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Abstract  Keywords 

The aim of this study is to identify the effect of the program which 
is developed for equipping the classroom teachers with the tasks 
and responsibilities of the mentor teacher. The current study 
examines the classroom teachers’ opinions about the program who 
are enrolled in Mentor Teacher Training Program (MTTP) and the 
effect of the program on the classroom teacher candidates’ opinions 
about the fulfillment levels of the tasks and responsibilities of the 
mentor teachers. The study has been designed as a case study. The 
study group consists of mentor teachers and classroom pre-service 
teachers. At the end of the study, it is found that mentor teachers 
regarded the MTTP beneficial for them and they said MTTP that 
need to be improved. At the end of eight months of work, the 
gathered conclusions showed the effects of being an aware mentor 
teacher. It has been found that there are fewer problems between 
the pre-service teachers and the mentor teachers participating in 
the MTTP. In line with the suggestions of the participant teachers, 
the practicum dimension of the teacher training can be more 
productive by re-arranging and disseminating the program. This 
research is a guide for developing a mentor teacher training 
program. 
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Introduction 

Teaching Practicum 
A person needs to have many competencies for the development in a profession field. Besides 

teacher candidate’s having the necessary competencies in the process of occupational development, it 
also essential experience these competencies. Teacher candidate can acquire this experience with direct 
experiences in the teaching practicum courses provided. By fulfilling the tasks and responsibilities in 
these lessons, pre-service teacher has the opportunity of discovering his/her strong sides, developing 
his/her inefficient and lacking sides.  

Thanks to the cooperation between the faculties of education and practice schools, pre-service 
teachers gain the qualifications of the teaching profession, see their deficiencies in being a qualified 
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teacher and have a positive attitude towards the teaching profession (Bektaş, Ayvaz, & Horzum, 2011). 
This teaching experience, which the pre-service teacher has acquired during the practicum, offers pre-
service teachers the opportunity to plan, implement, and evaluate. Again at this stage, pre-service 
teachers are transitioning from being a student to a professional educator. Hence, practices in teacher 
training are of great importance at undergraduate level (Vršnik Perše, Ivauš Grmek, Bratina, & Košir, 
2015). According to the studies of Guyton and McIntyre (1990), it has been found that the 
implementations in schools are more effective than the theoretical information that has been gained in 
undergraduate education and this outcome stresses the importance of implementation in raising 
teachers. 

The undergraduate Classroom Teacher Education Program in Turkey has 3 implementation 
classes; School Experience, Teaching Practicum-I, and Teaching Practicum-II. On the other hand, in the 
Classroom Teacher program that is in practice since 2018, there are two implementation courses; 
Teaching Practicum-I and Teaching Practicum-II. School Experience course consists of planned 
observations and activities in order for the pre-service teachers to get to know the school, the teachers, 
the curriculum and the students. On the other hand, Teaching Practicum-I and II courses are planned 
for the pre-service teachers to implement his/her knowledge-skills and improve them and for them to 
gain the necessary competencies that are demanded by his/her occupation (Sezer, 2010; Gedik & Göktaş, 
2010; Efe, Hevedanlı, Maskan, & Gönen, 2012; Council of Higher Education (CHE), 1998). In the 
implementation courses, pre-service teachers do their implementations of their theoretical knowledge 
under the guidance of their mentor teachers. Mentor teacher has been defined as the classroom teacher 
or course teacher who is commissioned in the practicum school, has a teaching licence, chosen among 
the experienced teachers in his/her field, guiding the pre-service teacher in terms of gaining the 
necessary skills of the occupation (CHE, 1998). Mentor teacher is a person who is an experienced person, 
and s/he guides the pre-service teacher in an appropriate way (Herzog, Ivanuš Grmek, & Čagran, 2012). 
Johnson (2015) defined the mentor teacher as a guide, role model, and teacher. Rozelle and Wilson 
(2012), after their observations of mentor teachers, have found that, no matter if they were successful or 
unsuccessful, pre-service teachers were using strategies that were similar to their mentor teachers’ in 
their implementations including the use of examples, anecdotes, and jokes. This outcome reveals that it 
is a necessity to identify the tasks and responsibilities of the mentor teachers in-depth, their levels of 
fulfillment of these tasks and responsibilities that have been identified and to present the competencies 
of the mentor teachers. 

Role of Mentor Teacher 
The quality of the experience that the pre-service teachers will gain depends on his/her mentor 

teacher and his/her endeavour in the process (Weasmer & Woods, 2003). Even though, perceiving the 
pre-service teachers’ expectation correctly, the relationship between mentor teacher and the pre-service 
teachers, and the experience that the pre-service teachers gained have a great effect on pre-service 
teachers’ benefits in the process, the mentor teacher’s education on this subject and his/her experience 
effect the quality of the field experience to a large extend (Epps, 2010). 

It would be false to state that an efficient teacher can be a mentor teacher as being a mentor 
teacher requires new skills other than being a teacher (Ambrosetti, 2014; Gareis & Grant, 2014; Feiman 
Nemser, Parker, & Zeichner, 1990). When the literature is reviewed, the tasks and responsibilities of the 
mentor teacher have been defined in many studies (Ganser, 1996; Koç, 2012; Mohan, 2011; General 
Directorate of Teacher Training and Education (GDTTE), 2018; CHE, 1998) focusing on being a mentor 
teacher (Akyıldız, 2018; Alger & Kopcha, 2009; Erbilgin, 2012; Gareis & Grant, 2014; Peker, Bulunuz, 
Onan, & Bulunuz, 2018; Sezen Yüksel, 2017; Süral, 2017; Yalın Uçar, 2015, 2017; Yılmaz & Namlı, 2017). 
Clifford (1999) defined the mentor teacher’s roles as an experienced and competent person’s 
instructiveness in terms of occupational and personal development to an inexperienced or incompetent 
person. According to Boudreau (1999), the mentor teacher should be a person who facilitates the pre-
service teacher’s adaptation to school environment, provider of an environment in which the pre-service 
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teacher can improve his/herself, can structure the implementation and have an exchange of ideas with 
(as cited in Leatham & Peterson, 2009). As reported by Roberts (2006), in order to be effective in 
completing his/her tasks and responsibilities, a mentor teacher should be a good trainer, able to give 
suggestions to the pre-service teacher in the process and providing him/her with a good classroom 
experience, in a good relations with the executives and his/her co-workers in his/her school. As stated 
in Enz and Cook’s (1992) study, the mentor teachers who are going to educate pre-service teachers 
should be chosen among the people who have the qualification of a good educator and an executive. 
The mentor teachers should be good listeners, they should value the candidates’ ideas and take care of 
them, and they should be able to teach their own school cultures and essential points of their jobs 
(Koerner, Rust, & Baumgartner, 2002). 

