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With the study reported on here we aimed to explore and compare the experiences of pre-service teachers with their mentor 

teachers and of mentor teachers with their own mentor teachers when they were pre-service teachers. The design of this 

qualitative research was narrative inquiry. The study group consisted of senior pre-service pre-school teachers taking the 

Teaching Practice I course (n = 8) in the Faculty of Education at a state university and their mentor teachers (n = 4) teaching 

in public kindergartens. Qualitative data was collected through individual narrative interviews with pre-service teachers and 

their mentor teachers. The data was subjected to content analysis using inductive coding. Three themes emerged from the 

content analysis: (1) mentoring experiences of pre-service teachers and their mentor teachers, (2) mentoring memories of pre-

service teachers and their mentor teachers, and (3) wishes of pre-service teachers and of their mentor teachers about mentoring. 

The most striking finding of this research was that the memories and wishes of pre-service teachers and their mentor teachers 

about mentoring were similar. The findings of this research are anticipated to bring about different perspectives and contribute 

to the content and effectiveness of teaching practice courses. 
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Introduction 

The teaching practice course allows pre-service teachers to have field-based learning experiences providing them 

with opportunities to serve beside mentor teachers and develop instructional skills under the dual guidance of a 

mentor teacher and a teacher educator (Kennedy & Lees, 2014, cited in Lees & Kennedy, 2017). Pre-service 

teachers may lack knowledge of how to use various teaching methods and assessment strategies effectively 

(Matoti & Odora, 2013). For this reason, teaching practice, as a critical element of teacher education, enhances 

pre-service teachers’ experiences before starting in the profession (Mudzielwana & Maphosa, 2014). At this stage, 

which is the beginning of the teaching experience, pre-service teachers do several practices to improve their 

teaching skills and expand their knowledge about effective teaching, and they learn the teaching profession by 

doing and experiencing (Collinson, Kozina, Lin, Ling, Matheson, Newcombe & Zogla, 2009). In the teaching 

practice course, effective mentor teacher guidance is needed to maximise the achievements that pre-service 

teachers gain in practice (Ehrich, Hansford & Tennent, 2004; Hobson, Ashby, Malderez & Tomlinson, 2009). 

The effectiveness of mentor teacher guidance depends on the mentor teacher’s roles and qualifications. 

 
Literature Review 

From the literature it is clear that mentor teachers who lack adequate characteristics do not always lead analysis, 

reflection, and development of pre-service teachers. The main problems reported in studies are mentor teachers 

failing to provide pre-service teachers with adequate support and feedback (Eraslan, 2009; Pierce & Peterson 

Miller, 1994), imposing their own teaching styles (Beck & Kosnik, 2000; Okan & Yıldırım, 2004), not giving 

advice and suggestions (Vásquez, 2004), not valuing pre-service teachers as colleagues (Schoeman & Mabunda, 

2012), being absent from classrooms (Eraslan, 2009; Ravhuhali, Lavhelani, Mudzielwana, Mulovhedzi & 

Nendauni, 2020), the lack of knowledge and communication skills (Kudu, Özbek & Bindak, 2006; Özmen, 2008; 

Ravhuhali et al., 2020), their being older (Ravhuhali et al., 2020), their inflexibility regarding teaching and 

assessment (Heeralal & Bayaga, 2011), and the negative attitudes of school administrators, mentor teachers and 

students (Demir & Çamlı, 2011; Özdaş, 2018). 

The problems related to mentoring mentioned above are also experienced in Türkiye, which is why we 

embarked on this study. Kasapoğlu (2015) reviewed 36 studies on school experience and practice teaching in 

Türkiye and points out that 22 of them included negative views on school experiences and practice teaching 

reported by stakeholders. Ineffective mentoring, the lack of interaction between mentors and mentees, poor 

consideration of practice teaching, and mentor teachers’ lack of awareness about the purpose and content of school 

experiences and practice teaching seemed to be some of the drawbacks of apathetic mentor teachers and teacher 

educators (Kasapoğlu, 2015). Pre-service teachers are disappointed when they realise that mentor teachers are not 

competent enough to teach them how to teach. Therefore, planning effective teaching practice is of great 

significance (Du Plessis, 2013). Effective mentor teachers are individuals who are positive role models, who  
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collaborate with and motivate pre-service teachers 

and act as mentors, coaches, and friends (Zachary, 

2002). Mentor teachers should be individuals who 

choose to be positive models instead of directing 

pre-service teachers (Acheson & Gall, 1997), are 

willing to mentor (Gareis & Grant, 2014), and who 

possess good communication skills (Trubowitz & 

Robins, 2003). 

Chang-Kredl and Kingsley (2014) state that 

pre-service teachers’ positive school memories 

result in them imitating their former teachers, while 

negative school memories may evoke a desire to 

reverse these experiences. Additionally, pre-service 

teachers’ past experiences and feelings shape their 

current and future self-perceptions, and accordingly, 

teaching behaviour (Chang-Kredl & Kingsley, 

2014). Miller and Shifflet (2016) state that memories 

based on teaching practice generally had much 

stronger effects than the course content; pre-service 

teachers connected what they experienced in school 

with effective teaching practices done in the course, 

and those memories affected their future vision as 

teachers. From the literature it is clear that pre-

service teachers’ memories about their past are 

effective in constructing their teacher identities, and 

accordingly, the way that they regard themselves as 

teachers. Furthermore, there is a significant 

relationship between positive memories about 

personal and professional characteristics of mentor 

teachers and the views of pre-service teachers on the 

ideal teacher (Pellikka, Lutovac & Kaasila, 2018). 

Similarly, positive and negative experiences of pre-

service teachers with mentor teachers during 

teaching practice might create their memories of 

mentoring in time. 

