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Abstract
Purpose: The aim of this research is to examine the degree to which the quality and frequency of mentoring by 

cooperating teachers during practical teaching internship influence the professional competence of future 
teachers.

Material: To verify our proposed object, we conducted a research using a questionnaire distributed, during 2016-2017 
school year, The analyses are based on a sample of more than 164 Tunisian physical education trainees and 
96 cooperating teachers who participated in a pre-test and post-test study.

Results: The results indicate that the quality and frequency of mentoring explain the success of starting a professional 
life. In terms of learning, mentoring that follows helpful rather than transmissive principles stimulates the 
performance, motivation and job satisfaction of future teachers and reduces emotional fatigue.

Conclusions: Cooperating teachers training should include supervision practice themes to provide their trainees with  real 
practice opportunities and to support them as needed.

Keywords: professional development, transmission, mentoring, cooperating teacher, trainees.

Introduction1

The research results of Hoyle et al [1] indicated 
that much of the current teaching research agenda 
encompasses practical knowledge, personal practical 
knowledge, and knowledge about educational content. 
In this sense, Eraut [2] confirmed that all these types of 
cognitions refer to the teachers’ knowledge expressed in 
practice. However, there is still very little information 
on the processes of interpretation and personalization of 
theory and its integration into the conceptual contexts that 
guide their actions in practice [3]. According to Fantilli 
and McDougall [4] the practical teaching internship is 
often described as a stressful period in the life of future 
teachers. Haser and Star [5] research on the process 
of supervising students in initial education states that 
supervision is one of the key factors that determine the 
success of novice teachers in the early stages of their 
teaching experience. In Kram’s [6] definition, mentoring 
is usually considered a form of developmental assistance 
offered to a novice by an older person with experience 
in his field. Mentoring is also considered as a developing 
practice [7], a contemporary concept, in which values, 
rules, expertise are transferred from one person to another. 
In the education and training context, training mentoring 
represent as an integral part of all teacher education 
programs in the field [8]; [9]. Melki et al [10], indicates 
that initial training in physical education in Tunisia is 
identified by a double characteristic: a set of theoretical 
courses given by a university professor and practical field 
experience led by a cooperating teacher. As many authors 
consider traineeship to be the most important element of 
their training. The cooperating teacher depends on the 
success of the traineeship [11] and their participation is 
particularly important [12]. Cooperating teachers are 
those who spend the most time with future teachers [13] 
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and who have an impact on the identity formation of pre-
service trainees [14], According to Beck and Kosnik [15] 
cooperating teacher is a key element, acting as a support 
and guide to the teaching-learning process, and as an 
important source of emotional support. In Ingersoll and 
Strong [16] research, the role of cooperating teachers and 
their effects in the process of integration into professional 
life has received much attention. In the context of the 
physical education training of teachers [17] demonstrated 
that cooperating teachers perceive their role in the training 
of future teachers as the most important part of learning 
to teach. With the same idea, Smith [18] argued that 
cooperating teachers have the most significant influence 
on the quality of trainees’ training experience. Graham 
[19] points out that there are two essential elements to the 
success of the traineeship: first, the cooperating teacher 
and the traineeship site. The cooperating teacher role is 
crucial for the growth and development of future teachers. 
It has consistently emerged from the literature that future 
teachers perceive their cooperating teachers as one of 
their most important sources of significant support during 
the practical internship [20]. Lindgren [21] indicated that 
cooperating teachers provide crucial practical advice on 
teaching and reflect on working methods, they also look 
at the positive and negative aspects of lessons.

Some of the research on trainee mentoring has shown 
that the support of a cooperating teacher is positively 
associated with teacher efficacy [22], educational 
engagement [23] and best pedagogical practice [24]. 
There is consistent evidence that trainees perceive their 
cooperating teachers as one of the main sources of support 
during pre-service education training [20]. Cooperating 
teachers provide essential practical advice on teaching and 
the role of teachers [25]. In addition, in the presence of a 
cooperating teacher, future teachers discuss the positive 
and negative aspects of the lessons. Studies on teacher 
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mentoring have shown that the support of a cooperating 
teacher is positively correlated with teacher effectiveness, 
educational engagement [23], and improved teaching 
practices [26]. 