Mentor teachers should realize that the field experience is a crucial phase in preparation of the 
pre-service teachers to his/her professional life. It is a prerequisite that the communication between 
mentor teacher and pre-service teacher must be well-established in order to establish the information 
exchange and to gain high-class experience. If the communication between mentor teacher and pre-
service teachers based on a hierarchical structure, the experience -which the pre-service teachers would 
have- may depend on the mentor teachers will. Instead of this, if the mentor teacher is able to see the 
pre-service teachers as his/her co-worker they can decide together on the way the pre-service teachers’ 
acquiring the experience, what is going to be taught and how and also on how they are going to 
overcome the problems they face (Montgomery, 2000). According to Johnston, Wetheril and 
Greenebaum (2002), the mentor teacher may be beneficial for the process not only by connoting his/her 
observations clearly about the mentor teacher’s learning process but also keeping his/her status equal 
to mentor teacher’s status or by putting him/herself into the mentor teacher’s shoes (as cited in Liliane 
& Collette, 2009).  As stated in Weasmer and Woods study (2003) mentor teachers may not be able to 
tell the pre-service teachers what to do or what not to do. In such cases, mentor teacher should ensure 
the pre-service teacher’s understanding by making him/her do implementations. Thereby, in this 
process, the mentor teacher should not be apt to impose a ban to pre-service teacher, and s/he should 
let the pre-service teacher free to gain experience. 

Edward and Collins (1996) stated that mentor teachers should have the necessary skills to listen 
to the pre-service teachers, being a role model in terms of general classroom management and teaching, 
analysing the pre-service teachers’ implementation and argue on it, observing the pre-service teacher, 
talking on the pre-service teachers’ own learning aims, reinforcing the candidate teachers while they 
are teaching, encouraging the observations that are focused on the classroom issues (as cited in Gökçe 
& Demirhan, 2005). The studies in the field resulted in displaying the efficient mentor teachers as less 
reactive and more proactive, they are more clear and specific in their communication with the pre-
service teachers including feedback, there is consistency in their oral statements and their attitudes, they 
are more consonant and flexible, they are providing justifications for their actions and suggestions and 
in most cases, they are using positive problem solving approach (Henry & Beasley, 1996).  

The mentor teacher should enable pre-service teacher’s releasing him/herself from ineptitude 
and to tell his/her ideas about the experiences that the pre-service teachers had and argued. Such a 
climate would allow the trainee to become more active in a larger education team. It will also fortify the 
chance to establish good relations with colleagues in the future and exchange mutual knowledge and 
experience (Liliane & Collette, 2009). 

Problems with Mentor Teacher 
When the literature is reviewed, it is seen that a mentor teacher has various effects on the pre-

service teachers’ development (Coulon, 2000; Golland, 1998; Ganser, 1996; Gökçe & Demirhan, 2005; 
Guyton & McIntyre, 1990; Nagel & Smith, 1997; Rhoads, Samkoff, & Weber, 2013; Rozelle & Wilson, 
2012; Stanulis, 1994; Veal & Rikard, 1998; Weasmer & Woods, 2003). In addition to this, Stanulis (1994) 
states that mentor teacher had difficulties while guiding the pre-service teachers. In this process, 
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although mentor teacher is making complex decisions, s/he is not aware of the reasons for those 
decisions. This inefficacy of mentor teacher paves the way for not being able to do the proper activities 
in classroom and not being able to choose the correct strategies while guiding the pre-service teachers 
(Seghers, 2000). 

Tüfekçi (1999) stated in her study that the personnel commissioned in the practicum school do 
not know their tasks and responsibilities enough; they are unable to prepare the necessary environment 
for the studies towards the application, they do not have enough information about the aim and method 
of the implementation. Caruso (1999) pointed out that the mentor teachers do not have enough 
information about how to do their responsibility of guidance for pre-service teachers, therefore; they 
find these implementations boring and time consuming, and they do not pay the necessary attention 
(as cited in Sılay & Gök, 2004). Koerner (1992) stated in his study that teachers think that the 
responsibility of guiding pre-service teachers is an additional burden to their already busy program, 
and they feel uneasy about the contradictory and inefficient rules which were established by the 
universities with regard to mentors’ roles and responsibilities (as cited in Sinclair, Dowson, & Thistleton 
Martin, 2006). Anderson (2007) concluded at the end of his interview with 12 mentor teachers that they 
rejected their potential for influencing pre-service teachers' behaviour, but several mentor teachers felt 
a sense of responsibility towards the development of a pre-service teacher. At the end of many studies, 
it has been found that the mentor teachers are not aware of their tasks, they are oblivious to the 
practicum, and they do not devote enough time to pre-service teachers (Aslanargun, Kılıç, & Acar, 2012; 
Bulunuz & Gürsoy, 2018; Görgen, Çokçalışkan, & Korkut, 2012; Saka, 2019; Seçer, Çeliköz, & Kayılı, 
2010). 

Selection of Mentor Teacher and Mentor Training 
The teachers who have been chosen as mentor teachers are skilled and professional educators 

who carry their wealthy experiences to the classroom every day. With the guidance s/he makes to the 
pre-service teachers, the mentor teacher makes a significant contribution to the future of his/her 
occupation. In line with the mentor teacher’s preparation, knowledge and guidance, pre-service teacher 
has crucial teaching experiences (Hope College, 2016). However, not all match-ups of mentor teacher-
pre-service teacher are successful. An unsuccessful match-up leads the way to the observation of 
ineffective teaching methods, and potentially they debar from the chance of learning the teaching 
methods of effective class teaching (Nguyen, 2009). Therefore, the pre-service teachers should do his/her 
teaching practicum under the guidance of a mentor teacher who took a special education on this subject. 

In our country it has been pointed out that the selection of the mentor teacher will be made 
among the branch teachers and school counselors those who have the Teaching Practicum Training 
Certificate that is given by the Ministry of National Education (MNE) and actually entering classes 
except directors in the teaching practicum institution (MNE, 2018). GDTTE gives “Teaching Practicum 
Counseling Training Course” in the scope of Professional Development Program. The overall aim of 
this course is mentor teachers’ presentation of the Clinical Supervision Model (CSM) to the teacher 
candidates in order to provide them the effective mentoring. The trainee who completes the course 
successfully is given a certificate (GDTTE, n.d.). In the 2018-2019 academic year, the pre-implementation 
of the CSM) that has been carried out by Council of Higher Education and MNE has been executed with 
a pilot project (Bulunuz & Bulunuz, 2015). CSM is a teaching practicum model that gathers the 
shareholders (teaching practicum personnel, mentor teacher and teacher candidate) in one place and 
based on the philosophy of contributor, reflective thinking and assessment (Bulunuz & Bulunuz, 2015). 
The CSM process comprise of the levels such as; pre-interview, observation and data gathering, data 
analysis, last interview and reflection (Bulunuz & Bulunuz, 2015; Bulunuz & Gürsoy, 2018). 