Real or imagined memories usually relate to 

narratives, which are often largely in the past tense, 

spoken and contain a chronological sequence of 

events (McCabe, 2008). The definition of narrative 

emphasises the contextual aspect of oral stories that 

are told to particular listeners to have them create 

meaning from such stories (Kohler Riessman, 

2008). As a cognitive bridge between past and 

present is established via memories, it is necessary 

to reveal and analyse pre-service teachers’ and 

mentor teachers’ memories based on their 

experiences (Balli, 2011). This is related to 

temporality, one of three commonplaces of narrative 

inquiry, within which field texts, namely, data 

composed from their narratives, are considered 

(Clandinin & Caine, 2008). Temporality directs 

attention to experiences that participants gain 

through multiple interactions with others over time 

and reflections they make on and of their past 

experiences (Clandinin & Caine, 2008). However, 

the bridge is not only cognitive. Other 

commonplaces of narrative inquiry are sociality and 

place (Clandinin & Caine, 2008). Sociality draws 

attention inward to the emotions, moral disposition, 

and thoughts of participants and outward to events, 

people and objects. Place is about the places where 

the experiences were lived and told. 

Carr (1986) associates the ternary structure of 

time (past-present-future) with three critical 

dimensions of narrative inquiry. In other words, the 

past transmits meaning, the present transmits value, 

and the future transmits intention. Thus, narrative 

inquiry consists of significance, value and intention 

(cited in Connelly & Clandinin, 1990). With this 

research we, therefore, encouraged participants to 

remember the past (memories), live the present 

(experiences), and imagine the future (wishes). 

Mentor teachers’ and pre-service teachers’ 

memories of the teaching practice course may affect 

their current and future mentoring behaviour. 

Mentor teachers and pre-service teachers might 

learn lessons from the past, put those lessons into 

their current practices and may guide their future 

actions. The findings in our research might 

contribute to the growth of pre- and in-service 

teachers’ reflective mentoring skills. Both mentor 

teachers and pre-service teachers will notice the 

need of being reflective mentors who “critically 

reflect upon their own practice to further develop 

their skills and understanding of different mentoring 

approaches, drawing from other mentors, their 

supervisor and from other helping professions” 

(Merrick & Stokes, 2003:para. 33). It is thought that 

studies related to pre-service teachers’ and their 

mentor teachers’ memories of mentoring will bring 

about different perspectives and will contribute to 

the content and effectiveness of the teaching practice 

course. In addition, it is anticipated that pre-service 

teachers receiving positive mentoring experiences 

will help their students acquire knowledge, skills, 

values, attitudes and competences to progress into 

higher education and the business world, and thus, 

contribute to the economic development of society 

at a national level (Mukeredzi, Mthiyane & Bertram, 

2015). Therefore, in this study, we aimed to explore 

and compare pre-service teachers’ experiences with 

those of their mentor teachers and their mentor 

teachers’ experiences with those of their own mentor 

teachers when they were pre-service teachers. For 

this purpose, answers to the following research 

questions were sought: 
1) What are the mentoring experiences, memories and 

wishes of 

a) in-service teachers when they were pre-service 

teachers? 

b) pre-service teachers? 

2) How do in-service teachers’ memories of mentoring 

affect their present mentoring behaviour? 

 

Theoretical Framework 
Mentoring 

The term “mentor” has several definitions, which 

range from someone who helps mentees pursue a 

career, to someone who teaches mentees about life, 

from a regular classroom teacher who does what s/he 

always does, to a developmental guide who can 
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work without focusing on a specific field (Daloz, 

1983). Mentoring is effective in professional 

development programmes, especially when it meets 

instructional and content needs of teachers (Nel & 

Luneta, 2017). Mentoring is an essential tool that 

fosters learning of pre-service, novice and in-service 

teachers (Sibanda & Jawahar, 2012). During 

teaching practice, pre-service teachers receive 

feedback from the mentor teacher and teacher 

educator regarding problems, teacher-child 

interaction, and inquiry-based and reflective 

learning (Linn & Jacobs, 2015). Mentoring is also 

effective in increasing learners’ success in the 

classroom, thus allowing them to access the 

opportunities for further education and employment 

and ultimately making a contribution to national 

economic development (Mukeredzi et al., 2015). 

Mentoring is a complex task affected by the 

personal characteristics of the mentor teacher and 

the novice teacher, the needs of the novice teacher, 

and the relationships between the mentor teacher 

and the novice teacher. Mentoring is multifaceted 

despite various mentoring schemes and approaches. 

Indeed, there is no simple prescription for effective 

mentoring (Martin, 1996). Although an agreed 

model for mentoring does not exist, there is an 

urgent need to work towards a common 

understanding of roles and responsibilities (Martin, 

1996). As a theoretical framework for this research, 

Daloz’s structure based on modes that mentors 

normally adopt, was helpful (Daloz, 1986, cited in 

Martin, 1996). Daloz (1986) suggests that mentors 

do three things: they support, challenge and give 

vision (cited in Martin, 1996). 

Support is defined as “acts through which the 

mentor affirms the validity of the student’s present 

experience” and “attempts to bring her boundaries 

into congruence with his [the student’s]” (Daloz, 

1986:212, cited in Martin, 1996). For instance, 

providing structure to what the novice teacher does 

or expressing positive expectations might be 

regarded as support (Daloz, 1986, cited in Martin, 

1996). A challenge is where the mentor teacher tries 

to advance the novice teacher towards her/his own 

or generalised ideal. Taking up a contrasting stance 

to encourage discussion might be regarded as 

challenge (Daloz, 1986, cited in Martin, 1996). The 

third dimension is vision, which inserts challenge 

and support in a suitable context. Novice teachers 

use vision as a means to achieve goals. The mentor 

teacher should create a context of expectations, but 

what is more vital, is having a general vision rather 

than a specific one (Daloz, 1986, cited in Martin, 

1996). The mentor provides vision by acting as a 

guide or a role model by encouraging discussion 

about the future of a mentee (Bower, 1998). 

