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Abstract

A teaching practicum is a course of study in which pre-service teachers get to experience actual teaching in real
classrooms. Mentor teachers who are assigned to mentor and supervise pre-service teachers have many important
roles to play in the practicum experience, yet no extensive research has been conducted on these roles. This study
sought to determine the roles played by mentor teachers in pre-service teachers’ teaching practicum. Using an
explanatory, sequential, mixed-methods research design pertaining to the Malaysian context, we recruited 385
pre-service teachers who had attended teaching practicum and 6 mentor teachers who had previously mentored
pre-service teachers. Online questionnaires and telephone interviews were used sequentially. Findings showed
that mentor teachers played moderate roles in mentoring pre-service teachers; mentor teachers perceived
themselves to play many roles yet regarded certain roles as unnecessary and unimportant. Universities,
secondary schools, and the Malaysian Ministry of Education must address the importance of producing quality
teachers by intervening as early as pre-service teachers’ teaching practicum.
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1. Introduction

Pre-service teachers attend teaching practicum to bridge the gap between theories and knowledge obtained in
lectures and actual classroom teaching (Gan, 2013; Melor et al., 2010). Although teaching practicum offer many
opportunities, some pre-service teachers have dreadful experiences in their teaching practicum, and many have
since left the profession after obtaining their qualifications and placements in schools (Gan, 2013; Melor et al.,
2010; Taghreed & Mohd, 2017; Tee et al., 2015).

Demand for quality teachers has always been high around the world, including in Malaysia where teachers,
regardless of ethnicities, backgrounds, and specializations, must uphold and familiarize themselves with the
aspirations listed in the Malaysian National Education Philosophy (Goh & Blake, 2015; Tee et al., 2015). To
meet this demand, more attention should be given to pre-service teachers in teacher education programs.
Specifically, more attention should be given to the teaching practicum, as it is an opportunity for pre-service
teachers to receive guidance to further master the needed concepts, skills, and tools of the teaching profession
before completing their programs (Gan, 2013; Malaysian Qualifications Agency, 2014; Mohd et al., 2014).

1.1 Research Problems

This study examined in a general sense the teaching practicum as experienced by pre-service teachers.
Regardless of the international context or the Malaysian context, an abundance of research has already been
conducted on teaching practicum. A search of the literature indicated that Malaysian researchers have often
focused on the challenges and concerns faced by pre-service teachers in teaching practicum (see Goh &
Matthews, 2011; Lokman et al., 2014; Mohd et al., 2014; Melor et al., 2010; Rosilawati, 2013; Shireena et al.,
2011; Taghreed & Mohd, 2017). Findings from these research papers can be summarized into four themes
related to the challenges and concerns pre-service teachers frequently face: classroom management, environment,
pedagogical, and other. These challenges and concerns affected pre-service teachers professionally and
psychosocially throughout their teaching practicum, and when they experienced prolonged and dreadful
negativities in their teaching practicum, they were much more likely to quit the profession upon completing their



elt.ccsenet.org English Language Teaching Vol. 13, No. 11; 2020

teacher education programs (Taghreed & Mohd, 2017; Tee et al., 2017). If this continues to happen, there is a
possibility that Malaysian schools will lack young teachers and thus fail to contribute to or fulfill the country’s
aspirations. This is because young teachers are needed to bring in their passions and dedications to continue
realize the country’s aspirations.

Among the challenges and concerns faced by pre-service teachers during their teaching practicum, some
Malaysian researchers have highlighted, are mentor teachers who are problematic rather than helpful (see Goh &
Matthews, 2011; Lokman et al., 2014; Melor et al., 2010; Taghreed & Mohd, 2017). Goh and Matthews (2011)
found that mentor teachers were perceived as overly strict figures who placed too many expectations on
pre-service teachers, to the extent that meetings initiated by the pre-service teachers were to please the mentor
teachers and thereby gain better marks. Lokman et al. (2014) reported that meetings between both sides were
initiated only when pre-service teachers needed help after facing a great deal of challenges. Melor et al. (2010)
found that mentor teachers did not bother to initiate communications or perform their duties to the pre-service
teachers. Similarly, Taghreed and Mohd (2017) found that mentor teachers did not pay any attention to the
pre-service teachers and got upset easily whenever meetings were held between the two parties.