Many universities choose the mentor teachers according to the criteria they are designated. For 
instance, in Saint John’s University there are rock-bottom criteria for choosing mentor teacher that have 
been specified by the Minnesota Board of Teaching such as the pre-service teachers should be 
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successfully performed at least three years in his/her field of subject or in his/her level, should have the 
will to work responsively and constructively. Morris, Pannel, and Houston (1984) searched the most 
used methods and criteria in defining and choosing the teaching practicum coordinators and mentor 
teachers. According to the results of this study, they found the following features as criteria of choosing 
a mentor teacher; teacher should have at least a bachelor degree, s/he should join the program 
voluntarily, teacher should have at least three years teaching experience and should have a certificate 
in this field. Gaffey (1994) stated in his research that he conducted with 71 mentor teachers that doing 
this job willingly has a great importance among the necessary requirements in raising the pre-service 
teachers. Additionally, in the study these have been emphasized as facilitative agents that the university 
should guide the mentor teacher, they should send one candidate at one time and the candidate should 
be eligible. 

A great number of English corporations have developed a mentorship system that they 
interviewed with mentors regularly and contributed to their occupational improvements (Herzog et al., 
2012). In his 15 weeks research in the USA, Erbilgin (2012) provided training to the application teachers 
and at the end of the training he examined the change of guidance of mentor teachers. In his study, it 
was found that mentor teachers, who initially established a communication style based on evaluation, 
changed their way of communication by starting to use a communication style based on instructional, 
critical, and reflective thinking during the program. In their research, Gareis and Grant (2014) found 
that mentor teachers who received mentor training had significantly higher scores in understanding 
mentor teachers' roles than those who did not have mentor training. It was found that mentor teachers 
who were educated in mentorship strategies got significantly higher scores in “effective observation” 
and “evaluating pre-service teachers’ performance" than those who did not. On the other hand, there 
was no significant difference between the scores of the teachers who received and did not receive 
mentorship training in “establishing effective relationships with pre-service teachers” and 
”communicating effectively with pre-service teachers" strategies. Yalın Uçar (2008) stated in her study 
that the Mentor Teacher Training Program has an effect on the mentor teachers’ qualifications and 
attitudes. Bektaş and Ayvaz (2012) have determined that the pre-service teachers expect their mentor 
teachers to join a mentor program and highlighted the necessity to set a mentor teacher certificate 
program for teachers to meet this expectation. Morris et al. (1984) pointed out that the mentor teacher 
certificate program can be beneficial in terms of these aspects: 

• improving the necessary knowledge, skills and attitudes of mentor teachers to fulfil their 
respective responsibilities in these complex roles 

• searching for distinguishing qualifications in the choosing of a mentor teacher, 

• determining the role of mentor teacher in practicum, 

• increasing the effectiveness of practicum activities, 

• transferring innovative ideas from preparation programs to classroom environment, 

• ensuring that mentor teachers’ taking their own responsibilities. 

In our country, teaching practicum course oriented studies which involves teaching practicum 
personnel, mentor teacher, administrator and teacher candidate have been made (Akyıldız, 2018; Aslan 
& Sağlam, 2018; Bulut Albaba, 2017; Çelik, 2008; Çetinkaya & Kılıç, 2017; Dönmez Usta & Turan 
Güntepe, 2016; Gümüş et al., 2018; Gündoğdu, Altın, Üstündağ, & Altay, 2018; Koç & Yıldız, 2012; Kuter 
& Koç, 2009; Selvi, Doğru, Gençosman, & Saka, 2017; Süral, 2017; Taşdere, 2014; Yalın Uçar, 2015; Yılmaz 
& Namlı, 2017). In each of these studies it has been detected that there are various problems that have 
been experienced by the shareholders and solution suggestions have been tried to be invented. There 
are also researches that explain or try different models to reduce these problems and improve the 
efficiency of the teaching practicum course (Baltacı Göktalay et al., 2014; Bulunuz & Bulunuz, 2016; 
Bütün, 2015; Elçiçek & Bahçeci, 2016; Gömleksiz, Kan, & Öner, 2017; Gürsoy et al., 2013; Gürsoy, Kesner, 
& Salihoğlu, 2016; Kazu & Yenen, 2014; Kuter, 2016; Ozan & Odabaşı, 2016; Peker et al., 2018; Taşgın & 
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Küçükoğlu, 2016; Tatlı & Bayramoğlu, 2015). However, the conduct of this study has been seen as 
essential because of the reason that there is no study which involves the use of a program that has been 
prepared in line with the analysis of the problems that the teacher candidates experienced. 

In this study, the Mentor Teacher Training Program (MTTP) has been applied to pre-service 
teachers who were studying in the Classroom Teacher Education undergraduate program and to 
classroom teachers who are mentor teachers. The aim of the study is to determine the effect of the MTTP 
on the fulfilment levels of the tasks and responsibilities of the mentor teachers in the process of Teaching 
Practicum courses. In this study it has been revealed that the classroom teachers’ opinion about the 
program who are involved in MTTP and if there is a difference in the opinions of the candidate teacher’s 
towards the level of fulfillment of the tasks and responsibilities of those mentor teachers who were 
involved in this program and those who were not. 

Method 

Research Model 
In this study, case study of qualitative research designs was employed. Case studies can be 

based on a mixture of qualitative and quantitative situations (Aytaçlı, 2012). Davey (1991) stated that 
there are six different types of case studies. In this study it has been benefitted from the case study which 
is based on the effects of the program. In such case studies, making inferences about the success and 
failure of the program which has been prepared indicates the effect of the program. In this study in 
which it is aimed that the indication of the MTTP’s effect on the levels of the mentor teachers’ fulfillment 
levels of their tasks and responsibilities has been preferred program effects case study. 

 
Figure 1. The Process of Case Study 

Participants 
There are two different study groups consisting of mentor teachers and pre-service teachers. 

Firstly, the researcher worked with 18 classroom teachers who were chosen according to criterion 
sampling technique in order to gain the tasks and responsibilities of mentor teachers to classroom 
teachers. The criterion of the study was the classroom teachers should be the mentor teachers of the 4th 
grader pre-service teachers who study at the Sakarya University Education Faculty Department of 
Primary Teaching Classroom Teaching Department, and they should be teaching in one of the four 
schools that were selected for the study. 22 classroom teachers eligible to this criterion were found. 
However, four of the teachers were on vacation leave in the process; therefore, they could not join the 
MTTP, and the program was conducted with 18 classroom teachers. 
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12 of the teachers were male, and six of them were female. 10 of the teachers were education 
faculty graduates, six of them were graduates of teacher training high school, one teacher was a 
graduate of education institution, and one teacher was a graduate of faculty of science and literature. 
Two of the teachers had never taken the responsibility of being a mentor teacher, 16 of the teachers had 
been mentor teachers approximately for five terms. All of the teachers pointed out that they were doing 
their job willingly, but one of the teachers did not recommend this profession to anyone. 16 of the 
teachers thought that the teaching profession does not take the credit it needs. None of the teachers 
studied above the bachelor’s degree. 