Brooks and Sikes [27] studied the mentoring - 
psychology process and stated that the psychological 
support of the cooperating teacher includes the 
development of self-confidence, the promotion of self-
esteem, as well as the ability to listen and the desire 
to become more autonomous [28]. This assistance is 
particularly useful in the first year of teaching since future 
teachers must adapt to their new work environment. 
Rhodes [29] believes that psychological support reduces 
stress and improves job satisfaction. Olds et al [30] 
research results presented that mentoring affects future 
teachers through two closely related models: First, a 
model proposes the transmission of knowledge. A second 
model introduces the concept of educational mentoring. 
According to Sfard [31] mentors perceive their role as 
expert teachers and pass on their knowledge in a structured 
relationship of hierarchy. They add that in educational 
mentoring, cooperating teachers act with their novices 
in reflecting that helps them to learn in their practice. In 
summary, Wang and Odell [32] concluded that the two 
models presented show resemblances with two paradigms 
of learning theory, a knowledge transmission model 
based on behaviorist learning theories, in which trainees 
are becoming passive to information. This mentoring 
model aligns with mentoring reflections focused on the 
transmission of learning [33]. In fact, for Kessels et al 
[34] these two models; knowledge transformation and 
educational mentoring reflect a theory of professional 
development. According to which future teachers develop 
their own knowledge by linking new information to 
their previous knowledge. This research suggests that 
mentoring can have a positive influence on the teacher’s 
transition to the teaching profession. However, there 
is very little research on the effects of mentoring on 
the development of the professional skills of future 
teachers. Few studies examine differences in the quality 
of mentoring offered [23, 35]. Consequently, there is 
limited knowledge about the mentoring practices that best 
support teacher development during practice internship.

This study intended to determine the extent to which 
the quality and frequency of mentoring predict the 
development of the professional competence of future 
teachers during the practical teaching internship. In 
particular, we study the effects of mentoring on teacher 
effectiveness, teacher motivation, perceptions of learning, 
emotional fatigue, and job satisfaction.

Material and methods
Participants
The sample was recruited from various randomly 

selected schools in four governorates in Greater Tunis 
(Manouba, Tunis, Ben Arous, and Ariana). All future 
teachers in the sample will teach physical education in 
college. The first group of trainees included an average 
of 98 persons aged 22.4 years (SD = 2.0 years) and 

predominantly male (65.4%). The second group consisted 
of 66 persons with an average age of 23.3 years (SD = 3.1 
years) and 63.3% female. A total, 162 future teachers from 
both groups participated in the first level of measurement 
and 103 (74.2%) continued in the second level of 
measurement. Participants in the longitudinal sample 
were, on average 22.8 years old (SD = 2.6 years) at the 
start of the study and the majority were male (73.9%). 
Participation in the study was voluntary.

Research design
The first physical education teacher training in Tunisia 

took place over a period of three years and is entitled to a 
bachelor’s degree. Indeed, in the third year of training, a 
single preparatory training for professional life took place 
for a period of one continuous school year. According to 
Schwarzer et al [36] all future teachers are assigned to 
cooperating teachers who provide supervision, feedback 
and advice during the internship period. 

This study used a pre-test and post-test protocol with 
two groups and two measurement levels. The future 
teachers of the first group were evaluated at the end of 
the first semester of the school year (from the beginning 
of the internship to the end of the first semester). Their 
second group partners are evaluated at the start and end 
of the second semester of the practical training year, so 
both groups were skilled at the same time interval. This 
conception allows us to explore the evolution of the 
characteristics of future teachers and the relevance of 
mentoring for cooperating teachers in this integration 
period.

Procedures
Firstly, as part of a mentoring assessment focusing on 

professional development and transmission mentoring, we 
asked future teachers to assess their level of satisfaction 
with their cooperating teachers. This does not include 
the content of their interactions. Three items measured 
professional development mentoring (Table 1); two 
items measured mentoring focused on transmission. The 
assessment model was a 6-point scale from (1) strongly 
disagree to (6) strongly agree. 

Secondly, we evaluated the quantity of mentoring 
based on the frequency of interactions between the 
cooperating teacher and the trainee. The frequency is 
assessed by a single question: “On average, how often 
did you talk to your cooperating teacher during your 
practical training? Responses are made on a 6-point scale 
ranging from (1) less than once a month to (6) all sessions. 
Responses that indicated trainee-cooperative teacher 
interactions “several times a week” or “every day” were 
recorded as ‘1’ and all other responses that indicated less 
frequent interactions were recorded as ‘0’.