Apart from these findings, and unlike research done in the international context, no research in Malaysia has
looked further into the roles that mentor teachers play in teaching practicum. Do mentor teachers ever use their
positions to address pre-service teachers’ concerns and help them cope with the challenges they face in teaching
practicum? Are mentor teachers’ impacts during the teaching practicum not significant enough to warrant further
research? Elected by school principals, mentor teachers are supposed to be friendly and approachable while
playing various support roles, including facilitating and supervising pre-service teachers as they conduct lessons
throughout the teaching practicum (Goh & Blake, 2015; Lee, 2014; Mohd et al., 2014; Sami et al., 2013).
Hudson, in his many years of conducting studies on mentoring pre-service teachers, stressed that in-service
teachers should not merely assume the designation as mentor teachers and be present during the teaching
practicum (Crasborn et al., 2011; Hudson, 2010; Izadinia, 2017); rather, they should also play their roles
appropriately by demonstrating professionalism and personal attributes that will help develop pre-service
teachers into proficient, capable teachers (Hudson, 2010).

Therefore, to enrich the literature on the state of mentoring and the roles that mentor teachers play in the
Malaysian context, as well as further enable mentor teachers to understand their roles, this study has the
following research objectives: 1) to determine the roles played by mentor teachers in pre-service teachers’
teaching practicum and 2) to explore the perceptions of mentor teachers with regard to the roles played in
mentoring pre-service teachers during teaching practicum.

1.2 Literature Review

The Merriam-Webster dictionary defines role as “a function or part performed especially in a particular operation
or process” (Merriam-Webster, n.d.). In pre-service teachers’ teaching practicum, mentor teachers’ roles, if they
are played to a great extent and significant, will have a profound impact on the upbringing of these young, future
educators in the teaching profession (Hudson, 2010; Hudson, 2013; Sami et al., 2013). This is certainly true as
mentor teachers are often the immediate people pre-service teachers refer to when they need guidance in their
teaching practicum (Crasborn et al., 2011). Mentor teachers should make use of these opportunities to develop
pre-service teachers (Crasborn et al., 2011; Izadinia, 2017; Lee, 2014).

In the Malaysian context, the Malaysia Education Blueprint explicitly stated that teachers’ contributions to the
classroom must be effective since their first day of teaching in schools (Ministry of Education, 2013). This
logically included pre-service teachers as well. Mentor teachers should thus make use of the teaching practicum
opportunity to help mold and shape pre-service teachers to be competent teachers (Hudson, 2010; Hudson,
2013).

To develop professionalism among teachers, the Malaysian Ministry of Education produced a manual for mentor
teachers known as the Manual for New Teacher Development Program (Ministry of Education, 2015). This
manual outlined the three phases mentor teachers should follow to develop pre-service teachers: the orientation
phase, the mentoring phase, and the professional development phase (Ministry of Education, 2015). Each phase
comes with specific objectives, specific durations to execute the phases, and the necessary roles mentor teachers
need to play to achieve desired outcomes. The following outlines the objectives of each phase:

1. Orientation phase. This phase aims to assist new teachers in adapting to the school’s environment,
community, and culture so as to help them perform as real teachers in the actual school setting.

2. Mentoring phase. This phase aims to have mentor teachers provide structured, professional guidance and
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support to the new teachers so the new teachers will develop and achieve teaching professionalism based on the
six criteria listed in the Ministry’s Professionalism Competency.

3. Professional development phase. This phase aims to guide and develop new teachers in terms of increasing
their existing knowledge, skills, and values relevant to 21%-century teaching.

However, the target teachers that mentor teachers are told to guide are recent graduates, those who have just been
assigned to schools and are fresh and new to the profession; the manual does not focus on pre-service teachers. It
can, however, be logically argued that the roles stated in the manual can serve as a guide even for mentor
teachers who are mentoring pre-service teachers in teaching practicum.

Although none of the literature in the Malaysian context explicitly discusses the roles of mentor teachers in
teaching practicum, amongst the literature that revealed mentor teachers who were perceived to be problematic
by the pre-service teachers (see Goh & Matthews, 2011; Lokman et al., 2014; Melor et al., 2010; Taghreed &
Mohd, 2017), there were at least two studies (Muhammad, 2013; Mohd et al., 2014) in which pre-service
teachers mentioned that their mentor teachers were helpful. Muhammad (2013) only mentioned that the mentor
teachers were generally helpful. However, Mohd et al. (2014) included further explanations of the mentor
teachers’ helpfulness; for example, the mentor teachers provided various useful suggestions and guidance to the
pre-service teachers even as they offered constructive criticisms. By comparing these findings to the rich
literature on mentoring in the international context, these mentor teachers appear to have provided feedback to
help pre-service teachers in improving their performance (Hudson, 2010; Yirci et al., 2015) and guidance to help
pre-service teachers persist through their teaching practicum (Crasborn et al., 2011; Hudson, 2010; Yirci et al.,
2015).