Secondly, the researcher worked with 97 classroom pre-service teachers to prove the 
effectiveness of the MTTP. To make the study more reader-friendly, the group with 53 classroom pre-
service teachers who took the Teaching Practicum Course II under the guidance of mentor teachers who 
joined the MTTP program will be referred as “Group A” from now on, and the other group with 44 
classroom pre-service teachers who took the course under the guidance of the mentor teachers who did 
not joined the MTTP program will be referred as “Group B”. 

Instruments 
Focus Group Interview: In the scope of need analysis, focus group interviews have been made 

with the classroom teacher candidates. In these interviews, 32 teacher candidates told the problems that 
they had with the mentor teachers. Each session last approximately 50 minutes. The interviews have 
been recorded with the voice recording device. 

Interview: 18 classroom teachers’ opinions about the MTTP have been taken after the 
implementation of the MTTP. This interview last approximately 50 minutes. Two questions have been 
asked for the teachers to state their opinions for the benefit and improvement of the program. The 
interview has been recorded via video recording. 

MTTP Evaluation Form: While developing the form, firstly the literature has been scanned and 
four questions have been invented. These four questions have been given their last shapes by taking 
opinions of the three field experts. This form is used in the last session of the MTTP for the classroom 
teachers’ assessments of the program. 

“MTTP Evaluation Form” was developed for the classroom teachers in order to determine their 
opinions about the program. In this form, there were seven questions regarding their personal and 
professional features, and there were four more questions about the program. The questions about the 
program are as follows: 

• Is MTTP a beneficial program? 
• If MTTP is beneficial, what are its benefits? 
• Are there any features of MTTP that need to be improved? 
• What are the features of MTTP that need to be improved? 

Mentor Teacher Task and Responsibility Questionnaire (MTTRQ): This questionnaire is 
developed in order to measure the level of fulfilment of the mentor teachers’ tasks and responsibilities 
in Teaching Practicum courses. For this, first of all, the literature was reviewed, and an item pool was 
created. To choose the items from the item pool, experts were consulted for content validity and face 
validity. Five field experts were consulted for their opinions about the content of the scale and construct 
validity. The questionnaire which was designed by taking expert opinion was applied to 13 pre-service 
teachers as a pre-application, and it was finalized by fixing the incomprehensible questions in terms of 
face and content. After the necessary regulations were done, the questionnaires Cronbach Alpha factor 
was analyzed and was found as .88. 

In the first section of the developed questionnaire, there was one question to identify whether 
the pre-service teachers were in group A or group B, in the second section there were 21 items to identify 
whether the pre-service teachers fulfill the tasks and responsibilities of their mentor teachers. The 
grading for 21 items in the questionnaire was “Yes (1)” and “No (2)”. This questionnaire is applied to 
classroom teacher candidates when the Teaching Practicum II course is over. The implementation last 
approximately 30 minutes. 
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Procedure 
This study was conducted with Provincial Directorate of National Education within the scope 

of Faculty-School cooperation protocol. After this, needs analysis studies were done by doing focus 
group interviews with the pre-service teachers, and the related literature was reviewed with regard to 
the studies which were about revealing the responsibilities of the mentor teachers and the content of 
the mentor teacher education program. According to Fish (1995) mentor teacher training program 
should include the tasks and responsibilities of the mentor teacher and the pre-service teachers, legal 
subjects, establishment of cooperation, the relation between hypothesis-implementation, the strategies 
that would reinforce the pre-service teachers’ personal and professional development, observation, the 
strategies of evaluating an observed class etc. Subsequently, the problems of the classroom pre-service 
teachers with their mentor teachers were detected. For this, focus group discussions were held with 32 
classroom pre-service teachers. These discussions took place in five sessions, and in each session the 
data was recorded. The results of the need analysis were taken into consideration while developing the 
mentor teacher training program. These results are displayed on Table 1. 

Table 1. The Results of the Need Analysis of the Problems that Pre-Service 
Teachers Had with Their Mentor Teachers in the Process of Teaching Practicum I 
Theme f 
Planning/Briefing 13 
Observation/Evaluation 28 
Transfer of Authority 19 
Personal Features 5 
Total number of Pre-service Teachers 32 

At the end of the focus group discussions the problems that the pre-service teachers had with 
their mentor teachers were categorized under four themes; planning/briefing, observation/evaluation, 
transfer of authority, personal features. While these themes were being specified, Fish’s (1995) program 
subjects were taken into consideration. According to the findings, it was found that the pre-service 
teachers were having problems with their teachers in the process of “observation/evaluation” the most. 
The testimony of one of the pre-service teachers TC12 “My mentor teacher never wanted to see the plans 
I did. Sometimes while I was planning, I was asking questions on the subjects which I was not good at, 
and the teacher was replying in haste. This situation did not develop my planning skill. I planned with 
what I learned at the university.” can be given as an example to the theme of “planning/briefing”, the 
testimony of TC4 “For most of the time, my mentor teacher was leaving the class and was not observing 
me.” the testimony of TC7 “Instead of observing me my mentor teacher was filling in the class book and 
was not giving me feedback.” can be given as an example to the theme of observation/evaluation, the 
testimony of TC15 “Sometimes my mentor teacher interrupted my speech while I was teaching and 
continued to teach him/herself.” can be given as an example to the theme of “transfer of authority”, the 
testimony of TC23 “Because my mentor teacher had a very angry personality, I was afraid to ask 
questions to him/her.” can be given as an example to the theme of “personal features”. It has been 
identified that this problem is present in many studies that have been conducted (Aslanargun et al., 
2012; Baştürk, 2009; Gökçe & Demirhan, 2005; Görgen et al., 2012; Kocadere & Aşkar, 2013; Mays Woods, 
2003; Paker, 2008; Sarıçoban, 2008).  

After the needs analysis, the pre-service teachers who experienced the same problems were 
asked to write case studies that were according to the theme’s content and contained mostly the 
common situations which were seen after the data analysis. This was carried out for every theme. The 
case studies written by the pre-service teachers were inspected with the academic members of 
Classroom Teacher Education Program, firstly. Then, they were examined in terms of language and 
fluency with three academic members of Turkish Language Teacher Education Program. The case 
studies were given their last shapes according to the feedbacks from the experts. 
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In determining the frame and the duration of the program, in terms of rearranging the content 
five experts were consulted; three were the members of Classroom Teacher Education Program, one of 
them was a member of Department of Education of the Computer and Teaching Technologies (DECTT), 
and one of them was a member of Department of Education Sciences (DES). Moreover, third grader pre-
service teachers’ contributions were received for the preparation of the necessary environment in the 
process of implementation of the program. 

MTTP was conducted in Sakarya University Education Faculty with five field experts, 18 
classroom teachers, and seven classroom teachers who provided additional services. The program 
consisted of seven sessions in total six hours, 50 minutes for each session. Sessions are grouped under 
three main headings. First of all, briefing sessions (sessions 1, 2 and 3), workshop sessions (sessions 4, 5 
and 6) and finally assessment session (7th session) were carried out. 