Mentoring requires a good mix of support and 

challenge. The desire to get a good mix of support 

and challenge to keep novice teachers moving 

forward is a guarantee of success itself (Daloz, 1986, 

cited in Martin, 1996). By balancing support, 

challenge and vision, the mentor builds the tension 

necessary for change and development (Widick & 

Simpson, 1978, cited in Bower, 1998). 

Daloz (1986) describes a model of 

mentor-mentee interaction that is effective in 

helping adults through transition (cf. Figure 1). He 

reports that effective mentor-mentee relationships 

balance the following elements: support, challenge, 

and a vision of the mentee’s future career (cited in 

Bower, 1998). 

  



4 Kasapoglu, Aydogdu, Uyanik Aktulun 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1 Striking a balance between support and challenge (adapted from Daloz, 1986, cited in Schofield, 

2019:21) 

 

This model provides the mentor with a helpful 

framework for thinking about relationships with the 

mentee regarding their current developmental status 

and how to strike a fit balance between support and 

challenge, which will naturally place the mentee in 

the growth quadrant. This is the result of suitably 

high challenge and suitably high support (Schofield, 

2019) as striking a balance between support and 

challenge in mentoring is essential. An overly 

supportive mentor may induce learned helplessness 

and dependency in the mentee, thereby restraining 

development. Appropriately high support and 

appropriately high challenge are effective (Daloz, 

1986, cited in Schofield, 2019). The quadrant 

representation helps mentors think about how their 

own behaviour could hinder or advance 

development (Schofield, 2019). 

The novice teacher will make little progress 

with little support and little challenge (Daloz, 1986, 

cited in Martin, 1996) and maintain the status quo. 

That is, the novice teacher will not be required to 

spend any energy to change what s/he is doing 

(Daloz, 1986, cited in Martin, 1996). It accelerates 

very limited development, and the mentor-mentee 

relationship can be considered unfocused due to 

inadequate planning and analysis (Schofield, 2019). 

With little or no support or with too much challenge 

the novice teacher will likely withdraw because s/he 

cannot cope with the challenge (Daloz, 1986, cited 

in Martin, 1996). The novice teacher will not learn 

at all and will physically or psychologically retreat 

from the mentoring relationship (Schofield, 2019). 

With too much support and little challenge, the 

novice teacher becomes dependent on his/her or the 

mentor’s pre-existing ways of teaching or is forced 

into a state of learned helplessness and over-reliance 

on others, which then harms the development of 

personal resilience (Schofield, 2019). 

 
Methodology 
Research Design 

The design of this qualitative research aiming at 

exploring and comparing pre-service teachers’ and 

their mentor teachers’ experiences of mentoring was 

narrative inquiry. Narrative inquiry is “… the study 

of experience as story, then, is first and foremost a 

way of thinking about experience. Narrative inquiry 

as a methodology entails a view of the phenomenon. 

To use narrative inquiry methodology is to adopt a 

particular view of experience as phenomenon under 

study” (Connelly & Clandinin, 2006:477). Narrative 

inquiry, within which experience is studied and 

understood narratively, requires researchers to 

consider relational knowing and being, paying 

attention to the art of and within experience, and 

being sensitive to common stories that bring people 

together (Caine, Estefan & Clandinin, 2013). 

Connelly and Clandinin (2006) describe three 

dimensions of narrative inquiry, namely, 

temporality, sociality, and place. Considering 

temporality, narrative researchers describe events, 

people, and objects with past, present, and future 
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(Clandinin & Rosiek, 2007). Narrative inquiry 

always tries to understand people, places, and events 

in progress because people and events always own 

past, present, and future (Clandinin, Pushor & 

Murray Orr, 2007). Considering sociality, narrative 

researchers are simultaneously concerned with 

personal and social conditions (Clandinin & Rosiek, 

2007). Personal conditions are “the feelings, hopes, 

desires, aesthetic reactions, and moral dispositions 

of the person” and social conditions are “the 

existential conditions, the environment, surrounding 

factors and forces, people and otherwise, that form 

the individual’s context” (Clandinin & Connelly, 

2000, cited in Clandinin & Rosiek, 2007:69). The 

interaction between participant and inquirer is 

another important dimension of sociality. Narrative 

inquirers always have an inquiry relationship with 

the lives of participants (Clandinin & Rosiek, 2007). 

Considering place as the third dimension, narrative 

researchers recognise that all events happen in some 

place of which the impact on lived and told 

experiences is important (Clandinin & Rosiek, 

2007). 

 
Participants 

Nowadays, pre-school teachers are faced with 

raising standards and expectations that demonstrate 

what they should know and do to foster children’s 

early development and learning. This has led to a 

dramatic increase in the quantity and quality of 

mentoring opportunities being offered at pre-school 

level (Whitebook & Bellm, 2014). For this reason, 

the pre-school level was chosen as area of enquiry 

for this research. Mentoring can be considered to 

become essential in pre-school teacher education. 

Therefore, the study group consisted of senior 

(fourth-year) pre-service pre-school teachers taking 

Teaching Practice I (n = 8) offered in the last year of 

their teacher education programme at the Faculty of 

Education at a state university, and their mentor 

teachers teaching in public kindergartens (n = 4). 

The majority of the participants were female (n = 7). 

The pre-service teachers were on average 22 years 

old and their mean cumulated grade point average 

was 3.18 over 4.00. The pre-service teachers could 

thus be considered to demonstrate satisfactory 

academic performance. The mentor teachers 

participating in this research had an average of 12 

years of teaching experience. Participants were 

determined by purposeful sampling methods such as 

criterion sampling and convenience sampling. In 

selecting the mentor teachers, criterion sampling 

was employed. In criterion sampling, individuals, 

groups, or settings that meet certain criteria are 

selected (Onwuegbuzie & Leech, 2007). A further 

criterion was that the pre-service teachers should 

have graduated from an undergraduate pre-school 

teacher education programme offered at a faculty of 

education. In selecting the pre-service teachers, 

convenience sampling was also used because they 

were the mentees of the mentor teachers 

participating in the research. In convenience 

sampling, individuals or groups that are available 

and eager to participate are selected (Onwuegbuzie 

& Leech, 2007). 