However, the findings provided by Muhammad (2013) and Mohd et al. (2014) were too general, and they were
the only literature from the Malaysian context that was accessible and credible. Hudson (2010), in his studies on
mentor teachers over many years, developed a model outlining the roles mentor teachers should play; Yirci et al.
(2015) provided two different classifications of roles; and other scholars discussed roles ranging from classroom
management to institutional adjustment that mentor teachers should play in teaching practicum (see Crasborn et
al., 2011; Duah, 2010; Galamay-Cachola et al., 2018; Izadinia, 2017). Although this literature provides many
more examples of the roles mentor teachers should play compared to the findings provided in the Malaysian
context, a grey area involving mentor teachers’ roles when mentoring pre-service teachers still exists in the
Malaysian context, thus requiring further investigation.

Roles played by mentor teachers have been discussed extensively by researchers such as Hudson (2010) and
Yirci et al. (2015). Yirci et al. (2015) sees mentor teachers’ roles as providing professional and psychosocial
support to pre-service teachers; they define professional support as enhancing pre-service teachers’
professionalism in teaching and psychosocial support as boosting pre-service teachers’ self-efficacy. They assert
that mentor teachers should possess a reservoir of pedagogical knowledge and experience that they can share to
help build pre-service teachers’ professionalism. They also state that mentor teachers should build close
relationships with pre-service teachers, initiate communication with them, support them through appropriate
counselling, and confirm their identity as teachers to help in fostering their well-being and confidence
throughout the teaching practicum.

Hudson developed a model known as the Five Factor Mentoring Model (Hudson, 2010; Hudson, 2013). Through
rigorous statistical testing, compiling, and categorizing the list of roles that he identified in his various research
studies, Hudson concluded that the five factors mentor teachers need to be aware of are 1) personal attributes, 2)
system requirements, 3) pedagogical knowledge, 4) modelling, and 5) feedback. When mentor teachers fulfill
their roles according to these factors, pre-service teachers experience significant development as teachers in the
profession (Hudson, 2010; Hudson, 2013). Hudson (2010) described the five factors as follows:

1. Personal attributes. Mentor teachers are required to play interpersonal-related roles when mentoring
pre-service teachers in a comfortable manner such as being attentive and supportive listeners and confidence
builders.

2. System requirements. Mentor teachers are required to have a reservoir of knowledge related to the education
system.

3. Pedagogical knowledge. Mentor teachers are also required to have a reservoir of pedagogical knowledge
where they share effective, useful pedagogical-related practices with the pre-service teachers.

4.  Modelling. Mentor teachers have to demonstrate and model good attitudes, behaviours, and values as
teachers in and out of the classroom.
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5. Feedback. Mentor teachers have to constantly provide feedback, both written and oral, with the purpose of
improving the pre-service teachers as teachers.

While the mentoring roles provided by the Manual for New Teacher Development Program and Yirci et al. (2015)
may show some similarity to the roles outlined by Hudson’s Five Factor Mentoring Model, the extent of
similarity among these roles is not the focus of this study because neither the manual nor Yirci et al. (2015)
mentioned Hudson’s model; it would therefore be inappropriate to conflate them as a single subject to explore in
this study. As such, we used Hudson’s Five Factor Mentoring Model as the theoretical framework to study
mentor teachers’ roles in teaching practicum because this model informed the various roles based on the five
factors needed when mentoring pre-service teachers.

1.3 Theoretical Framework

In describing his Five Factor Mentoring Model, Hudson contended that the compilation of roles categorized into
the corresponding factors has the possibility of strengthening the mentoring process and providing a meaningful
teaching practicum experience to the pre-service teachers, ultimately leading to the development of pre-service
teachers as capable teachers by the end of the teaching practicum (Hudson, 2010; Hudson, 2013). He further
emphasizes that each factor with its corresponding roles has implications that are significant to pre-service
teachers. When personal attributes are involved, the relationship between pre-service teachers and mentor
teachers can be strengthened in a friendly manner, allowing the other roles to be comfortably played by the
mentor teacher; system requirements help pre-service teachers to have a clearer understanding of how the
education system works; pedagogical knowledge enables pre-service teachers to carry out lessons effectively;
modelling helps pre-service teachers to develop positive and professional attitudes as teachers; and feedback
contributes to further improving pre-service teachers’ performance as teachers working in schools (Hudson, 2010;
Hudson, 2013).