Thirdly, to support research, we used a scale to measure 
the cooperating teacher’s efficacy [36] and to determine 
the professional abilities that exist among mentors. It 
focused on two main areas: (a) professional development, 
(b) knowledge transfer. For each of these two topics, 
cooperating teachers may have specific efficacy needs. 
It seems that these important items are fundamental to 
successful mentoring. Each item is developed following 
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Bandura’s social cognitive theory [37, 38]. We note that 
future teachers are asked to assess their agreement with 
10 statements on a 4-point Likert scale ranging from (1) 
strongly disagree to (4) strongly agrees. 

Statistical Analysis
Analyses were performed using statistical software 

SPSS 16 (Statistical Package for social science) program. 
The following variables were calculated using descriptive 
statistic: frequencies, percentages, and Cronbach alpha 
index. Assessment of statistical significance between 
male and female student teachers was performed using a 
Chi-square. Correlation between CT behavior on health 
and attractiveness of PE-ST was applied. Value less than 

0.05 was considered statistically significant.

Results 
The comparison between the participating revealed 

no significant differences in gender, but the participants 
in either evaluation were about two years younger. 
Furthermore, we found no statistically significant 
differences between the two groups in the effectiveness 
of outcome variables, teacher motivation, transmissive 
and professional development perceptions, and fatigue 
emotional. 

The development mentoring scale demonstrated an 
internal consistency of α = 0.84. ; Transmission mentoring, 

Table 1. Factor saturation for exploratory and confirmatory scaling analysis

Factors
Items

Results
of ESA

Results
of the CSA

My cooperating teacher: Factor 1 Factor 2 Factor 1 Factor 2

Mentoring 
centered on 
Transmission

Says what I should
do to get better.

0.14* (.05) 0.82* (.04) - 0.79* (.03)

Had some suggestions as to how I 
should teach the theme of the course.

0.10 (.05) 0.70* (.03) - 0.68* (.03)

Telling me what I’m supposed to do in 
another way in lessons.

0.00 (<.01) 0.76* (.03) - 0.71* (.03)

Mentoring 
centered on 
professional 
development

Allows me to make progress more on 
my own.

0.82* (.04) 0.02 (.01)
0.86* 
(.04)

-

Allows me to familiarize myself with 
various teaching approaches.

0.80* (.04) 0.08 (.04)
0.73* 
(.04)

-

Allows me to formulate my personal 
statements.

0.62* (.03) 0.29* (.04)
0.78* 
(.04)

-

Is a source of reflection that invites 
self-examination.

0.67* (.03) 0.03 (.04)
0.69* 
(.03)

-

Note: CSA = Confirmatory Scaling Analysis; ESA = Exploraty Scaling Analysis.*p<0.05.

Table 2. Descriptive statistics of mentoring practices.

Result Groups N
period 1 period 2

t p
M1 SD1 M2 SD2

Mentoring Frequency 
1 98 * * 0.56 0.50 * *
2 66 * * 0.72 0.47 * *

Mentoring centered on the 
development

1 98 * * 4.53 1.18 * *
2 66 * * 4.75 1.20 * *

Mentoring centered on 
Transmission

1 98 * * 3.33 1.44 * *
2 66 * * 3.43 1.27 * *

Job satisfaction
1 98 3.44 0.52 3.30 0.64 4.47 0.00
2 66 3.39 0.56 3.44 0.48 2.28 0.01

Emotional fatigue
1 98 2.19 0.58 0.76 4.73 4.55 0.00
2 66 2.43 0.62 0.62 4.82 4.77 0.00

Transmissive perceptions
1 98 3.41 0.54 3.42 0.59 3.32 0.00
2 66 3.36 0.49 3.37 0.61 0.86 0.27

job satisfaction
1 98 3.58 0.55 3.63 0.54 4.47 0.00
2 66 3.50 0.52 3.77 0.38 2.28 0.00

development perceptions
1 98 2.89 0.39 2.94 0.39 2.90 0.01
2 66 2.88 0.40 2.90 0.40 0.83 0.38

Efficiency teaching
1 98 3.00 0.39 3.02 0.36 2.63 0.30
2 66 3.02 0.34 3.12 0.38 1.97 0.50
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have a reliability α = 0.80. The results showed that the 
professional development views of cooperating teachers 
are negatively correlated with transmission-oriented 
mentoring as evaluated by trainees (r =.40, p <.05) and 
positively correlated with professional development 
oriented mentoring. While the latter association was not 
statistically significant due to the small sample size (r 
=.32, p >.05). This finding indicates that the assessments 
of future teachers coincide with the perceptions of their 
cooperating teachers about learning to teach, suggesting 
that trainee assessments are useful indicators of the 
quality of mentoring.