 
Data Collection Tools 

For narrative inquiry, telling of stories, listening to 

individuals telling their stories is mostly used as 

point of departure, and interviews and conversations 

or interviews as conversations are the data collection 

techniques which are most commonly used 

(Clandinin & Caine, 2008). Qualitative data was 

collected through individual narrative interviews 

with pre-service teachers and their mentor teachers. 

Narrative interviews as a strong technique of data 

collection in qualitative studies aim at creating 

content in which subjective experiences are 

conveyed (Muylaert, Sarubbi, Gallo, Neto & Reis, 

2014). As stated by Connelly and Clandinin (1990), 

unstructured interview is one of the data collection 

tools in narrative inquiry. In unstructured 

interviews, researchers make transcripts that 

become part of the continuous narrative record 

(Connelly & Clandinin, 1990). Unstructured 

individual interviews were conducted face-to-face. 

Both mentor teachers and pre-service teachers were 

asked the same question, “Tell me about 

unforgettable moments you had with your mentor 

teacher in practice school.” They were also asked 

questions like, “what happened then?” rather than 

“why?” (Anderson & Kirkpatrick, 2016:632). 

Interviews with pre-service teachers conducted after 

they had completed Teaching Practice I lasted an 

average of 20 minutes, and interviews with mentor 

teachers lasted an average of 17 minutes. 

 
Data Analysis 

Through word processing software, all the 

interviews were transcribed verbatim. The data was 

analysed using inductive coding (Miles & 

Huberman, 1994; Patton, 2002; Yıldırım & Şimşek, 

2016) to identify “core consistencies and meanings” 

(Patton, 2002:453). We did not develop or use any 

predefined list of codes and themes and performed 

content analysis after data collection. In content 

analysis, known as latent analysis (Bengtsson, 

2016), the related codes obtained from the interview 

data was sorted into appropriate themes in light of 

the research questions. 

 
Credibility of Data 

Purposeful sampling, expert review, and thick 

descriptions were the strategies used to ensure 

trustworthiness of the data. The credibility of the 

interview data was supported by direct quotations. 

The interview data was collected via voice recorder, 

and these recordings were analysed by transcribing 

them on computer without any manipulation. 

Recording of interviews with a voice recorder 

prevented data loss. The anonymity of the 
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participants was ensured by allocating pseudonyms 

to each (such as Ebbie, Adam). Interview data was 

coded to be conceptualised by us as co-coders, and 

we frequently discussed the initial codes based on 

the purpose of the research in order to reach 

consensus. We then collated the agreed-on codes in 

themes to represent the findings. 

 
Findings 

From the analysis of the qualitative data collected 

from narrative interviews, three themes were 

obtained (cf. Figure 2). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2 Themes resulting from content analysis 

 

Themes emerging from the content analysis 

were (1) the experiences of pre-service teachers and 

their mentor teachers in practice schools, (2) the 

memories of pre-service teachers and their mentor 

teachers in practice schools, and (3) the wishes of 

pre-service teachers and of their mentor teachers 

about their own mentor teachers. 

 

Experiences of Pre-service Pre-school 
Teachers and Mentor Teachers related to 
Mentoring in Practice Schools 
Experiences of pre-service pre-school teachers 
related to mentoring in practice schools 

The pre-service pre-school teachers’ experiences 

related to mentoring in practice schools were 

categorised as positive and negative experiences (cf. 

Table 1). 

 

Table 1 Pre-service pre-school teachers’ experiences related to mentoring in practice schools 
Experiences Positive Learning to communicate with children 

Getting feedback about lesson plans 

Being valued 

Liking the profession 

Negative Being assessed only at the end of the practice 

Having inadequate guidance 

Not having a good role model 

Not learning how to manage a classroom 

Having inadequate content knowledge 

Getting conflicting feedback 

Being exposed to similar activities 

Not meeting with the mentor teacher frequently 

 

Among the positive experiences that pre-

service teachers had experienced in practice schools 

were learning how to communicate with children, 

getting feedback from the mentor teacher about the 

activity plans, appreciation by the mentor teacher, 

and the mentor teachers endearing the profession to 

pre-service teachers. 
For example, in communication with children ... the 

teacher helped me communicate with the children 

(Emily). 

Pre-service 
teachers' 
and their 
mentor 

teachers'

Experiences

WishesMemories
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I did the practice on Fridays every other week. I 

was sending the plan of the day to both my teacher 

educator and mentor teacher. They provided me 

with feedback. Then I re-arranged my activities 

(Cindy). 

I do not think they are against us because when we 

went there, our teacher said, ‘We missed you very 

much girls. You were conspicuous by your 

absence.’ I think our teacher valued us also with the 

effect that we were not in any negative situation. 

(Sally) 

Our teacher internalised us and endeared the 

profession to us. There was no problem. It was good 

for the first semester (Adam). 

Regarding the negative experiences they had in 

practice schools, pre-service teachers mentioned the 

fact that the mentor teachers did not do assessment 

during the teaching practice process, did not guide 

effectively, did not make any contributions in terms 

of classroom management and content knowledge, 

did not provide feedback through consistent 

explanations, did not do a wide variety of activities, 

did not meet with pre-service teachers much, and did 

not act as good role models. 
As you know, we did assessment at the end of the 

practice; the teacher gave the feedback I thought 

she would give every week all at once in the final 

evaluation. For example, if she had told me she 

looked for a science activity every week, I would 

have arranged my course accordingly. I do not 

think it will make any contribution when these 

things are said at the end, it is too late. (Betty) 

We started practice teaching in the third- and 

fourth-year of our teacher education programme. 