Acknowledging the importance of mentor teachers’ roles in the upbringing of pre-service teachers during
teaching practicum, recent research by Duah (2010) from England and Galamay-Cachola et al. (2018) from the
Philippines employed questionnaires and conducted surveys of pre-service teachers using the Five Factor
Mentoring Model. Duah (2010) focused on mathematics and science teachers’ responses while Galamay-Cachola
et al. (2018) disregarded the subject specialization of pre-service teachers in a university. Duah (2010) found that
mentor teachers played a great extent of the roles from the feedback factor, while Galamay-Cachola et al. (2018)
found that mentor teachers played a great extent of the roles from the personal attributes factor. Regardless, both
papers highlighted the need for mentor teachers to receive proper and intensive training to ensure that they fulfill
roles from the other factors to an equal extent. Their research, however, was limited to pre-service teachers either
from a university or subject-specific teacher education programs.

The significance of using Hudson’s Five Factor Mentoring Model is thus clear: the roles played by mentor
teachers can be identified, and the extent of these roles can be determined. Findings from this present study
conducted helped provided a comprehensive, descriptive picture on the state of mentoring, further enabling
proper suggestions to be made to help overcome the challenges faced by pre-service teachers and enriching the
literature of mentoring in the Malaysian context.

2. Method
2.1 Explanatory, Sequential, Mixed-Methods Design

We used an explanatory, sequential, mixed-methods research design to conduct the study because such a design
provides richer data to describe a phenomenon than a mere quantitative or qualitative research design can
(Creswell, 2014; Md Shidur, 2017). We first used a quantitative inquiry and then a qualitative inquiry (Creswell,
2014). To provide a comprehensive overview on the state of mentoring in Malaysia, we recruited 385 pre-service
teachers to determine their perceptions on the roles mentor teachers had played in their teaching practicum; we
then recruited six mentor teachers to explore their perceptions of the roles they had played when they were
mentoring pre-service teachers. The mentor teachers’ responses were further analysed to inform the findings
obtained from the pre-service teachers’ responses.

2.2 Description of Research Participants

The pre-service teachers were recruited from various universities in Malaysia, both public and private. They
were recruited based on the Malaysian Qualifications Agency’s (MQA) list of universities that offered teacher
education programs. The pre-service teachers were recruited to achieve the quantitative inquiry of our research
design, as we aimed to generalize their perceptions about the roles that their mentor teachers played in their
teaching practicum to the entire pre-service teacher population in Malaysia. The nature of quantitative inquiry in
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research often involves generalization of findings to the population being studied (Creswell, 2014).

Mentor teachers were recruited from various schools in Malaysia. These mentor teachers were in-service
teachers who had previously mentored teachers at least once. They were recruited to achieve the qualitative
inquiry in the research design, where their perceptions of the roles played were explored through interviews.
Their responses were further investigated to explain and discuss the findings obtained in the quantitative inquiry
on pre-service teachers.

2.3 Sampling Procedures

The pre-service teachers were recruited through the use of a multistage sampling method. Such a method
involves more than one type of sampling to recruit research participants who best meet the research objectives
(Sedgwick, 2015). Thus, we purposely selected pre-service teachers who had attended their teaching practicum.
Only those who had attended their teaching practicum were selected as they already had an experience with their
respective mentor teachers, and it was assumed that they knew the roles that the mentor teachers had played in
the teaching practicum. The research instrument was randomly distributed to these pre-service teachers to
eliminate bias and simultaneously enable generalization to the entire pre-service teacher population.

Mentor teachers were recruited through the snowball sampling method. Once a mentor teacher was successfully
contacted, they were asked to provide contacts for other teachers who had previously been assigned as
pre-service teachers’ mentors. This method was used until six mentor teachers were successfully interviewed.