Descriptive statistics of mentoring practices
We indicate in table 2, the results of mentoring 

focused on transmission were significantly lower than 
the theoretical average of 3.5 in the 1st group (t = 
2.69, p < 0.05), while the values of mentoring focused 
on sustainable professional development significantly 
exceeded the theoretical average in both groups (group 
1: t = 15.23, p < .05 group 2: t = 12.62, p < .05). Table 2 
presents the means and standard deviations of the variables 
evident for each group at both levels of measurement. 
The results show statistically significant changes in 
different variables and groups. The effectiveness of future 
teachers decreased significantly (t = 2.63, p = 0.03) in 
the first group and increased, but not significantly, in 
the second group. There has been a significant change 
in the transmissive and professional development 
perceptions of future first group teachers. Transmissive 
perceptions about teaching increased during the first half 
of the internship (t = 3.32, p < 0.05), while professional 
development perceptions decreased (t = 2.90, p < 0.05). 
We note that both groups have seen significant changes 
in job satisfaction and emotional fatigue. The first group 
showed increased emotional fatigue (t = 4.55, p <.05) and 
decreased job satisfaction (t = 4.47, p <.05). In the second 
group, however, emotional fatigue decreased (t = 4.77, p 
< 0.05) and job satisfaction increased (t = 2.28, p < 0.05). 
Briefly, the results indicate that future teachers progressed 
differently during their first and second semester of 
training internship, which may reflect differences in the 
teacher training provided each semester.

Determining the level of qualification of future 
teachers

Data revealed separate developmental models for 

group 1 and 2 futures teachers. The study findings showed 
that the unlimited model provided a better adjustment to 
the model data. Invariance tests showed that the restricted 
model produced only small changes in the overall model. 
The limited model, therefore, provides an appropriate 
representation of the complete model data. Table 3 shows 
the regression coefficients of the six structural equation 
formulas and their adjustment statistics. The predictive 
indicators were the measurement reference of the outcome 
variable as assessed at the first level of measurement and 
the three variables indicating the quality and frequency of 
mentoring.

It is shown that the regression coefficients of the model 
that predicts the development of teacher effectiveness 
indicate that the measurement reference strongly predicted 
teacher efficacy at the second measurement level (β1 = 
0.53, p <.05), which suggests that the design is highly stable 
between the two measurement periods. In addition, future 
teachers whose cooperating teachers have demonstrated 
a sustainable development mentoring style have shown a 
significant increase in teacher efficacy over the semester 
(β3 = 0.11, p <.05). There were no significant changes in 
teacher efficacy among future teachers who experienced 
a style of mentoring focused on transmission or who 
had frequent interactions with their cooperating teacher. 
Teachers’ pleasure was strongly predicted (β1 = 0.56, p 
<.05) and a professional development mentoring style (β3 
= 0.09, p <.05). The professional development models of 
future teachers’ perceptions showed a strong homogeneity 
between the first and second levels of measurement 
(transmissive perceptions: β1 = 0.68, p <.05; professional 
development perceptions β1 = 0.59, p <.05). While the 
practice of transmissive mentoring positively predicted 
the development of transmissive perceptions (β2 = 0.08, 
p <.05), professional development mentoring was not 
significantly associated with constructivist perceptions 
of future teachers. Only periodic interactions with the 
cooperating teacher predicted negatively perceptions (β4 
= 0.20, p < 0.05) when all other variables of the model were 
controlled. This conclusion suggests that future teachers 
who expand professional development perceptions are less 
frequently in interaction with their cooperating teacher. 
The predictive models of future teachers are characterized 
by high coefficients of stability (emotional fatigue: β1 = 
0.61, p <.05; job satisfaction: β1 = 0.59, p <.05). When 

Table 3. Results of structural equation formulas to predict future teachers’ performance (*p < .05.).

Variables
Measurement 
reference
β1

Mentoring 
centered on 
Transmission
β2

Mentoring 
centered on 
development
β3

Interaction 
periodicity
β4

Satisfaction Job 0.59* 0.05 0.21* 0.4*
Teacher’s efficiency 0.53* 0.05 0.11* 0.04
Teacher’s pleasure 0.56* 0.05 0.09* 0.00
Transmission perception 0.68* 0.08* 0.02 0.04
Emotional fatigue 0.61* 0.09 0.33* 0.1
Development perception 0.59* 0.03 0.02 0.2*
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the reference levels were tested, future teachers who 
received professional development mentoring showed a 
statistically significant decrease in emotional fatigue (β3= 
0.33, p <.05) and a statistically significant increase in Job 
Satisfaction (β3 = 0.21, p <.05). This clearly proves that 
professional development -oriented mentoring promotes 
the success of future teachers.