In these periods of time, we were developing, 

implementing our activity and turning back. What 

are you going to do this week? What are you going 

to do next week? There was no positive or negative 

feedback at the end of the activities. We were not 

sure of ourselves. … Based on my own experience, 

I would like them to give us some guidance by the 

end of the day. (Bella) 

It is classical in teaching; being a role model. I do 

not think her feedback will be useful as she did not 

do anything to be a role model for us (Emily). 

I made paper paste for an activity. … The mentor 

teacher said the paper paste was her favourite 

kneading material. I said I loved it, too. … Then I 

told the children how I made the paste. The mentor 

teacher was not in the classroom at this time. Then 

she came and asked me if I told how to make the 

paste. When I said I did, she wanted me to tell 

again. I started telling it again. Meanwhile she took 

notes. I was thinking if she loved it so much then 

why did she not use it. I never saw children playing 

with a kneading material during the practice. 

(Penny) 

The assessment was directly result-oriented. This 

surprised me. She said she looked for a science 

activity every week. I did every week, but not always 

as experiment. She considered I did not … (Betty). 

Our teacher this year was not very active. When we 

went to the classroom for the first time for 

observation, it was like this: sing a little, read a 

story then occupy children with painting. As it was 

only this much, there was nothing we could not 

forget. (Emily) 

We did not have much communication. Yes, as I 

said, she was not in the classroom for the most of 

the semester. We were going there and she was 

coming here. I heard she was coming to your class. 

Therefore, I can say we could not communicate 

much. (Cindy) 

 

Experiences of mentor teachers related to 
mentoring in practice schools when they were pre-
service teachers 

The mentor teachers’ experiences of practice 

schools when they were pre-service teachers are 

categorised as negative experiences (cf. Table 2). 

 

Table 2 Mentor teachers’ experiences related to 

mentoring in practice schools when they 

were pre-service teachers 
Experiences Negative Lack of communication 

with mentor teachers 

Inability to observe 

mentor teachers during 

practice 

Receiving ineffective 

guidance 

 

It was noteworthy that the mentor teachers’ 

experiences of practice schools were mostly 

negative. Mentor teachers listed the following 

negative experiences of their time in practice school: 

a lack of communication with the mentor teacher, 

not being able to observe the teacher during 

activities, and not receiving effective guidance from 

the mentor teacher. 
… Therefore, we always arrived 15–20 minutes in 

advance. For example, teacher would come, leave 

her bag and get interested in children, but she did 

not greet us or say good morning. We practiced for 

3 years, they never did. I think this is a deficiency. 

(Hannah) 

I did not experience that but what I experienced 

was that I could never observe them. … I could not 

observe the teachers in the third and fourth grades; 

I wish I could have observed them. [I wish I could 

have observed] how to teach, how to read stories, 

how to teach math, Turkish language, how to 

ensure discipline in classroom, how to teach a 

tongue twister and a song…. (Zabrina) 

… the teachers left us in the classroom and went 

out, so we did not have a guide. … They did not 

observe us to tell us our good and bad behaviours. 

They just left us in the classroom and went out. It 

was a bad experience for me. (Zabrina) 

We discovered that the pre-service pre-school 

teachers’ negative experiences with their mentor 

teachers were similar to those of their mentor 

teachers as pre-service teachers; the negative 

experiences were mostly related to communication, 

guidance, and observation, which did not change 

considerably over time. It is thus clear that the 

mentor teachers mentored the pre-service teachers 

as they were previously mentored; in other words,  
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mentor teachers neither received nor provided 

support. They appeared to maintain the status quo in 

light of the balance between support and challenge 

(cf. Figure 1 – Daloz’s (1986) model cited in 

Schofield, 2019). 

 
Memories of Pre-service Pre-school 
Teachers and Mentor Teachers in Practice 
Schools 
Memories of pre-service pre-school teachers in 
practice schools 

The pre-service pre-school teachers’ memories in 

practice schools are presented as positive and 

negative memories (cf. Table 3). 

 

Table 3 Memories of pre-service pre-school 

teachers in practice schools 
Memories Positive Being 

valued 

Teacher’s 

child, cake 

Introduction 

as teacher 

Negative Not being 

valued 

Dining hall 

Board 

Inadequate 

guidance 

Mischievous 

child 

Spoiled 

Shut the 

crying child 

up if you can 

Separated 

child from 

the family 

Intervention 

in the 

activity 

Whistle 

Origami 

 

While it is understood that the positive 

memories of the pre-service pre-school teachers in 

practice schools are generally related to being 

appreciated, it is noteworthy that their memories 

were mostly negative. 
They made a cake for us in the last week. I actually 

predicted it. ... There were friends from the morning 

group; they gathered everybody so I understood 

what was happening. They brought a cake, it was 

not interesting for me but I liked it. I appreciated it, 

they wanted to surprise us. It was not a surprise for 

me, but they valued us. (Adam) 

The pre-service pre-school teachers experienced that 

their mentor teachers did not value them, did not 

guide them enough, and interrupted them while they 

were performing their own activities. 
It happens this year. … In the school we went, it was 

forbidden for us to go to the dining hall with the 

students. It was an independent kindergarten and I 

found this very humiliating. It was not a school 

where I felt like a pre-service teacher. It was 

disturbing and interesting. … I do not think we were 

regarded as pre-service teachers to be frank. They 

were regarding us as their assistants. (Betty) 

A negative memory I have is that when we were 

going to make an activity about family, we asked the 

teacher before if there was anybody in the 

classroom who lost their parents or who had family 

issues, and she said there was not. Then, we made 

children draw a picture of their families, and one 

child started to cry while drawing. I went and asked 

her why she was crying, and there was only one 

woman in her picture. I thought the woman in the 

picture was her mother, then I asked her why she 

did not draw her father, and she said her parents 

were divorced. Then, she said she did not want to 

continue the activity and cried again. I went to the 

teacher and told this. I asked why she did not tell 

this situation to us and she said she did not know 

either. It was weird that she did not know such a 

thing…. (Ebbie) 

I had many memories of my mentor teacher that I 

did not forget. … My mentor teacher always 

intervened in the activity using the whistle and 

interrupted my activities many times saying ‘Let’s 

have fruit, let’s go to the dining hall’ and so on. I 

was implementing integrated activities, and during 

the activity, our mentor teacher kept interrupting us 

saying the children were overwhelmed and bored. 