2.3.1 Determining the Size

We used Cochran’s sample size formula to determine the needed size to conduct this study when the actual size
of the population being investigated was not available (Doshmanziari & Mostafavi, 2017; Masoumparast, 2016).
This formula was used because it was not possible to determine the actual number of pre-service teachers who
had attended their teaching practicum in a particular semester. It was also used because there was a possibility of
pre-service teachers altering the course structure in the program studied, rendering the exact figure of pre-service
teachers who had attended their teaching practicum unavailable. At a 95% confidence level, the sample size
needed to provide generalization to the population was 385 pre-service teachers. The formula to determine the
sample size was as followed:

ny=2rpql/é (1)
2.4 Research Instruments

A questionnaire was adapted from Galamay-Cachola et al. (2018) with permission and was piloted on 30
pre-service teachers to ensure its validity and reliability. The questionnaire used a 4-point Likert scale and had 24
items related to the roles described in the Five Factor Mentoring Model. The Cronbach’s alpha was at .96, which
was proven to be very reliable. The questionnaire was presented using Google Forms and distributed to the
pre-service teachers after obtaining consent from their universities. 10 semi-structured interview questions were
prepared and piloted to ensure the questions were properly structured and clear and the needed data would be
obtained. The interview questions were used during telephone interviews with the mentor teachers after their
consent was obtained.

2.5 Data Analysis

Data obtained through the online questionnaire was analysed using descriptive statistics, particularly the mean,
which helped determine the extent of roles played. The extent of roles based on the means obtained was
interpreted using Galamay-Cachola et al.’s interpretation (2018): no mentoring (1.00-1.49), little extent of
mentoring (1.50-2.49), moderate extent of mentoring (2.50-3.49), and great extent of mentoring (3.50-4.00).
Interview responses obtained were recorded, transcribed, and coded to generate necessary themes in explaining
mentor teachers’ perceptions of their roles played.

3. Discussion

The data collection process took ten weeks, from February 2020 to April 2020, and 385 pre-service teachers’
responses to the online questionnaire were obtained. Using mean as a form of descriptive statistics, Table 1
presents the extent of roles played by mentor teachers, which are categorized into their corresponding factors in
the Five Factor Mentoring Model.
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Table 1. Extent of roles played by mentor teachers

Factor Mean Interpretation
Personal attributes 3.15 Moderate
System requirements 3.01 Moderate
Pedagogical knowledge 3.12 Moderate
Modelling 3.10 Moderate
Feedback 3.20 Moderate

Using Galamay-Cachola et al.’s (2018) interpretation, the overall means for each factor were astounding, as all
of the means were interpreted as a “moderate extent of mentoring,” which meant that the means were between
2.50 and 3.49. Despite the same interpretation, the factors can be ranked accordingly, with the feedback factor
having the highest mean (3.20) and the system requirements factor having the lowest mean (3.01), which barely
passed the 3.0 mean threshold. The remaining factors had means that were not that distinct from each other, as
they all lied around 3.10.

Because feedback had the highest mean amongst the other four factors, it can be inferred that mentor teachers
did emphasize providing feedback to pre-service teachers. Feedback was often perceived to be the most
important factor as it aimed to help the pre-service teachers to improve themselves in their teaching (Hudson,
2010; Hudson, 2013). Mentor teachers were supposed to provide feedback with every observation conducted on
pre-service teachers (Gan, 2013; Mohd et al., 2014). However, it can be inferred that if the mentor teachers only
provided feedback after conducting observations, the feedback would not be sufficient and would defeat the
purpose of improving the pre-service teachers’ performance (Hudson, 2010; Hudson, 2013). Such a situation
could explain why pre-service teachers only reported a moderate extent of feedback.

Second to the feedback factor was personal attributes, which had a mean of 3.15. The relationship between a
mentor teacher and pre-service teacher must be positive for mentoring to occur (Hudson, 2013; Yirci et al., 2015),
but when a moderate extent of the personal attributes factor is shown, the positive relationship between mentor
teacher and pre-service teacher might not develop. Literature focusing on pre-service teachers has highlighted
that some mentor teachers are overly strict, set high expectations, pay insufficient attention to the pre-service
teachers’ concerns, and get upset easily (Goh & Matthews, 2011; Lokman et al., 2014; Taghreed & Mohd, 2017),
which might explain why the relationship between mentor teachers and pre-service teachers was only at a
moderate extent. Mentor teachers should be reminded that having such a title does not show their superiority
over pre-service teachers but rather a mandate to be a friend and counsellor to the pre-service teachers, further
developing trust between both sides that boosts the quality of the teaching practicum (Hudson, 2010; Hudson,
2013; Sami et al., 2013; Yirci et al., 2015).

The lowest mean recorded was the system requirements factor (3.01). Hudson (2010; 2013) emphasized that
explaining system requirements such as the curriculum, syllabus, and policies to the pre-service teachers is
important in helping pre-service teachers understand how the education system works. Goh and Blake (2015)
emphasized that mentor teachers should always inform pre-service teachers about the Malaysian education
system as the system often changes, especially in terms of the curriculum and policies. They also stressed that
pre-service teachers must keep themselves updated on the education system to ensure their performance is in line
with the education aspirations set by the Malaysian Ministry of Education. However, with the lowest mean
recorded in this study, it can be inferred that mentor teachers did not provide sufficient knowledge to the
pre-service teachers on system requirements in their teaching practicum.