Briefing Sessions: In the first three sessions, four educators gave briefing to the mentor teachers. 
In this briefing, mentor teachers have been provided with the information about the items below; 

1. teacher training model, 
2. the importance of implementation in training teachers,  
3. the importance of the guidance of mentor teachers towards pre-service teachers in the 

implementation studies,  
4. the aim, importance, necessity, content and time of the Mentor Teacher Training Program;  
5. having standardized definitions of the terms about implementation studies,  
6. the tasks and responsibilities of mentor teachers,  
7. the models of an efficient mentor teacher 

While these information are being shared in the first two session it have been benefitted from 
the presentations that are prepared by the two educators which includes the first five items that have 
been stated above and from the videos in which the classroom teacher candidates’ statements of the 
mentor teacher activities they liked. In the third session, two educators carried out the studies that 
encapsulate the sixth and seventh items that are stated above. In this session, mentor teachers have been 
asked to draw two papers from the bell glass which included the teacher candidates’ expectations from 
the mentor teacher. Mentor teacher has been expected to share their experiences and ideas in line with 
the expectations they drew from the bell glass. 

Workshop Sessions: In the fourth session, under the guidance of the four educators, the 
workshops were conducted by stressing the tasks and responsibilities of the mentor teacher in the light 
of the four separate case studies prepared according to experts’ opinions. Each teacher joined the 
necessary group by choosing the workshop s/he wanted to work with (planning/briefing, 
observation/evaluation, transfer of authority, personal features). Each group did the activities that were 
about the workshops they chose under the guidance of the educator. In the group work process, the 
teachers came up with solutions to the problems in the case studies which were between the pre-service 
teachers and their mentor teachers. They wrote the problems they detected and their solution 
suggestions on the pre-prepared activity sheets. In the fifth and the sixth sessions, the teachers shared 
the problems they detected and the solution suggestions they invented with the teachers who are in the 
other groups. In the end of these sessions, a common activity sheet has been developed in which the 
problems decided by the teachers and solution suggestions took place for each exemplary situation. 

Assessment Session: General assessment has been made regarding the MTTP that has been 
applied in the seventh session. The opinions of the teachers towards the program have been taken in 
this session. While the teachers were sharing their opinions, voice recorders were used in order not to 
lose any data. Moreover, in this session the MTTP Evaluation From was distributed to be filled out the 
later on. Thus, it was ensured that the teachers could tell their ideas more openly. These forms were 
collected from the teachers after one week. At the end of the program, certificates were distributed to 
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the teachers who completed the program. After the MTTP, the educational term started in the 
university, and during 14 weeks, the teachers those who attended the MTTP and those who did not 
guided the students throughout the Teaching Practicum II process. This process continued during the 
term. At the end of the Teaching Practicum I process, the mentor teachers who attended the MTTP and 
those who did not were evaluated with the MTTRQ. 

Data Analysis, Validity and Reliability 
Descriptive analysis was used in analyzing the qualitative data. The data was coded with letters 

as mentor teacher MT, pre-service teachers TC and numbers according to their placements in the study. 
For instance, it was coded as TC11 (11th mentor teacher). The literature was reviewed, and experts’ 
opinions were received in order to increase the reliability of the study, and the MTTP Evaluation Form 
was prepared. In order to increase the transmissibility of the study, it has been remained faithful to the 
nature of the data with the direct citations. In order to maintain the consistency of the study, in the 
analyzing of the data, the coding was done by the two experienced expert researchers who worked 
separately about the qualitative data subject. The coding was compared, and their reliability percentages 
were calculated. The Reliability=Consensus/(Consensus+Dissensus) X100 formula was used on the 
coding done by the two researchers for reliability purposes (Miles & Huberman, 1994). The consensus 
between coders was found 97%. As the consensus percentage above 90% is regarded as reliable, the 
study was considered to be reliable in terms of data analysis. To provide the confirmation of the study, 
the data collection tools, raw data, and the coding were kept by the researchers to be presented for 
future inspections when it is found necessary. 

In the analysis of the qualitative data, the Chi-square test with two variables was used. In the 
analysis of the Chi-square test, the significance level was taken as .05. Moreover, in a situation of the 
expected value is less than 5 by looking at the stigma number if it is not over %20 chi-square analysis 
(Tabachnick & Fidell, 2007), if it is over % and frequency analysis have been done. 

Results 

To take their opinions about program, four questions were asked to teachers who attended the 
program. First of all, it was asked “if the MTTP is beneficial or not”, and 18 out of 18 teachers who 
attended the program told that it was beneficial. Second question was “What are the benefits of the 
MTTP”. The given answers are provided with the codes on Table 2. 

Table 2. The Findings Regarding the Benefits of MTTP according to Mentor Teachers’ Opinions 
Theme 
In terms of .... 

Codes f 

Pre-service teacher 

Learning what their problems are 15 
Learning how to meet their needs 12 
Learning what their expectations are 8 
Learning what their responsibilities are 3 

Mentor Teacher 

Learning what their tasks and responsibilities are 16 
Noticing the necessity of attending this program 13 
Learning how to mentor 9 
Noticing the necessity of the right communication 9 
Learning what the corrects/faults/minuses are 5 
Finding the opportunity to empathize with 5 
Finding the opportunity to share the experiences 3 

Teacher Training Finding the opportunity to assess the importance of teaching practices 12 
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In line with the answers of the mentor teachers who attended MTTP, the benefits of the program 
were gathered under three themes which in terms of pre-service teacher, mentor teacher and teacher 
training. MTTP has been found beneficial by the mentor teachers for the learning of, when it is looked 
from the perspective of teacher candidates, the problems the teacher candidate has, the expectations of 
the teacher candidate, how to meet their expectations and what are the responsibilities of the teacher 
candidate. MTTP has been found beneficial when it is looked from perspective of the mentor teacher 
for items of, learning what the tasks and responsibilities of the mentor teacher are, noticing the necessity 
of attending this program, learning how to mentor, noticing the necessity of the right communication, 
learning what the corrects/faults/minuses are, finding the opportunity to empathize with, finding the 
opportunity to share the experiences. MTTP has been found beneficial from the perspective of teacher 
training for it provides the opportunity for the assessment of the importance of teaching practices. 
Mentor teachers' exemplary statements for the codes can be given as; MT11’s “I learned what the 
expectations of the teacher candidates are from us. I found the opportunity to assess the teaching practices I did 
until now.”, MT4’s “I received information about the faults that are made in the implementation in general and 
what the expectations are according to the questionnaire findings that has been applied to the teacher candidates 
and how meet the these expectations.” And MT13’s “We learned the expectations of our candidate friends from 
us. We saw the faults we made. We learned what we should do. We saw that implementation program is more 
important than we guess with the academic evidence.” 

18 classroom teachers pointed out that program has features that need to be improved as an 
answer for the third question “Are there any features of MTTP that need to be improved?”. Fourthly, 
the opinions of the mentor teachers who involved in MTTP about the features of program that need to 
be improved are asked and findings are given on Table 3. 

