
Journal of Education Culture and Society No. 1_2023 53

The Divergence of Experts’ Views  
on a Mentor Competence Profile

Alena Hašková

Department of Technology and Information Technologies, Faculty of 
Education

Constantine the Philosopher University in Nitra
Dražovská 4, 949 01 Nitra, Slovakia
E-mail address: ahaskova@ukf.sk

ORCID: https://orcid.org/0000-0001-8592-7451

Tereza Guziurová

Department of English Language Teaching, Faculty of Education
 University of Ostrava

F. Šrámka 3, 709 00 Ostrava, Czech Republic
E-mail address: tereza.guziurova@osu.cz

ORCID: https://orcid.org/0000-0002-7739-8980

Slavomíra Klimszová

Department of English Language Teaching, Faculty of Education
 University of Ostrava

F. Šrámka 3, 709 00 Ostrava, Czech Republic
E-mail address: slavomira.klimszova@osu.cz

ORCID: https://orcid.org/0000-0002-0937-5808

Eva Malá

Department of English Language Teaching, Faculty of Education
 University of Ostrava

F. Šrámka 3, 709 00 Ostrava, Czech Republic
E-mail address: eva.mala@osu.cz

ORCID: https://orcid.org/0000-0002-5889-1075

Abstract

Aim. The paper focuses on the divergence of views of experts from four Euro-
pean educational institutions on key competences, which would become the basis 
for a successful performance of a mentor position. They should be taken as the key 
items of a mentor competence profile.
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Methods. A panel discussion – specifically, a focus group interview as its alter-
native form – was used to determine how the experts assessed particular compe-
tences of the mentor competence profile, i.e. to identify which competences they 
considered to be the key ones of the mentor competence profile. The panel discus-
sion was led by six focus groups, members of which were experts representing four 
different countries from six universities: two from Slovakia and the Czech Republic, 
and one from Hungary and Serbia.

Results. The intention of the conducted panel discussion was to find a common 
view and consensus on the key competences required for a successful performance 
of the mentor position. However, the results of the panel discussion showed a 
significant divergence of the opinions on the fundamental mentor competences 
depending on the country the experts were from. Differences in the views on the 
issue examined by experts representing different institutions from the same country 
also occurred, but proved to be inconclusive.  

Conclusion. Mentoring is currently considered one of the most important means 
of developing pedagogical competences of future and novice teachers. The results 
of the conducted panel discussion may contribute to the creation of a platform on 
which an adequate professional mentor training can be designed.

Keywords: mentor, mentee, mentor competences, mentor training, international 
projects

Introduction

In the field of education, there has been a common practice in which men-
tors are appointed as teachers with a certain length of teaching experi-

ence and a higher level of professional teaching competences, but without 
undergoing any kind of professional training to perform the mentor posi-
tion. As Alena Hašková et al. (2022) state, this is the reason why experts 
have been trying to create concepts of professional training of teachers 
for an adequate and effective performance of the mentor position. As an 
example of this tendency, they indicate two international projects in which 
experts from different countries have joined to work together on this issue. 
Basic data about these projects and subsequent activities carried out by the 
project partners were presented in the Journal of Education, Culture and Soci-
ety (Radulović et al., 2022).

To create the aforesaid concepts one must chiefly consider what com-
petences a mentor should have dispose, and what competences a mentor´s 
profile should consist of. Subsequently, it is possible to focus directly on 
these competences and create a relevant and reasonable mentor training 
programme. To come to a consensus on the key competences of a mentor 
competence profile, experts from different countries and different institu-
tions within our research, were asked to identify the most significant com-
petences for a successful performance of the mentor role in practice.
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Background of the Research Carried out

Mentors play a crucial role in the educational process even though research 
in education sciences has been situated more on the competences of teach-
ers (both novice and experienced) rather than on those of mentors´. In this 
context it is gratifying that in the recent years an increasing number of aca-
demic research projects worldwide (e.g., Bullough, 2012; Clarke et al., 2013; 
Dallat & Moran, 1998; Glassford & Salinitri, 2007; Hökká & Eteläpelto, 2014; 
Iucu & Stingu, 2013; Pavera et al., 2022) have been dealing with the issue of 
mentorship. 