Furthermore, while the interpretation of these means shows that mentor teachers played their roles in mentoring
pre-service teachers during the teaching practicum, this does not mean that the roles played were sufficient. The
overall state of mentoring in the Malaysian context does not appear to be positive; moreover, the situation
appears to have worsened, as the means obtained by Galamay-Cachola et al. (2018) were significantly different
from our findings. Table 2 presents the comparison of means between the present study and Galamay-Cachola et
al.’s (2018). Evidently, the highest mean from Galamay-Cachola et al.’s (2018) findings was 3.66 and the lowest
was 3.31, both of which were greater than the highest mean (3.20) obtained in our study. A common finding
between the two sides was that the system requirements factor had the lowest mean. Regardless, unlike the
present findings, in which all the means were interpreted as a moderate extent of roles played in mentoring, the
means for personal attributes, modelling, and feedback factors were all interpreted as a great extent of roles
played in Galamay-Cachola et al.’s (2018) research.
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Table 2. Comparison of means of two studies

Present research (mean) Factors Galamay-Cachola et al. (mean)
3.15 Personal attributes 3.66
3.01 System requirements 3.31
3.12 Pedagogical knowledge 3.46
3.10 Modelling 3.55
3.20 Feedback 3.61

Each factor has roles that mentor teachers have to play, and it is the mentor teachers’ responsibility to play these
roles because they have a significant impact on the pre-service teachers in their teaching practicum
(Galamay-Cachola et al., 2018; Hudson, 2013). The development of pre-service teachers in teaching practicum
will only be meaningful and significant if mentor teachers play their roles to a great extent (Galamay-Cachola et
al., 2018). Mere presence of the mentor teacher figure in the teaching practicum, and providing mentoring for the
sake of mentoring, are simply insufficient (Crasborn et al., 2011; Galamay-Cachola et al., 2018; Hudson, 2010;
Hudson, 2013; Izadinia, 2017). Literature on pre-service teachers, as discussed earlier, negatively portrays
mentor teachers; Taghreed and Mohd (2017), for example, reported how pre-service teachers dealt with a great
amount of challenges, yet mentor teachers played only minimum roles to help them. When combined with the
findings obtained in this study, it appears that mentor teachers in general and across Malaysia have not played
their roles sufficiently. They might not be aware of the importance of the roles they should play, or they may
simply not be mentoring pre-service teachers.

Interview responses were obtained from six mentor teachers, and these responses were transcribed and analysed
through coding and thematic analysis. The mentor teachers interviewed stated that they had taught in schools for
at least a decade; two of the mentor teachers had almost 40 years of teaching experience, although none of them
had more than 10 years of mentoring experience with pre-service teachers. From the analyses conducted, a total
of five themes were identified.

3.1 Mentor Teachers Perceived Themselves as Holding Multiple Identities

Other than perceiving themselves as mentors to the pre-service teachers in teaching practicum, the mentor
teachers interviewed perceived themselves to have a good relationship with the pre-service teachers and had
assumed other identities such as an advisor, counsellor, facilitator, guide, and motivator, as shown by the
following quotation from a mentor teacher:

I believe as a mentor, my role is to be a guide, counsellor, and advisor as well because, you know, the
trainees need some guidance. They also feel stress, so I need to be a counsellor as well. (Hall, lines
23-27)

The quotation shows that the mentor teacher perceived herself to hold at least three identities. Roles mentioned,
such as being a counsellor and motivator along with the claims of having a good relationship with the pre-service
teachers, must be played by the mentor teachers; as Lokman et al. (2014) and Yirci et al. (2015) claimed, a
positive relationship between mentor teachers and pre-service teachers extends the possibility of positive
development through providing various psychosocial supports to the pre-service teachers.

3.2 Mentor Teachers Perceived that Meetings Should Be Held on a Variable Basis

Mentor teachers claimed that they held meetings with the pre-service teachers. However, these meetings were
held on an inconsistent basis. Some mentor teachers were unable to provide how often they met with the
pre-service teachers.

Depending on the situation and if the mentee meets me every day, it will be a problem.” (Lane, lines
42-45)
Mentor teachers believed that they had met the pre-service teachers when the pre-service teachers needed help.
Another mentor teacher provided a specific time frame as to when she met the pre-service teacher.