Discussion
In this study, we distinguished two mentoring 

practices: professional development and transmission 
mentoring style. We have worked out a methodology to 
measure the two mentoring practices and evaluate their 
quality. After establishing the reliability and validity of our 
measure, we predicted the development of future teachers 
based on the qualitative and quantitative characteristics 
of the mentoring experience. We used a pre-test and post-
test study design to determine whether mentoring predicts 
trainees’ effectiveness, motivation to teach, the perception 
of learning, emotional fatigue, and job satisfaction once 
the various reference thresholds are adjusted.

Most of the future teachers in our study participants 
who received professional development mentoring that 
provided mentoring that included opportunities for self-
reflection, trying out various teaching methods, and 
making independent decisions. This means that many 
cooperating teachers provide a learning atmosphere 
that supports individual learning and development. This 
orientation to professional development mentoring can be 
seen as an unexpected phenomenon, as the teachers who 
assume the role of cooperating teacher is not qualified 
teacher trainers, but regular teachers chosen by the head 
of school. In this way, cooperating teachers have tended 
to choose useful monitoring practices despite their limited 
training. Subsequently, the results of the descriptive 
analyses showed that the two mentoring practices are 
unrelated. This means that mentoring for transmission 
and mentoring for professional development are two 
distinct practices and cannot be seen as two pillars of a 
single model. Our results are aligned with Bandura [39] 
finding, who argued that the two forms of mentoring 
make different theoretical suppositions about how to learn 
and it would not be correct to exclude either of them from 
research focused on the training-learning process.

There is evidence that future teacher who is 
experimenting with professional development mentoring 
show higher levels of job effectiveness, motivation 
and satisfaction and lower levels of emotional fatigue 
after a semester of training compared to teachers who 
have not received the same mentoring. This confirms 
findings of Ingersoll and Strong [16] that mentoring is an 
important source of support for trainees. In this study, the 
different mentoring practices predict the development of 
future teachers differently. Theoretical predictions that 
mentoring based on collaborative research and critical 
thinking have been supported. According to Jerusalem 
and Schwarzer [40], this theoretical prediction is 
helpful in developing the motivation of future teachers. 
In contrast, while mentoring focused on transmission 

has increased, trainees’ transmissive perceptions do not 
have significant effects. In this way, it is perceived that 
the cooperating teachers provide close supervision of 
their trainees and pass on their knowledge, their teaching 
ideas, do not encourage the start of learning effectively. 
The results also showed that future teachers who interact 
frequently with their cooperating teachers showed fewer 
perceptions of professional development when the 
quality of mentoring instruction is taken into account. It 
may be hypothesized that futures teachers who receive 
professional development mentoring may not need close 
guidance and frequent interactions.

In this study, we found that the impacts of mentoring 
are limited in importance and this finding is similar to 
Hudson [41] research findings. It is important to take 
into account that when interpreting these impacts future 
teachers are also open to training offered in the university. 
Furthermore, Cohen [42] stated in his study that the time 
allocated to cooperating teachers for close cooperation 
with the trainee is limited by the fact that their teaching 
mission is not generally suited to their monitoring 
functions. For this reason, special attention should be 
paid to the fact that cooperating teachers facilitate the 
development of trainees despite their limited means.

Conclusion
With the results of our research, we had the opportunity 

to study the rate of change of future teachers over an 
entire university year. The methodology applied for our 
study is the pre-test and post-test to determine the extent 
to which mentoring provides for the development of 
trainees’ motivation and perceptions. The main conclusion 
we drew was that centered mentoring on professional 
development supports the development of future teachers 
during pre-service training. Based on our results, we find 
that mentoring focused on professional development and 
transmission can be supported by mentoring concepts 
that are developed and adapted to different concepts of 
training theory. Findings from this study indicate that 
cooperating teachers should be provided with training on 
supervision during pre-service training. We conclude that 
cooperating teachers training should include supervision 
practice themes to provide their trainees with real practice 
opportunities and to support them as needed. For future 
studies, however, we should consider research projects 
with multiple measures during a university year and 
compare the results with other studies in countries that 
have examined this topic and proposed practical solutions.
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