But children were participating in the activity and 

they were quite pleased. She wanted children to eat 

some fruit or junk food in the middle of the activity. 

(Penny) 

 

Memories of mentor teachers in practice schools 
when they were pre-service teachers 

The mentor teachers’ memories of practice schools 

are categorized as positive and negative memories 

(cf. Table 4). 

 

Table 4 Memories of mentor teachers of practice 

schools when they were pre-service 

teachers 
Memories Positive Approach to 

pre-school 

children 

Reading 

hour 

Child with 

attachment 

problems 

Negative Not being 

valued 

Dining hall 

Toilet 

 

We understood that the mentor teachers’ 

positive memories mostly related to the approach to 

pre-school children. 
I have never forgotten that moment. The teacher 

told me to read the children a story. She gave me 

the story book. I took the book and waited. The 

teacher made the children sit down. I could not even 

figure out how to make them sit down. … Then I 

started reading Pinocchio. … Then the teacher said 

I should make them silent first. Then she helped me 

do it. Then I started to read again, but I did not feel 

confident. I did not know how to read it. The teacher 

told me to show the pictures to children one by one. 

This was our deficiency. I remembered as if it had 

happened yesterday. … I faced what I did not know 

that day there. (Zabrina) 

We understood that the mentor teachers did not feel 

valued when they were pre-service teachers. 
There is not a very interesting memory. Just now, 

we can be with children in the dining halls with the 

pre-service teachers. Back then, they had a very 

strict rule. They said whoever did the practice 

would accompany children to wash their hands and 
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go to the dining hall and others would wait in the 

classroom. Only that pre-service teacher would be 

given breakfast. We were hurt by this on that day. It 

was rude like only who did the practice deserved 

breakfast. I was very sad then. (Hannah) 

For example, there was one person on guard. On 

that day, the guard could eat a meal and the others 

were left out (Nelly). 

The results reveal that the negative memories of pre-

service pre-school teachers were similar to those 

held by their mentor teachers when they were pre-

service teachers. These feelings were mostly related 

to feeling undervalued, which did not change 

substantially over time. The mentor teachers who 

were not valued as pre-service teacher perpetuated 

the same and did not value the pre-service teachers 

that they mentored. In view of Daloz’s (1986, cited 

in Schofield, 2019) model, the mentor teachers 

maintained the status quo of support and challenge. 

 
Wishes of Pre-service Teachers about Their 
Mentor Teachers and of Mentor Teachers 
about Their Own Mentor Teachers 
Wishes of pre-service pre-school teachers about 
their mentor teachers 

The pre-service pre-school teachers’ wishes about 

their mentor teachers are categorized as being a 

model, guidance, approach to pre-school children, 

and assessment (cf. Table 5). 

 

Table 5 Wishes of pre-service pre-school teachers 

about their mentor teachers 
Wishes Being a model Observation 

Teaching 

Classroom 

management 

Teacher not leaving 

the classroom 

Guidance Being a guide 

Approach to pre-

school children 

Introducing children 

Communication with 

children 

Assessment Weekly feedback 

 

Pre-service teachers wished that the mentor 

teachers had provided more guidance, showed how 

pre-school children should be approached and how 

assessment should be done, thus being better role 

models. 
I would like to observe her. … She said she wrote 

her own activities for 2–3 days of the week. I would 

like to see how she implements her own activities 

(Cindy). 

I am a bit inadequate in the subject of drama and I 

know it. For example, in the first weeks I 

implemented a drama activity in Red Crescent 

week, and it was a disaster. For example, I skipped 

the warm up. It was confusing. I would like her to 

contribute something to me in the subject of drama. 

(Adam) 

Generally, I would like her to tell us the 

characteristics of the children as we met with the 

children for the first time … Yes. For example, we 

had a girl in the classroom with a speaking 

difficulty. The teacher told this to us only when we 

noticed it and asked her. This took 2 or 3 weeks. … 

I would like the teacher to tell me this to facilitate 

my communication with the child. (Emily) 

No negative or positive feedback was provided for 

us. We actually wanted it because we wanted to see 

our mistakes and we wanted to be appreciated when 

we did something correctly (Sally). 

 

Wishes of mentor teachers about their own mentor 
teachers when they were pre-service teachers 

The mentor teachers’ wishes about their own mentor 

teachers are categorised as assessment, guidance, 

communication, and being a model (cf. Table 6). 

 

Table 6 Wishes of mentor teachers about their own 

mentor teachers when they were pre-

service teachers 
Wishes Assessment Feedback 

Guidance Inclusion 

Preparing a food 

list 

Suggesting 

solutions 

Communication Reacting 

Being a role model Observation 

 

The mentor teachers wished that their own 

mentor teachers had assessed more, had provided 

more feedback and guidance, and had 

communicated and observed how they had 

implemented activities. 
I wish they gave us positive feedback. … I wanted 

to be guided with words like, ‘What would you do 

in this situation? I did these and received positive 

feedback. You are a student, what would you do?’ 

But these things never happened. (Hannah) 

I would like to hear sentences like, ‘Do not get me 

wrong, but you can solve this problem in this way, 

you need to behave like this.’ We were 

inexperienced and tried to learn something from the 

experienced teachers. I would like to hear a 

sentence like ‘Let’s try to solve this in this way.’ 