Actually, I meet my mentee [pre-service teacher] once in two weeks but also when necessary because
they might have any problems or dilemma, they can see me anytime. (Kim, lines 49-52)

Such responses were similar to Lokman et al.’s (2014) findings: the pre-service teachers claimed that meetings
held between the two parties happened because the pre-service teachers needed help from their mentor teachers.
If pre-service teachers do not have any problems, it becomes questionable if there is any meeting that occurs
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between both sides. Moreover, the negative portrayal of mentor teachers in terms of their attitudes—as
highlighted by Goh and Matthews (2011), Melor et al. (2010), and Taghreed and Mohd (2017)—might also
result in few meetings between pre-service teachers and mentor teachers. Goh and Matthews (2011), for example,
stated that pre-service teachers were doubtful about meeting their mentor teachers as the mentors were overly
strict. The mentor teachers’ responses in their study certainly confirmed such a situation was true in the
pre-service teachers’ teaching practicum.

Further, Yirci et al. (2015) mentioned that meetings must be held on a regular basis by the mentor teachers as
they need to provide professional and psychosocial support to the pre-service teachers, which ultimately boosts
their performance and self-efficacy. But when meetings are inconsistent, the support given to the pre-service
teachers may be at a minimum, which would explain the occurrence of a moderate extent of mentoring in
teaching practicum.

3.3 Mentor Teachers Had Vague Responses on System Requirements

Mentor teachers were seemingly unsure of the roles related to system requirements even with explanations and
clarifications provided. One mentor teacher claimed to have shared whatever was deemed necessary but did not
provide examples.

Yes. I just tell them whatever I’m supposed to tell and if it is relevant to the thing, I will just explain to

them, whatever related to the school. I will explain to them whatsoever, whatever necessary. (Tom, lines
154-156)

Clearly, his responses were vague as the word “whatever” was repeatedly used with no concrete examples,
suggesting that he might have no knowledge about the roles related to system requirements. While Hudson (2010)
stated that orientation was necessary to help pre-service teachers understand the school’s system, environment,
and culture, a mentor teacher expressed that it was not necessary.

In my humble opinion, I think orientation is not necessary because I think they already have it at [the]
university level, right? 1 believe they came in with ample information so they don’t need another
session of orientation.” (Mary, lines 95-97)

Clearly, she believed that it was the university’s responsibility to provide orientation to the pre-service teachers.
It should be pointed out that even if the university had pointed orientation, mentor teachers would still need to
perform such a role because logically, mentor teachers are the ones that are most familiar with how the school
where they work functions. By relating mentor teachers’ responses, which were vague and claimed that
orientation was unnecessary, to our quantitative findings, which show that pre-service teachers perceived mentor
teachers’ roles on system requirements as only at a moderate extent (3.01), we can infer that mentor teachers may
not have shared sufficient knowledge of system requirements with the pre-service teachers. As such, pre-service
teachers were reportedly suffering from confusion about how the education system works (Goh & Matthews,
2011; Izadinia, 2017; Mohd et al., 2014; Taghreed & Mohd, 2017).

3.4 Mentor Teachers Claimed to Share Various Practical Pedagogical Knowledge

Mentor teachers claimed to have shared a wide range of practical pedagogical knowledge with the pre-service
teachers. Table 3 shows the list of pedagogical knowledge shared by the mentor teachers interviewed.

Table 3. Pedagogical knowledge shared by mentor teachers

Mentor teachers Pedagogical knowledge shared

Lane e  Students’ discipline
e  (Classroom management
e  Lesson planning

Mary e  Teaching strategies

e  (Classroom management
Hall e  Teaching methods
Kim e  Teaching methods

e  Teacher-student interaction
Ellis e  Lesson planning

e  Teaching materials
Tom e  Teaching methods

e  Teaching materials
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Unlike Hall, who only mentioned one example of pedagogical knowledge shared, the other mentor teachers
shared at least two examples related to pedagogical knowledge. Regardless, the examples of pedagogical
knowledge shared were similar, relating to such topics as classroom management, teaching methods, and
teaching materials. The examples given reflect the examples of pedagogical knowledge mentor teachers should
possess that are discussed in the international literature on mentor teachers’ roles (Gan, 2013; Goh & Matthews,
2011). Mentor teachers need to have a reservoir of pedagogical knowledge (Hudson, 2010; Hudson, 2013; Yirci
et al., 2015), and from these mentor teachers’ interview responses, they seem to have such a reservoir.