As mentoring practitioners, Alexandra Zografou and Laura McDermott 
(2022) after a comprehensive study of the subject of mentorship organised 
nine activity categories specified by Manju George and Sebastian Rupert 
Mampilly (2012) into three broader categories, which were: 

•	 guiding activities;
•	 helping activities;
•	 encouraging activities. 

They declared that these categories, as well as definitions of mentor-
ships and characteristics of a mentor profile and the scope of mentorship, 
would be helpful in designing a mentorship programme.

In respect to benefits resulting from the mentor – mentee interconnec-
tion, Peter Hudson (2013) claims that mentoring supports the professional 
development of both the mentor and the mentee. David Clutterbuck (2005) 
additionally suggested a framework of competences, which both these 
sides develop during their mutual communication and cooperation. Based 
on previous studies on mentoring (see also Klasen & Clutterbuck, 2002), 
he describes five phases through which the mentor - mentees relationship 
evolves over time:

•	 rapport-building;
•	 the direction-setting phase;
•	 progress-making;
•	 winding down;
•	 moving on or professional friendship.

As Clutterbuck (2005) states, different phases of this process are based 
on different behaviour, dominantly of the mentor, what means that in each 
of them a mentor has to demonstrate different competences to respond to 
the mentee´s needs. 

Clutterbuck and Gill Lane (2005) have developed a comprehensive list 
of identifying macro- and micro-competences. They emphasize that the 
macro-competences are necessary for a successful performance of mentor-
ing, including fulfilment of the managerial and guiding tasks and roles of 
the mentor. These competences according to Clutterbuck and Lane should 
be perceived as the key components of a mentor profile, while the other 
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ones, the micro-competences are more specific, more related to the spe-
cific situation of the mentor – mentee interaction or to the phase of their 
relationship. 

To enhance teachers´ mentoring competences, Wenhui Li (2018) adds 
other strategies to develop these competences more effectively. In this 
respect, he emphasises the use of technology as a tool to complete the 
mentor procedure enabling a change in the educational environment of the 
21st century. Based on the research of Peg Boyle Single and Richard Single 
(2005), Li presents a comparison between a formal mentoring model and 
e-mentoring. The latter includes three approaches: planning, programme 
structure and assessment (Malá et al., 2020). E-mentoring is understood as a 
relationship between a senior mentor and a novice teacher using electronic 
communication to train and develop competences needed in their work-
place (Single & Muller, 2001). 

In this respect, Jessica Aspfors and Terese Bondas (2013) focus on both 
novice teachers´ practice, and their approach to the school environment, 
including the school stakeholders, while Linda Haggarty et. al. (2011) focus 
more on the necessity of further education of the novice teachers after their 
entrance into their service (see also in Achinstein, 2006). 

Many authors have discussed the role of educational institutions to 
provide experienced mentors in order to guide novice teachers and help 
them develop professional competences and skills (Bilíková et al., 2014; 
Entlová et al., 2018; Gadušová & Vítečková, 2013; Garvey & Westlander, 
2013; Kemmis et al., 2014; Koballa et al., 2010; Langdon, 2014). However, it 
is not an easy situation for the mentors themselves. As Zdenka Gadušová 
et al. (2022) explain, school legislation may in some cases define qualifica-
tion preconditions of the mentor, but in the actual implementation of the 
mentoring activity, the mentors are more or less dependent on themselves. 
Long theoretical lists of criteria the mentors have to fulfil in order to guide 
novices often lack space for concrete practical advice and recommendations 
on how to do it in order to tackle this challenging task; at the same time they 
will not be able to perform their role without these competences.