(Nessa) 

We did not react because we were temporarily 

there. We did not want to cause trouble. … We did 

not show that we were hurt. … But it was wrong. I 

wish we told her. Of course, we did not go there to 

eat, but the tone was wrong. (Hannah) 

We learned many things in theory, and I wanted 

them to help us put these in practice. We really 

needed it. … it would be better if only we could 

observe them and they guided us in the classroom 

and if they were present and observed us. (Zabrina) 

We noticed that the wishes of the pre-service pre-

school teachers about their mentor teachers and of 

the mentor teachers about their own mentor teachers 

were similar and were mostly related to guidance 

and assessment; which did not change much over 

time. Based on this finding, the mentor teachers’ and 

pre-service teachers’ expectations from their mentor 

teachers corresponded. The fact that both pre-

service pre-school teachers and mentor teachers 

wanted to change guidance and assessment 
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indicated that mentoring expectations did not 

change much over time. Mentor teachers appeared 

to maintain the status quo in light of Daloz’s (1986, 

cited in Schofield, 2019) proposed balance of 

support and challenge. 

 
Conclusions, Discussion, and 
Implications 

Among the positive experiences that pre-service 

pre-school teachers mentioned were learning from 

the mentor teachers how to communicate with 

children, getting feedback from the mentor teacher 

about their activity plans, appreciation by the mentor 

teacher, and the mentor teachers endearing the 

profession to pre-service pre-school teachers. In 

similar studies, it was emphasised that the 

relationship established between mentor teachers 

and pre-service teachers in the teaching practice 

course was important for the practice to be carried 

out in a healthy way (Retnawati, Sulistyaningsih & 

Yin, 2018). Jeriphanos (2017) suggests a symbiotic 

relationship among and between mentor teachers 

and pre-service teachers because mentor teachers 

assist pre-service teachers – especially with 

scheming, planning, and teaching. Mukeredzi 

(2013) concludes that the professional development 

experiences gained by teachers through hands-on 

classroom practices enhanced their learning. The 

pre-service teachers emphasised that they expected 

the mentor teachers to be role models, to support 

them in the teaching process, to regard them as 

colleagues, to share their experiences (Aydogdu, 

2019), and to provide feedback (Ramazan & 

Yılmaz, 2017; Yıldız Atlan, Ulutaş & Demiriz, 

2018). 

The negative experiences of pre-service pre-

school teachers and of mentor teachers were 

identical. Mentor teachers listed the negative 

experiences that they mostly had were a lack of 

communication with their mentor teachers, not 

being able to observe how their mentor teachers 

implemented the activities, and not receiving 

effective feedback from their mentor teachers. They 

were primarily concerned with communication, 

guidance, and observation. The negative 

experiences of the pre-service pre-school teachers 

and of mentor teachers did not change dramatically 

over time. The mentor teachers did not receive or 

provide support. They appeared to preserve the 

status quo in light of the balance between support 

and challenge as proposed by Daloz (1986, cited in 

Schofield, 2019). We found that pre-service teachers 

had difficulties in terms of mentoring, supervision, 

and placement in practice schools (Mokoena, 2017). 

The inability of pre-service teachers to communicate 

with mentor teachers may have led to not being 

aware of their counterparts’ expectations regarding 

teaching practice. If mentor teachers’ and the pre-

service teachers’ expectations do not overlap, this 

will result in less positive outcomes of teaching 

practice as well as negative emotions (Hastings, 

2010). Kilgour, Northcote and Herman (2015) state 

that the worst experiences that pre-service teachers 

remembered were due to problems related to 

classroom management, planning, communication 

and learning, which were characterised by emotional 

distress caused by uncertainty and complexity. 

Many studies reveal that the problems related to 

teaching practice were experienced in providing 

effective guidance and interaction between mentor 

teachers and pre-service teachers (Baran, Yaşar & 

Maskan, 2015; Kasapoğlu, 2015; Ramazan & 

Yılmaz, 2017). Robinson (1998) indicates that 

mentor teachers learned from their own teacher 

training that welcoming and supporting pre-service 

teachers were of great significance and that the 

quality of the interaction between mentor teachers 

and pre-service teachers had not yet been discussed. 

Mukeredzi (2017) concludes that collaboration 

between mentor teachers and pre-service teachers 

revived mentor teachers’ practices and made them 

more reflective, enthusiastic, and passionate about 

the work while poor communication and a lack of 

modelling lessons and objective feedback were non-

developmental experiences. Bullough, Young, 

Birrell, Clark, Egan, Erickson, Frankovich, Brunetti 

and Welling (2003) argue that negative experiences 

in mentoring relationships might be prevented 

through the careful matching of mentors and 

mentees. 

While pre-service pre-school teachers’ positive 

memories about practice schools were related to 

being valued, it was noteworthy that the pre-service 

teachers’ negative memories were related to feeling 

undervalued, not being guided effectively, and being 

prevented from implementing their own activities. 

The mentor teachers’ positive memories of practice 

schools were mostly related to the approach to pre-

school children. Yet, the mentor teachers’ negative 

memories of practice schools made them feel 

undervalued. It was stated that the direct interaction 

of pre-service teachers with mentor teachers 

manifested in different ways and was mostly 

characterised by hierarchy (authority) and power 

(insecurity) (Rodrigues, De Pietri, Sanchez & 

Kuchah, 2018). Although mentor teachers who 

support and guide pre-service teachers and allow 

them to establish relationships with students by 

loosening control is desired, the pre-service teachers 

described their experiences throughout the practice 

as loneliness, inadequacy, and vulnerability, and it 

was stated that the pre-service teachers often hid 

these feelings (Bloomfield, 2010). In many studies 

it was found that pre-service teachers were not 

valued as colleagues or teachers in practice schools 

(Baran et al., 2015; Karasu Avcı & Ibret, 2016). 