Table 3. The Findings Regarding the Features of MTTP That Needs to be Improved according to the 
Opinions of Classroom Teachers 
Theme Codes f 
From the 
perspective of 
the attendees 

Numerical limitation of the attendance of the mentor teachers  15 

Other shareholders sitting out the program 12 

From the 
perspective of 
the program 

Short time for the program 18 
Shortage of the variety of the methods for the study of the exemplary 
situations 

9 

Not categorizing the program into different titles (administrator, teacher, 
instructor etc.)  

5 

Lack of coordination among the staffs in the program 3 

The opinions of the mentor teachers regarding the improvement of the MTTP have been 
gathered under two themes; attendees and program. When it is looked from the perspective of the 
attendees 15 of the classroom teachers stated that this program should be applied to all of the teachers, 
12 of them stated that the other shareholders should be involved in this program as well. When it is 
looked from the perspective of the program, 18 of the classroom teachers stated that a short amount of 
time spared for the program, 9 of them stated that there is a shortage of the variety of the methods for 
the study of the exemplary situations, 5 of them stated that the program have not been categorized into 
different titles (administrator, teacher, instructor etc.) and 3 of them stated that there is a necessity for 
the improvement of the program for the reason of lack of coordination among the staffs in the program. 
Mentor teachers' exemplary statements for the codes can be given as; MT1’s “It is beneficial to improve 
this program and applying it to all of the teachers in a more detailed way.”, MT3’s “The program should have 
more time and the interns, the instructors and mentor teachers should attend to program together.”, MT8’s 
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“Increasing the coordination of all of the attendants in this program.” MT13's "Since the reading of the case 
studies in this program takes a lot of time, different methods such as drama can be tried." 

The opinions of teacher candidates in the groups A and B, at the end of the Teaching Practicum 
II process, about the mentor teachers’ fulfilling their tasks and responsibilities are shown on Table 4.  

Table 4. The Findings Regarding Mentor Teachers’ Fulfilling Their Tasks and Responsibilities 
according to Pre-Service Teachers 

MTCEQ Items 
 Group A Group B 

sd χ² p 
 No Yes No Yes 

1. S/he planned stable meeting hours. 
f 7 37 34 19 1 22.93 .000* 
% 15.9 84.1 64.2 35.8    

2. Introduced me as a teacher to other teachers 
and school staff. 

f 13 31 18 35 1 .22 .642 
% 29.5 70.5 34 66    

3. Introduced me as a teacher to the class in 
which I would be doing my implementation. 

f 3 41 24 29    
% 6.8 93.2 45.3 54.7    

4. Informed me about the personal differences 
about the students in the classroom in which I 
would be doing my implementation. 

f 6 38 23 30 1 10.16 .001* 

% 13.6 86.4 43.4 56.6    

5. Informed me about the information 
technologies that could be found in the school. 

f 14 30 16 37 1 .30 .863 
% 31.8 68.2 30.2 69.8    

6. Helped me in my planning of the education-
teaching activities. 

f 12 32 22 31 1 2.14 .143 
% 27.3 72.7 41.5 58.5    

7. Showed me exemplary activities about the 
lesson I was planning to perform. 

f 11 33 18 35 1 .92 .337 
% 25.0 75.0 34 66    

8. Checked the lesson plans and the tools I had 
prepared. 

f 11 33 29 24 1 8.76 .003* 
% 25 75 54.7 45.3    

9. Observed me while I was performing. 
f 4 40 15 38 1 5.63 .018* 
% 9.1 90.9 28.3 71.7    

10. Gave me feedback at the end of my 
performance. 

f 9 35 25 28 1 7.54 .006* 
% 20.5 79.5 47.2 52.8    

11. Criticized me in the classroom environment 
(in front of the students). 

f 40 4 25 28 1 20.81 .000* 
% 90.9 9.1 47.2 52.8    

12. Criticized me in a constructive way. 
f 10 34 25 28 1 6.23 .019* 
% 22.7 77.3 47.2 52.8    

13. Evaluated my education-teaching activities. 
f 9 35 13 40 1 .23 .633 
% 20.5 79.5 24.5 75.5    

14. Informed me about my evaluation results. 
f 13 31 15 38 1 .02 .893 
% 29.5 70.5 28.3 71.7    

15. S/he was patient. 
f 7 37 7 46 1 .14 .706 
% 15.9 84.1 13.2 86.8    

16. S/he was sincere. 
f 8 36 21 32 1 5.27 .022* 
% 18.2 81.8 39.6 60.4    

17. S/he was caring. 
f 8 36 7 46 1 .45 .500 
% 18.2 81.8 13.2 86.8    
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Table 4. Continued 

MTCEQ Items 
 Group A Group B 

sd χ² p 
 No Yes No Yes 

18. Possessing effective communication skills. 
f 7 37 5 48 1 .93 .335 
% 15.9 84.1 9.4 90.6    

19. Saw me as his/her colleague. 
f 4 40 4 49    
% 9.1 90.9 7.5 92.5    

20. S/he was an eligible teacher model. 
f 9 35 10 43 1 .038 .845 
% 20.5 79.5 18.9 81.1    

21. S/he was eager to tell his/her opinions about 
to teach what and how. 

f 9 35 25 28 1 7.54 .006* 
% 20.5 79.5 47.2 52.8    

*=p<.05 

The opinions of the pre-service teachers in the A and B groups related to the guidance of the 
teachers in the application of Teaching Practice II showed a significant difference in some items (p<.05). 
In the presentation of the findings, statistically significant items are presented first.  