One of the international projects dealing with the issue of mentoring is 
the Erasmus+ project titled Mentor training (Erasmus+ program, 2020). The 
project team consists of representatives of different universities from four 
Central European countries: 

•	 Constantine the Philosopher University, Nitra, Slovakia;
•	 the University of J. Selye, Komárno, Slovakia;
•	 the University of Ostrava, Ostrava, Czech Republic;
•	 the Prague University of Economics and Business, Prague, Czech 

Republic;
•	 Eszterházy Károly Catholic University, Eger, Hungary;
•	 the University of Novi Sad, Novi Sad, Serbia.

The main task of the project is to create a concept of professional mentor 
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training of teachers and to elaborate relevant teaching materials. Based on 
literature retrieval and analyses of available literature resources, a list of 
fifteen competences specifying possible basic elements of a mentor profile 
was compiled. The key competences, which the mentor training should 
focus on, were identified through the assessment of their significance of 
mentor position performance by the national experts from each project 
partner institution.

Research Methodology

The compiled list of the possible basic elements of a mentor profile con-
sisted of the following 15 items, i.e., mentor´s competences:
C1 - 	 the ability to provide active feedback and constructive criticism to 

a mentee; 
C2 - 	 the ability to create a permanent bond with a mentee, to be available 

to him/her for meeting and discussion at any time;
C3 - 	 the ability to listen to a mentee and ask him/her relevant questions;
C4 - 	 the ability to perceive and set adequate level of confidentiality, 

including its boundaries;
C5 - 	 the ability to openly communicate with a mentee including positive 

non-verbal communication;
C6 - 	 the ability to provide psycho-social support to a mentee;
C7 - 	 the ability (including willingness) to share a mentor´s own experi-

ence and knowledge with a mentee;
C8 - 	 the ability to create and strengthen a sense of belonging and trust;
C9 - 	 to have interaction skills, e.g. the ability to effectively resolve con-

flicts and disagreements;
C10 - 	the ability to regulate a mentor´s own emotional expressions as well 

as the mentee´s;
C11 - 	the ability to develop a mentor´s own professional skills and 

knowledge;
C12 - 	the ability to support the positive thinking of a mentee;
C13 - 	the ability to self-reflect including the development of a mentee´s 

self-reflection;
C14 - 	to have positive leadership skills;
C15 - 	the ability to create and support mutual mentoring, such as counsel-

ling and offering help to other colleagues.

The particular items were formulated in a way to indicate the areas, 
which the mentor training should be focused on, i.e. what kinds of activi-
ties should predominantly be done within the mentor training. A panel 
discussion was held in order to find the most significant items among the 
identified basic ones, which could be specified as the key competences of 
the mentor competence profile. 
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According to Robert Bogdan and Sari Knopp Biklen (1992), obtaining 
necessary research data by conducting individual interviews with a high 
number of people is not only time-consuming but also organisationally 
demanding; therefore, mass gathering of opinions from groups of people 
with different professional experience is preferred. At the same time, they 
argue that through one group interview it is possible to get a view of the 
solved problem adequate to the one that would be the result of many 
repeated individual inquiries (personal interviews) always conducted with 
another respondent. This is why a panel discussion is used as a form of 
group or focus group interview at conferences, workshops, and in the aca-
demic environment in general (Morgan, 1988; Seidman, 1991). 

In the academic environment, a panel discussion is usually part of a 
planned educational activity or extracurricular programme, which is 
aimed identification of the opinions of a given group of people (panellists) 
under the guidance of a researcher (moderator). The panellists discuss and 
exchange views together, while the moderator actively enters and directs 
the discussion. A panel discussion is a specific form of group interview, 
through which a wider range of problems or questions can be responded 
in to comparison to carrying out individual interviews (Bogdan & Biklen, 
1992; Lewis, 1992). It is commonly used in a meeting or at a conference to 
discuss a specific topic amongst a selected group of experts, all who share 
their knowledge and experience, as well as give facts, opinions and insight 
to the discussed topic or questions. The presence of an audience, whose 
questions, besides the moderator´s question, the panellists respond, can be 
in-person or virtual (remote). Usually, the purpose of a panel discussion is 
to provide the audience with an insight, along with some takeaways and 
real values in relation to the discussed matters. This is why an alternative or 
modified kind of the panelling – specifically, a focus group interview – was 
used in our research, as we did not need to familiarise the audience with the 
discussed matters, but instead determine the experts´ views and opinions 
on the given issue. 

