning
and adaptability in various aspects of teaching.

In summary, the study demonstrates that integrating Vygotsky’s social constructivist
theory with the principles of SDL is essential in effectively supporting the professional
growth of beginner teachers. Mentorship emerges as a crucial component in this process,
enabling teachers to bridge theoretical knowledge with practical application and develop into
more self-reliant, resilient and proficient teachers.
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