As one of the items in MTCEQ “Planned stable meeting hours.” showed significant difference for 
the pre-service teachers in group A (χ² (1)=22.93, p<.05). 84.1% of the pre-service teachers in group A 
said their mentor teachers planned stable meeting hours; on the other hand, the percentage in group B 
was only 35.8%. For the item of “Informed me about the personal differences of the students in the classroom”, 
there was a significant difference for the experiment group (χ² (1)=10.16, p<.05). The %86.4 of the pre-
service teachers in group A said they had been introduced as a teacher to the class in which they were 
going to do their implementations, in the group B this percentage was found as 56.6%. For the item of 
“Checked the lesson plans and the tools I had prepared.”, there was a significant difference for group A (χ² 
(1)=8.76, p<.05). The 75% of the pre-service teachers in group A said the mentor teacher checked their 
lesson plans and the tools they had prepared, in group B the percentage was 45.3%. For the item of 
“Observed me while I was performing.”, there was significant difference for group A (χ² (1)=5.63, p<.05). 
The 90.9% of the pre-service teachers in group A said that their mentor teachers observed them while 
they were performing, in group B the percentage was 71.7%. For the item of “Gave me feedback after my 
performance.”, there was a significant difference for the pre-service teachers in group A (χ² (1)=7.54, 
p<.05). The 79.5% of the pre-service teachers in group A said their mentor teachers gave feedback after 
their performances; the percentage for group B for this item was 52.8. As a negative item for mentor 
teachers “Criticized me in the classroom environment (in front of the students).”, there was mean significant 
difference for group A (χ² (1)=20.81, p<.05). The 9.1% of the pre-service teachers in group A said their 
mentor teachers criticized them in the classroom environment, in group B the percentage for this item 
was 52.8. For the item of “Gave constructive feedback.”, there was a significant difference for the pre-
service teachers in group A (χ² (1)=6.23, p<.05). The 77.3% of the pre-service teachers in group A said 
that their mentor teacher gave constructive feedback, the percentage in group B for this item was 52.8. 
For the item of “S/he was sincere.”, there was a significant difference for the pre-service teachers in group 
A (χ² (1)=5.27, p<.05). The 81.8% of the pre-service teachers in group A said their mentor teacher was 
sincere to them, in group B the percentage was 60.4. For the item of “S/he was eager to tell his/her opinions 
about what to teach and how to teach.”, there was a significant difference for the pre-service teachers in 
group A (χ² (1)=7.54, p<.05). The 79.5% of the pre-service teachers in group A stated that their mentor 
teacher was eager to tell his/her opinions about what to teach and how to teach, in group B the 
percentage for this item was 52.8. 
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It has been identified that the mentor teachers who attended to MTTP, introduce candidate as 
a teacher to the class s/he will be doing his/her implementation (%93.2-%54.7), introduce the candidate 
teacher as a teacher to the other teachers and to the school personnel  (%70.5-%66), help them with the 
planning of the education-training activities (%72.7-%58.5), show related activities to the teacher 
candidate about his/her planned lesson (%75-%66) and assess the education-teaching activities (%79.5-
%75.5) at a higher rate than those who did not attend. 

It has been reached to the conclusion that the mentor teachers who attended MTTP consider the 
teacher candidate as a colleague (%90.9-%92.5), giving information to the teacher candidates about the 
information technologies (%68.2-%69.8), informing the teacher candidate about results of assessment 
(%70.5-%71.7), they are patient (%84.1-%86.8), they are caring (%81.8-%86.8), they have effective 
communication skills (%84.1-%90.6), they are competent teacher models (%79.5-%81.1) at 
approximately same rate with the mentor teachers who did not attend. 

Discussion, Conclusion and Suggestions 

The pre-service teachers have problems with their mentor teachers in the practicum under the 
various topics that can be taken as different issues. In this study, the problems that have been gathered 
with the need analysis the pre-service teachers have with their mentor teachers are classified under four 
themes; planning/briefing, observation/evaluation, transfer of authority, and personal features. When 
the literature has been examined results obtained in the study of need analysis shows consistency with 
the study results which have found that in line with the theme of Planning/Briefing, the mentor teachers 
do not provide enough guidance for the teacher candidates in the process of planning the lesson and 
their levels of checking the prepared lesson plan and materials are low (Baştürk, 2009; Gökçe & 
Demirhan, 2005; Paker, 2008), in line with the theme of “observation/assessment” mentor teachers 
usually do not attend the classes and do not observe the teacher candidate, their levels of giving 
information about the results of the assessment and giving reinforcer to teacher candidate are low 
(Aslanargun et al., 2012; Gökçe & Demirhan, 2005; Paker, 2008), in line with the theme of “transfer of 
authority” the mentor teacher feels the need of correcting the teacher candidate by interfering the lesson 
(Mays Woods, 2003), in line with the theme of “personal features” the communication between mentor 
teacher-teacher candidate is weak, mentor teachers are not good listeners and mentor teachers cannot  
be a good model, cannot be aware of his/her responsibilities and cannot be volunteer to collaboration 
(Görgen et al., 2012; Kocadere & Aşkar, 2013; Sarıçoban, 2008).  

If the mentor teacher interrupts, corrects, or asks him/her questions in classroom or in front of 
the students, the mentor teacher hinders the pre-service teacher’s development and establishment of a 
harmonious communication with the students. The mentor teacher can prevent this situation by 
checking the plans that the pre-service teacher prepared beforehand (Cooperating Teacher 
Informational Guide, 2012). As it can be seen, there are some reasons for the emergence of every 
problem, and there are some things that should be done to prevent the problem. Within the scope of 
this research, in order to prevent the problems encountered between the pre-service teachers and the 
mentor teachers determined during the Teaching Practice I course as well as other problems identified 
in the literature for the themes determined in the research, MTTP was developed and mentor teachers 
were trained. In line with this, scientific studies have also suggested that mentor teachers should be 
trained (Akçamete, Aslan, & Dinçer, 2010; Aslan & Dayıoğlu Öcal, 2012; Bektaş & Ayvaz, 2012). 

After the training, mentor teachers' opinions about MTTP were examined and they stated that 
they would be more efficient in mentorship process by expressing that education was efficient. 1600 
pre-service teachers and 750 mentor teachers attended the training program which was developed by 
Riggs and Sandlin (2002). At the end of the study, they reached the conclusion that mentor training is 
effective in terms of classroom management, discipline, and developing professional approach. In her 
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study, Yalın Uçar (2008) found that mentor teachers participating in the program increased their 
competence and attitudes towards mentorship at the end of the program developed for mentor teacher 
training. Gareis and Grant (2014) found in their studies that the mentor teachers’ self-efficacies who 
attended the mentorship training were higher than those who did not. The results for the benefits of the 
program obtained from this study overlap with the Gareis and Grant’s (2014), Yalın Uçar’s (2008) and 
Riggs and Sandlin’s (2002) studies. In addition, the mentor teachers stated that the MTTP should be 
improved in terms of participant and program. Peker et al. (2018) and Peker (2018), in their research, 
found that, as a requirement of model A, all stakeholders simultaneously took part in the process, and 
that prospective teachers gained many professional achievements such as transparency, reflective 
thinking, versatility and objectivity in the Teaching Practicum courses. In this respect, the result 
obtained from these studies can be an example of teachers' views on enriching the stakeholder and 
program content for improving the program. 

At the end of the Teaching Practicum II class, there were differences between the mentor 
teachers who attended the MTTP and those who did not in terms of stable meetings, introducing the 
pre-service teacher to primary school students as teacher, informing the pre-service teachers about the 
personal differences about the students in the classroom, checking the lesson plans and the materials 
that the pre-service teacher had prepared, observing the pre-service teacher while s/he was performing, 
giving feedback, not criticizing the pre-service teacher in the classroom, criticizing constructively, being 
sincere and eager. First, at the end of the study, according to opinions of the pre-service teachers, the 
differences which have occurred between the mentor teachers who attended the MTTP and those who 
did not were classified and argued under five titles, then the similarities were discussed. 