The main difference between a panel discussion and focus group inter-
view lies in the roles of their moderators; essentially, both of them are 
personal inquires or interviews (Lewis, 1992) A panel discussion is signifi-
cantly led by the moderator who is an integral part of the whole debate 
with the panellists. On the contrary, the discussion in the focus group 
interview has rather a character of mutual discussions carried out inside 
the experts groups, which are supported by the moderator (Morgan, 1988; 
Watts & Ebbutt, 1987). 

In our research, there was used a panel discussion with six focus groups, 
all of which were given the same task by the moderator:

•	 to discuss competences a mentor should have, and, subsequently;
•	 to choose five competences from the fifteen which, in their opinion, are 

the most important for the mentor role performance.
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The panel discussion pertaining to our research was carried out at one 

of the Mentor Training project meetings held in Lednice, Czech Republic, 
in September 2022. The focus groups of the panel were created from the 
experts representing the project partner higher educational institution. 

Results and Discussion

The panellists were divided into six focus groups, each of which repre-
sented a different education institution:

•	 FG1: 	Constantine the Philosopher University ín Nitra	 CPU-SK;
•	 FG2: 	 the University of J. Selye in Komárno 	 U J S - S K ;
•	 FG3: 	 the University of Ostrava in Ostrava 	 U O - C Z ;
•	 FG4:	 the Prague University of Economics and Business in Prague 	 UEB-CZ;
•	 FG5:	 Eszterházy Károly Catholic University in Eger	 KEU-HU;
•	 FG6:	 the University of Novi Sad in Novi Sad	 UNS-SRB.

The overview of separate conclusions stated by the experts of the higher 
education institutions concerned is presented in Figure 1.

Figure 1
Key mentor competences identified from the given ones by the particular focus 
groups of experts
Source. Own research.

The intention of the panel discussion conducted was to pinpoint a 
common view and consensus on the key competences necessary for a 
successful performance of the mentor position (Figure 2). However, the 
results of the panel discussion showed a significant divergence of the 
experts´ opinions on key mentor competences depending on the country 
they were from. The only exception was in the general assessment of the 
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C1 competence – the ability to provide active feedback and constructive criti-
cism to a mentee. This competence was equally assessed as one of the five 
top competences by the Czech, Hungarian, Serbian and in part Slovak 
experts: in their case only one of the two focus groups – the University 
of J. Selye in Komárno included the C1 competence in the five most sig-
nificant mentor competences. The result obtained can be perceived as a 
general consensus of all national experts on one of the most significant 
competences a mentor should have. 

While the different assessment of the C1 competence in the case of the 
Slovak experts depended on the factor of their affiliation, in the assessment 
of the C3 competence – the ability to listen to a mentee and ask him/her relevant 
questions – there was recorded a consensus of all experts on their views on 
this competence, independently on the factor of their affiliation. The C3 
competence was assessed as one of the top five competences of a mentor´s 
profile by Slovak, Hungarian and Serbian national experts. The experts 
from two Czech educational institutions did not include this competence in 
the top five competence list.    

The rest of the achieved results shows a considerable heterogeneity of 
the national experts´ views on the key competences of a mentor´s profile. 
The Serbian and Hungarian experts equally assessed the C5 competence 
– the ability to openly communicate with a mentee including positive non-verbal 
communication – as one of the key mentor competences. The assessment of 
this competence by the Czech experts depended on their affiliation – simi-
larly to the Slovak experts concerning the C1 competence. While the focus 
group of the Czech experts from the Prague University od Economics and 
Business perceived the C5 competence a key for mentors, the other group 
of Czech experts from the University of Ostrava did not include it in the 
top five competences. Neither of the two Slovak focus groups expressed the 
significance of the C5 competence. 