3.5 Mentor Teachers Objected to Being Observed by Pre-Service Teachers

Analysis of the mentor teachers’ responses revealed that they claimed to have shown many professional practices
to the pre-service teachers such as good values, positive interactions, and proper attire. However, all six mentor
teachers rejected the role of allowing pre-service teachers to observe them in teaching students, with the
justification that it would make them feel “uncomfortable.”

No. It’s not comfortable, right? It’s not comfortable. I’'m always scared of observations because I have
been teaching for almost 10 years and I don’t know what my mentee [pre-service teacher] has in her
mind.” (Mary, lines 71-72)

Actually, no. I think not all teachers will allow the trainees [pre-service teachers] to observe them while
they teach because they don’t like that. They have been through observations and they don’t really like
that, what’s more with the older teachers. (Lane, lines 179-181)

Despite the justifications that the mentor teachers provided, refusing to allow pre-service teachers to observe
them while they teach contradicts with Hudson’s (2010) assertion that mentor teachers are needed to demonstrate
proper teachings so as to enable pre-service teachers to model these teachings and execute them in classrooms.
Gan (2013) and Izadinia (2017) also mentioned that mentor teachers should demonstrate and translate their
pedagogical knowledge in classrooms, which will help pre-service teachers bridge their understanding to real
classroom application. If the mentor teachers are not confident in bringing their pedagogical knowledge into real
classroom practice, pre-service teachers may not be able to bridge the gap between pedagogical knowledge and
real classroom practice.

It is possible that these mentor teachers did not possess the confidence to present their teachings to the
pre-service teachers. If true, it would be ironic; as Muhammad (2013), Yirci et al. (2015), and Hudson (2010)
claimed, mentor teachers are supposed to be the ones instilling confidence in pre-service teachers. Mentor
teachers must be confident in their capabilities as teachers, as this will help facilitate and develop the pre-service
teachers to be more confident with their teachings (Hudson, 2010; Hudson, 2013; Izadinia, 2017; Muhammad,
2013).

The five themes reported and discussed show that mentor teachers claim to have played their roles. However, it
is doubtful that the relationship between both sides is always positive and that mentor teachers always play their
roles because many admitted to having meetings on an inconsistent basis. If the pre-service teachers had not
requested help from the mentor teachers, there is a possibility that no mentoring would have occurred.
Furthermore, not allowing pre-service teachers to observe them and not providing orientation further proves that
mentor teachers did not have enough understanding about their roles. The moderate extent of mentoring
identified in the data obtained from the online questionnaire is thus explainable; inconsistent meetings might
have contributed to little or no mentoring, meaning that mentor teachers only ever played their roles a few times.

Clearly, mentor teachers played their roles but only to a moderate extent. This is not sufficient because good
mentoring and supervision involves a great extent of mentoring to ensure pre-service teachers develop
professionally and meaningfully (Galamay-Cachola et al., 2018; Hudson, 2010; Hudson, 2013).

4. Conclusion

Challenges in teaching practicum remain in abundance. Mentor teachers who are assigned to mentor and
supervise pre-service teachers have roles that they should play to help pre-service teachers overcome these
challenges while also developing pre-service teachers into better educators. This study has found that mentor
teachers’ roles are only played to a moderate extent; some roles are even deemed unnecessary by the mentor
teachers, which is insufficient to help in the development of pre-service teachers. Evidently, mentor teachers
need to have a better understanding of the roles they should play. The Malaysian Ministry of Education or
universities, with the help of these findings, may create guidelines or manuals to help mentor teachers be aware
of their roles when they are assigned to mentor pre-service teachers. Mentor teachers with the findings available
in this paper must understand and realize that their roles are crucial in the upbringing of the pre-service teachers
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as they will be the future educators who continue to achieve the country’s aspirations and implement the
education system in schools.

As this research was conducted amidst the COVID-19 pandemic, the Ministry of Health (2020) in Malaysia
issued statements to have universities and schools close down temporarily, and movements of people were
greatly restricted for safety purposes. This situation affected data collection because there was a possibility that
research participants would reject, ignore, or miss their interviews or the questionnaire that was distributed
(Crano et al., 2015). Future research may include distributing the survey to mentor teachers as well, which would
help in comparing and contrasting the responses of the roles played to determine the extent of truthfulness.
Pre-service teachers from the Institutes of Teacher Education should be included as well to provide findings that
are generalizable to the entire pre-service teacher population in Malaysia.
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