Firstly, it is found that the mentor teachers who did not attend the MTTP do not hold stable 
meetings enough; on the other hand, the mentor teachers who attended the MTTP plans meeting hours 
with their pre-service teachers. The planning of meeting hours is essential for pre-service teachers in 
professional development in terms of guiding the pre-service teachers, giving feedback about his/her 
performance and improvement, his/her expectations, wishes or suggestions. This situation increases the 
communication between mentor teacher and pre-service teacher as well as the sincerity. Mentor teachers 
may prepare a meeting schedule with their pre-service teachers at the beginning of the term. Faculty 
staff responsible for practicum should follow this schedule, and this schedule should be taken into 
consideration for choosing the mentor teacher in the new term. 

Secondly, it is found that the mentor teachers who did not attend the MTTP give insufficient 
information about the personal differences of the students, those who attended the MTTP gives the 
necessary information to pre-service teachers. Sandholtz and Wasserman (2001) pointed out in the 
results of their studies that pre-service teachers sweat in seeing the personal differences of the students. 
According to this, the mentor teachers should give information about the personal differences of the 
students, share their experiences about how they point out those differences, be a guide about how to 
plan the teaching regarding those differences. The mentor teachers who attended the MTTP, as stated 
in the literature guided the pre-service teachers to plan and to implement with the information they 
gave. 

Thirdly, it has been found that the mentor teachers who did not attend the MTTP are inefficient 
in checking the lesson plans and the materials which the pre-service teacher prepared, as for the mentor 
teachers who attended the MTTP do this checking efficiently. Thanks to this control, the pre-service 
teacher did not confront with the interference situation to his/her class. As a result of this, the mentor 
teachers who did not attend the MTTP criticize the pre-service teachers in the classroom environment 
(in front of the students), those who attend the MTTP make their criticisms outside the classroom and 
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constructively. Besides, mentor teacher’s checking of the lesson plans and the materials will make the 
pre-service teacher feel safe. 

Fourthly, it is found that the mentor teachers who did not attend the MTTP are inefficient in 
observing and giving feedback to pre-service teachers, those who attended to MTTP give feedback by 
observing the pre-service teacher. In many studies, it is seen that the mentor teachers are not observing 
while the pre-service teachers are performing and are not giving feedback to pre-service teachers. The 
results acquired from this study show consistency with the studies of Gündoğdu, Coşkun, Albez, and 
Bay (2010), Paker (2008) and Kuter (2009). The mentor teachers’ observations and their evaluations of 
the results of their observations are crucial for the development of the pre-service teachers (Oral, 2003). 
There is a positive effect of giving feedback to pre-service teachers on their pedagogic attitudes (Coulon, 
2000; Rhoads et al., 2013). Harmandar, Bayrakçeken, Kıncal, Büyükkasap, and Kızılkaya (2000) reached 
the conclusion that the feedback given to pre-service teachers create change of attitude in the wanted 
way. The implementation of the mentor teachers who attended the MTTP and the statements in the 
literature show that the feedback given by the mentor teachers will contribute to the development of 
the pre-service teachers. 

Fifthly, the pre-service teachers found the mentor teachers who attended the MTTP sincerer. It 
is found that the pre-service teachers who expect their mentor teachers to be eager to tell his/her 
opinions on what to teach and how to teach have met their expectations in the teachers those who 
attended the MTTP (Bektaş & Ayvaz, 2012). Thus, both studies reinforce each other. 

It has been identified that the mentor teachers who attended to MTTP introduced the teacher 
candidates as a teacher to the classes they are going to implement and considers the teacher candidate 
as a colleague at a higher rate. The relation between mentor teacher and teacher candidate is an essential 
component in teacher candidates’ pre-service trainings. Understanding this relation is crucial for 
facilitating the improvement of the teacher candidate. According to Montgomery (2000) in order to 
facilitate this relation between mentor teacher and teacher candidate, there should be a “colleague 
relation. Mentor teachers’ consideration and introducing the teacher candidates as teachers is a sign for 
the beginning of this relation.  

It has been reached to conclusion that the mentor teachers who attended to MTTP introduces 
the candidate teacher as a teacher to the other teachers and to the school personnel at approximately the 
same rate with those who did not attend and giving information to the teacher candidates about the 
information technologies, helping them with the planning of the education-training activities, showing 
related activities to the teacher candidate about his/her planned lesson, assessing the education-teaching 
activities, informing the teacher candidate about results of assessment, they are patient, they are caring, 
they have effective communication skills, they are competent teacher models. 

Koç (2012) classifies the roles of the mentors as academic supporter, psychological supporter, 
social supporter, self-trainer, and organizer. Providing feedback to pre-service teachers about his/her 
teaching performance, planning of the lesson, willing to give facilitative information are in the academic 
supporter role of the mentor teacher. In the light of this, the results acquired from this study, in short, 
show that the mentor teachers who attended the MTTP give more academic support to pre-service 
teachers when they are compared to the teachers who did not attend. 

Whether they attended the MTTP or not, it is found that the mentor teachers provided pre-
service teachers with exemplary activities, evaluated the pre-service teachers, patient, a skilled teacher 
model who has the skill to communicate effectively. This finding shows consistency with the findings 
of the study conducted by Gareis and Grant (2014). Based on these results, the following suggestions 
were developed. 
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The 21st century will require special skills for the new generations. There are many studies on 
what this century skills are, and they are still being conducted (Bybee & Fuchs, 2006; Dumont & Istance, 
2010; Ministry of National Education, 2009; Saavedra & Opfer, 2012a, 2012b; Silva, 2009). Teachers play 
a huge role in gaining these skills to society. When it is thought that teachers should have these skills in 
the first place, the importance of the implementation in teacher training and the importance of mentor 
teachers’ guidance to pre-service teacher in implementation are increasing. Therefore, the process of 
choosing mentor teachers should be done consciously. Mentor teachers should be chosen among the 
teachers who have the same field of expertise and be aware of his/her tasks and responsibilities by 
joining the MTTP and among those who gained the necessary features. Thus, implementations can be 
done nationwide by all of the institutions where teachers are being trained by adopting the program 
into their fields. 

In the future studies, MTTP can be applied with the attendance of all the shareholders. Thus, it 
can be possible to improve the empathy towards the processes both, the learning of the tasks and 
responsibilities among the shareholders and actualization of these tasks and responsibilities.  

In the scope of the teaching practicum course, mentor teacher and teacher candidate can be 
included into MTTP with specific timelines. Thereby, it can be contributed to the solution process by 
planning various studies about failed tasks and responsibilities.  

A more diverse MTTP can be developed by merging a meta-analysis which will be applied to 
the studies that are in the literature and with the findings from the studies that will be conducted with 
more attendants with the teacher candidates. With this way, in the scope of teaching practicum course, 
the teacher candidates can be provided with a more effective experience.    

In this study the problems with the mentor teacher the teacher candidate have are merged into 
five categories; planning/briefing, observation/assessment, transfer of authority and personal features. 
Trainings can be organized with the attendance of all the shareholders about MTTP regarding these 
themes. By this way, it will be possible the reflection of the outcomes of the shareholders in the process 
of teaching practicum course with the trainings that will be organized in the scope of special themes. 
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