An even lower consensus of the experts´ views was achieved at the 
assessment of the C7 competence – the ability (including willingness) to share a 
mentor´s own experience and knowledge with a mentee. It was specified as a key 
mentor competence by the focus group of Hungarian experts - Eszterházy 
Károly Catholic University in Eger. Different views of the two focus groups 
of Slovak experts, as well as of the two focus groups of Czech experts agree 
that the placement of the C7 competence among the top five mentor com-
petences depended on their affiliation. In particular, the experts from CPU 
in Nitra (Slovakia) and from the UO in Ostrava in Ostrava (Czech Republic) 
express the significance of the C7 competence while the experts from the 
UJS in Komárno (Slovakia) and the Prague University of Economics and 
Business in Prague (Czech Republic) did not consider it to be particularly 
significant. The same opinion was expressed by the University of Novi Sad 
in Novi Sad (Serbia). 

An analogical situation occurred with the assessment of the C6 com-
petence – the ability to provide psycho-social support to a mentee in which the 
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experts stated their different opinions.  The C6 competence was specified as 
a mentor key competence by the focus group of the Serbian (the University 
of Novi Sad in Novi Sad), Czech (the Prague University of Economics and 
Business in Prague), and Slovak (Constantine the Philosopher University in 
Nitra) experts. The experts from the other three focus groups – the Univer-
sity of J. Selye in Komárno, the University of Ostrava in Ostrava, and Esz-
terházy Károly Catholic University in Eger – did not place this competence 
in the top five list. The different views of the experts proved their depend-
ence on the factor of their affiliation. 

The C11 competence – the ability to develop a mentor´s own professional 
skills and knowledge – was specified by the two Czech focus groups, while 
the C15 competence – the ability to create and support mutual mentoring, such 
as counselling and offering help to other colleagues – by the two Slovak focus 
groups. The C12 competence – the ability to support the positive thinking of 
the mentee – was included in key mentor competences by the Slovak focus 
group at the University of J. Selye in Komárno and the Czech focus group 
at the Prague University of Economics and Business in Prague. The C4 com-
petence – the ability to perceive and set adequate level of confidentiality, including 
its boundaries – was determined as a key mentor competence by two focus 
groups: one from the University of J. Selye in Komárno (Slovakia) and one 
from the University of Ostrava (Czech Republic).    

The other competences were specified as key mentor competences by 
the following focus groups separately: the C13 competence – the ability to 
self-reflect including the development of a mentee´s self-reflection – by the experts 
from Eszterházy Károly Catholic University in Eger (Hungary); the C14 
competence – to have positive leadership skills – by the experts from Constan-
tine the Philosopher University ín Nitra (Slovakia); the C9 competence – to 
have interaction skills, e.g. the ability to effectively resolve conflicts and disagree-
ments – by the experts from the University of Ostrava (Czech Republic); and 
the C2 competence – the ability to create a permanent bond with a mentee, to be 
available to him/her for meeting and discussion at any time – by the experts from 
the University of Novi Sad (Serbia).   

The C8 and the C10 competences – the ability to create and strengthen a 
sense of belonging and trust, and – the ability to regulate a mentor´s own emo-
tional as well as the mentee´s – were not assessed as one of the top five key 
competences of a mentor by any of the focus groups.

Opposed to the results of our research presenting fifteen items of mentor 
competences, Aspfors and Göran Fransson (2015) conducted a qualitative 
meta-synthesis of ten studies within which they identified four common 
themes related to the needs of mentor training: 

•	 School and mentoring context;
•	 Theory and practice;
•	 Reflection and critical thinking;
•	 Relationships. 
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Some of the aspects highlighted in these dimensions roughly corre-
spond with the items of mentor competences. The fifteen abilities listed 
within the mentor profile can be found in the description of individual 
themes and dimensions presented in the results of the above mentioned 
synthesis. Still, further insights and deeper analyses are necessary in order 
to gain broader perspectives on this issue (Hobson et al., 2009; Ingersoll 
& Strong, 2011). 