The negative memories recalled by the pre-

service pre-school teachers and the mentor teachers 

were similar because the future is a reflection of the 

past (Miller, 2017). The lack of lessons learned from 
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the past may have contributed to the fact that 

mentoring practices did not change over time. 

Mentor teachers may be consciously or 

unconsciously imitating their own mentor teachers. 

This may be due to their inability to think 

reflectively on mentoring. In addition, they may tend 

to carry the past, which they thought to be true, to 

the future without questioning and judging, since 

they started the profession without having 

awareness of what an effective mentor or effective 

mentoring was while they were pre-service teachers. 

Many mentor teachers received low support and low 

challenge when they were pre-service teachers years 

ago. However, our findings reveal that they in turn 

provided pre-service teachers with low support and 

low challenge. As a result, the pre-service teachers 

in our research might have maintained the status quo 

considering the balance between support and 

challenge (Daloz, 1986, cited in Schofield, 2019). 

Pre-service teachers were not sufficiently 

encouraged to reflect on their existing knowledge 

and images of teaching, and they did not feel 

challenged to change what they were doing. The 

main concern is that pre-service teachers will also 

provide low support and low challenge to their 

mentees when they become teachers in the future. 

We found that pre-service pre-school teachers’ 

wishes about mentor teachers were related to the 

mentor teachers’ being role models. The pre-service 

pre-school teachers’ memories about mentor 

teachers influenced their ideas and beliefs about 

teaching. Based on their observations of mentor 

teachers’ teaching practices, pre-service pre-school 

teachers created an image in which they played a 

caring and loving role. Some pre-service pre-school 

teachers described their mentor teachers as the role 

models that they wanted to become in the future. 

Being mentored by mentor teachers who possess 

effective teacher characteristics, have strong 

professional knowledge and are innovative teachers 

may help pre-service teachers change their beliefs 

about teaching (Aldemir & Sezer, 2009). Sedibe 

(2014) highlights that mentor teachers play a 

significant role in helping pre-service teachers 

develop content knowledge and professionalism. 

We observed that the wishes of the mentor teachers 

regarding their own mentor teachers were mostly 

related to assessment and guidance. One of our 

findings was that the wishes of pre-service pre-

school teachers and mentor teachers (e.g. being 

models) were similar with regard to mentoring. The 

desire of both pre-service pre-school teachers and 

mentor teachers to change guidance and assessment 

if given the opportunity indicated that mentoring 

expectations did not change significantly over time. 

As a result, mentor teachers seemed to sustain the 

status quo in light of the balance between support 

and challenge (Daloz, 1986, cited in Schofield, 

2019). It can be said that the mentor teachers tried to 

mentor pre-service pre-school teachers as much as 

they were mentored when they were pre-service 

teachers. This finding reveals that past experiences 

of mentoring influence and shape current mentoring 

experiences. Indeed, many studies (Balli, 2014) 

reveal that past experiences, memories, observations 

and apprenticeships may affect pre-service teachers’ 

future practices. Pre-service teachers’ past 

experiences may affect their current views, and their 

intentions about their future students are mostly 

based on their past experiences and the desire to 

relive positive ones and to change negative ones 

(Randall & Maeda, 2010). However, the data from 

our study did not resonate with this assertion. 

Mentor teachers in our research tended to imitate 

rather than reverse what they had experienced or 

observed (Chang-Kredl & Kingsley, 2014). This 

might be because the mentor teachers who 

participated in this research were not reflective 

enough. While reflective teachers are teachers who 

look back and evaluate past events and change their 

teaching practices and beliefs according to the needs 

of their students, non-reflective teachers are skilled 

technicians who have limited skills in making 

appropriate decisions, considering the results of 

their actions, and changing their actions (Schon, 

1983, 1987, cited in Braun & Crumpler, 2004). In 

fact, if pre-service teachers are not reflective, it can 

be envisaged that they will mentor future pre-service 

teachers in the same way as they were mentored 

years ago. This problem can be alleviated by 

developing reflective skills (Kukari, 2004). 

As pre-service teachers are expected to 

advance towards the uncertainty and complexity of 

schools from university, it is important that they are 

trained to criticise and reflect on themselves, cope 

with emotional responses, and learn things from 

critical events they had experienced in the teaching 

process (Kilgour et al., 2015). Teacher educators 

should consider the pre-service teachers’ memories 

about school, discuss and associate the possible 

conflicts between personal experiences and effective 

practices in order to relate the ideas obtained from 

the observation apprenticeship with the appropriate 

teaching practices (Miller & Shifflet, 2016). Teacher 

educators should realise that lecturing theories does 

not help learning to teach and create moments where 

theories can be presented in a realistic and 

memorable way (Loughran, Brown & Doecke, 

2001). Furthermore, Baartman (2020) suggests that 

teacher educators should spend more time in schools 

running in-service workshops on mentoring skills 

and mentor roles to help teachers become qualified 

mentors who perform their duties exceptionally well 

while taking ownership and responsibility for the 

teacher training programme. According to 

Mukeredzi (2017), mentor teachers can be better 

prepared to support not only pre-service teachers, 

but also novice teachers if they experience 

mentoring practices and are assisted with in-depth 

continuous training. Hence, mentor teachers will 
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help pre-service teachers become professionally 

qualified to contribute to the economic resources of 

a country (Mukeredzi et al., 2015). 

In this research mentor teachers’ and pre-

service teachers’ memories about mentoring were 

examined and compared through individual 

interviews. In future research, data might be 

collected by mentor teachers and pre-service 

teachers writing autobiographical or reflective 

journals about mentoring. Data from such diaries 

might be used to support interview data and may 

help with the design of teacher training programmes 

that will enable pre-service teachers to develop 

professional identity (Lipovec & Antolin, 2014). 

The way in which pre-service teachers’ personal 

perspectives develop into professional perspectives 

can also be understood through the critical 

reflections (Trotman & Kerr, 2001). 
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