Another analysis of eight studies focusing on the mentor instructors´ use 
and acquisition of supervisory skills was developed by Frank Crasborn and 
Paul Hennissen (2010). In their research, they concentrated on three areas 
of mentor instructors: their roles, their supervisory behaviour, and their 
interactive cognitions. Each of these areas was analysed in a partially differ-
ent way than the mentor competence profile presented above. The authors 
designed four coding instruments (input, clarity, content, and phasing) to 
achieve more nuanced conceptualisations in mentoring research. Some of 
the identified factors, such as the use of audiovisual techniques and soft-
ware for the purpose of capturing mentors´ reflective moments in action, 
could be taken into account in our research on this topic. 

Furthermore, several aspects corresponding with the listed elements of 
a mentor profile within our research were emphasised in the study deliv-
ered by Yukari Kato (2021). An analogy can be seen in sharing informa-
tion between mentors to improve their mentor skills as well as in sharing 
a mentor´s own experience and knowledge with a mentee. The ability to 
openly communicate with mentees was clearly recognised in both studies. 
The mentors in Kato´s study had the ability to learn from mentees as well as 
participation in mentor meetings, both of which correspond to a mentor´s 
ability to create a permanent bond with mentees, to listen to them, and to 
provide them the active feedback and support as described in the list of our 
research. In addition, the ability of self-reflection and the ability to develop 
a mentor´s own professional skills and knowledge were mentioned in both 
research studies discussed.

Conclusion

The results from the panel discussion (Figure 2) indicated significant 
differences among the panellists` opinions on the issue of key competences 
of mentors. The divergence of the experts` views on a mentor competence 
profile might be related to subjective approaches of different education 
institutions dealing with mentor training, or with strategies of educational 
policies of the countries concerned.
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Figure 2
Lednice CZ, September 2022, Participants of the panel discussion
Source. Photos made by the authors.

Acknowledgements

The authors acknowledge support of the Erasmus+ Project Mentor Train-
ing No. 2020-1-SK01-KA201-078250 and the Slovak Research and Develop-
ment Agency (project No. SK-SRB-21-0025 Mentor´s Vademecum).

References
[1]	 Achinstein, H. (2006). New teacher and mentor political literacy: reading, navigating and 

transforming induction contexts. Teacher and Teaching: Theory and Practice, 12(2), 123-138.
[2]	 Aspfors, J., & Bondas, T. (2013). Caring about caring: newly qualified teachers´ experience of 

their relationships within the school community. Teachers and Teaching: Theory and Practice, 
19(3), 243-259. http://dx.doi.org/10.1080/13540602.2012.754158

[3]	 Aspfors, J., & Fransson, G. (2015). Research on mentor education for mentors of newly quali-
fied teachers: A qualitative meta-synthesis. Teaching and Teacher Education. 48, 75–86. https://
doi.org/10.1016/j.tate.2015.02.004

[4]	 Bilíková, A., Gadušová, Z., Harťanská. J., Hockicková, B., Kissová, M., Lomnický, I. et al. 
(2014): Key competencies of mentor teachers essential for successful mentoring of novice 
teachers: A research study. XLinguae: European Scientific Language Journal, 7(4), 55-74.

12 

 

Conclusion 

The results from the panel discussion (Figure 2) indicated significant differences 

among the panellists` opinions on the issue of key competences of mentors. The divergence of 

the experts` views on a mentor competence profile might be related to subjective approaches 

of different education institutions dealing with mentor training, or with strategies of 

educational policies of the countries concerned. 

 

Figure 2 
Lednice CZ, September 2022, Participants of the panel discussion 
 

 
 

 

  
Source. Photos made by the authors. 
 
 

Acknowledgements 

The authors acknowledge support of the Erasmus+ Project Mentor Training No. 2020-

1-SK01-KA201-078250 and the Slovak Research and Development Agency (project No. SK-

SRB-21-0025 Mentor´s Vademecum). 

 

REFERENCES 



64 Ethics
[5]	 Bogdan, R. C., & Biklen, S. K. (1992). Qualitative Research in Education. 2nd ed. Boston MA: 

Allyn – Bacon.
[6]	 Bullough, R. V. (2012). Mentoring and new teacher induction in the United States: a review 

and analysis of current practices. Mentoring and Tutoring: Partnership in Learning, 20(1), 57-74. 
http://dx.doi.org/10.1080/13611267.2012.645600

[7]	 Clarke, M., Killeavy, M., &  Moloney, A. (2013). The genesis of mentors´ professional and per-
sonal knowledge about teaching: perspectives from the Republic of Ireland. European Journal 
of Teacher Education, 36(3), 364-375. http://dx.doi.org/10.1080/0219768.2012.755513

[8]	 Clutterbuck, D. (2005). Establishing and maintaining mentoring relationships: an overview of 
mentor and mentee competencies. SA Journal of Human Resource Management, 3(3), 2-9.

[9]	 Clutterbuck, D., & Lane, G. (2005). The situational mentor. Gower.
[10]	 Crasborn, F. J. A. J., & Hennissen, P. P. M. (2010). The skilled mentor: mentor teachers´ use and 

acquisition of supervisory skills. Eindhoven: Technische Universiteit Eindhoven.
[11]	 Dallat, J., & Moran, A. (1998). Training and accrediting a school staff as mentors: experience of a 

primary school in Northern Ireland. Mentoring and Tutoring: Partnership in Learning, 6(1-2), 31-42.   
[12]	 Entlová, G., Flajšar, J., Guziurová, T., Klimszová, S., & Trnová, M. (2018). English Language 

Course 2. Pedagogická fakulta Ostravskej university.
[13]	 Erasmus+ program. (2020, September 1). Mentor training.  https://www.mentra.ukf.sk/
[14]	 Gadušová, Z., & Vítečková, M. (2013). Mentors’ and novices’ perception of teachers’ profes-

sional career start in Slovakia and in the Czech Republic. Procedia-Social and Behavioral Sciences, 
106, 1825-1833. https://doi.org/10.1016/j.sbspro.2013.12.207

[15]	 Gadušová, Z., Cindlerová, I., Csehiová, A., Đukičin Vučković, S., Entlová, G., Gál, G.,  Guzi-
urová, T., Hašková, A., Holečková, L., Horváth, K., Ivanović Bibić, L., Jovanović T., Klim-
szová, S., Kneţević, L., Kovács, L., Krpálková Krelová, K., Lomnický, I., Malá, E., Mogyorósi, 
Z., ..., & Virág, I, (2021). Mentor Training: Materials and Tasks. Ostravská univerzita. 

[16]	 Garvey, R., & Westlander, G. (2013). Training mentors – behaviors which bring positive outcomes 
in mentoring. In J. Passmore, D.B. Peterson & T. Freire (Eds.). The Wiley- Blackwell handbook of 
the psychology of couching and mentoring, 243-265. Chichester, West Sussex: Wiley-Blackwell.  

[17]	 George, M. P., & Mampilly, S. R. (2012). A model for student mentoring in business schools. 
International Journal of Mentoring and Coaching in Education, 1(2), 134-154.

[18]	 Glassford, I. A., & Salinitri, I. (2007). Designing a successful new teacher induction program: 
An assessment of the Ontario experience 2003–2006. Canadian Journal of Educational Adminis-
tration and Policy, 60, 1-34.  

[19]	 Haggarty, L., Postlethwaite, K., Diment, K., & Ellins, J. (2011). Improving the learning of 
newly qualified teachers in the induction year. British Educational Research Journal, 37(6), 935-
954. https://dx.doi.org/10.1080/01411926.2010.508513

[20]	 Hašková, A., Radulović, B., Mikla, Š., & Stajić, S. (2022). Aktivity na podporu odborného rastu 
mentorov [Activities supporting mentor professional development]. Technika a vzdelávanie, 
11(1), 12–17.

[21]	 Hobson, A. J., Ashby, P., Malderez, A., & Tomlinson, P. D. (2009). Mentoring beginning teach-
ers: what we know and what don´t. Teaching and Teacher Education, 25(1), 207-216.  

[22]	 Hökká, P., & Eteläpelto, A. (2014). Seeking new perspectives on the development of teacher 
education: a study of the Finnish context. Journal of Teacher Education, 65(1), 39-52.  

[23]	 Hudson, P. (2013). Mentoring as professional development: ´growth for both´ mentor and 
mentee. Professional development in Education, 39(5), 771-783.  https://doi.org/10.1080/19415
257.2012.749415

[24]	 Ingersoll, R. M., & Strong, M. (2011). The impact of induction and mentoring program for 
beginning teachers: a critical review of the research. Review of Educational Research, 81(8), 235-
233. http://dx.doi.org./10.3102/003465311403š323

[25]	 Iucu, R., & Stingu, M. (2013). Training induction mentors: alternative policy scenarios of 
Romanian educational system. Procedia – Social and Behavioral Sciences, 76, 931-934. 

[26]	 Kato, Y. (2021). The Faculty Mentors´ Perceptions through Collaborative Expertise. Interna-
tional Journal of Educational Media and Technology, 15(1), 46-55.

[27]	 Kemmis, S., Heikkinen, H. L. T., Fransson, G., & Aspfors, J. (2014). Mentoring of new teachers 
as a cintested practice: supervision, support and collaborative self-development. Teaching and 
Teacher Education, 43, 154-164. https://doi.org/10.1016/j.tate.2014.07.001



Journal of Education Culture and Society No. 1_2023 65
[28]	 Klasen, N., & Clutterbuck, D. (2002). Implementing mentoring schemes: A practical guide to suc-

cessful programs. Butterworth-Heinemann.
[29]	 Koballa, R. T. Jr., Kittleson, J., Bradbury, L. U., Dias, M. J. (2010). Teacher thinking associated 

with science-specific mentor preparation. Science education, 94(6), 1072-1091. 
[30]	 Langdon, F. J. (2014). Evidence of mentor learning and development: an analysis of New Zea-

land mentor/mentee professional conversations. Professional Development in Education, 40(1), 
36-55. http://dx.doi.org/10.1080/19415257.2013.833131

[31]	 Lewis, A. (1992). Group child interviews as a research tool. British Educational Research Journal, 
18(4), 413-421. http://dx.doi.org/10.1080/0141192920180407

[32]	 Li, W. (2018). Mentoring for teachers´ competencies development in the 21st century. Advances 
in Social Science, Education and Humanities Research, 215, 516-522. 

[33]	 Malá, E., Gadušová, Z., & Müglová, D. (2020). Objectivity of Teachers´Assessment. SAR Jour-
nal, 3(2), 79-83.

[34]	 Morgan, D. L. (1988). Focus Groups as Qualitative Research. Beverly Hills, Sage Publications.
[35]	 Pavera, L., Klimszová, S. et al. (2022). Vzdělávání mentorů [Mentor Training]. Praha, Verbum.
[36]	 Radulović, B., Jovanović, T., Gadušová, Z., Hašková, A., & Pavera, L. (2022). Mentor´s per-

ception of the future teacher´s teaching practice. Journal of Education Culture and Society, 13(1), 
145–155.

[37]	 Seidman, I. E. (1991). Interviewing in Qualitative Research. New York, Teachers College Press.
[38]	 Single, P. B., & Muller, C. B. (2001). When email and mentoring unite. Creating mentoring and 

coaching programs. The American Society for Training and Development in Action Series.  
[39]	 Single, P. B., & Single, R. M. (2005). E-mentoring for social equity: review of research to inform 

program development. Mentoring and Tutoring: Partnership in Learning, 13(2), 301-320.
[40]	 Watts, M., & Ebbutt, D. (1987). More than the sum of the parts: Research methods 

in group interviewing. British Educational Research Journal, 13(1), 25–34. https://doi.
org/10.1080/0141192870130103

[41]	 Zografou, A., & McDermott, L. (2022). Mentorship in higher education: The keys to unlocking 
meaningful mentoring relationship. GiLE Journal of Skills Development, 2(1), 71-78.


