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This research attempted to illustrate how different mentoring approaches impact student-teacher identity development. Mentoring approaches in this study were categorized into transmission-oriented and constructivist-oriented. Guided by the biographical-narrative identity theory, the data in this study were extracted from interviews with four student teachers from Thailand while they were in the teaching practicum. It was found that student teachers who received the constructivist-oriented mentoring perceived themselves as teachers, were more confident about their teaching abilities, and expressed willingness to enter the teaching profession than those who received the transmission-oriented mentoring. Implications for selecting qualified school-based mentor teachers and the urgent need to offer an induction program to support mentors are discussed.
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Introduction

Teaching practicum is an integral part of teacher education worldwide, and it varies from country to country (Darling-Hammond, 2017). In Thailand, where this paper is situated, teaching practicum is compulsory for teacher education, which is expected to be designed in constructive alignment with professional standards prescribed by the Teachers Council of Thailand (Vibulphol, 2015; Prabjandee, 2020). Teacher education in Thailand has undergone many reforms since 1978, “from a traditional model for teachers to a degree-led teacher educational model, and more recently, to a licensed and accredited teacher professional model” (Thongthew, 2014, p. 543). In 2005, Thai teacher education was changed from four years to five years in an attempt to uplift the status of the teaching profession (Chailom, 2019). However, in 2019, Thai teacher education was shortened to 4 years to solve the teacher shortage crisis (Sairattanain and Loo, 2021). Even though the teaching practicum has received tremendous interest from researchers worldwide for at least five decades (Caires et al., 2012), research on teaching practicum in the Thai context, with a few exceptions (e.g., Prabjandee, 2019; Imsa-ard et al., 2021), is under-represented.

The teaching practicum is very important since it provides opportunities for student teachers to put theory into practice and learn about themselves (Britzman, 2003; Farrell, 2008; Zeicher, 2010; Cohen et al., 2013; Furlong, 2013; Trent, 2013; Smith and Lev-Ari, 2015; Prabjandee, 2019). In the teaching practicum, student teachers spend most of their time with school-based mentor teachers; thus, the heart of the teaching practicum experience depends mainly on the relationships with the mentor teachers (Johnson, 2003; Graves, 2010; Yuan, 2016; Izadinia, 2017). Mentoring relationships can be positive or negative (Izadinia, 2015). Prior research has extensively documented the positive side of mentoring (e.g., Johnson, 2003; Lindgren, 2005; Hobson et al., 2009; Richter et al., 2013; Orland-Barak, 2014; Mok and Staub, 2021). In Germany, for example, Richter et al. (2013) pointed out that positive mentoring relationships fostered teacher efficacy, teaching enthusiasm, and job satisfaction. Additionally, in the review of mentoring beginning teachers, Hobson et al. (2014) summarized that mentoring enabled student teachers to put challenging experiences into perspective, increase job satisfaction, and improve teacher retention.

A plethora of research has documented the positive sides of mentoring; however, little attention has explored its negative side, leaving a considerable gap in teacher education research (Izadinia, 2015, 2017; Yuan, 2016). The emphasis on the negative side will shed light on “useful insights into the complexities and challenges involved in pre-service teachers’ learning to teach” (Yuan, 2016, p. 189). Investigating the impact of negative mentoring will also complement extant literature to inform teacher education design to support student teachers’ professional development. In addition, when attempts were made to explore the negative side of mentoring, it was conducted to focus on student teachers’ knowledge (e.g., Mena et al., 2016). Still, limited research has been undertaken to realize how negative mentoring relationships between mentors and student teachers affect teacher identity development (Izadinia, 2017). This paper attempts to contribute to this sphere of inquiry.



Theoretical underpinnings


Student teacher identity

In the seminal reviews of teacher identity (Beijaard et al., 2004; Beauchamp and Thomas, 2009), it is widely accepted by most researchers that teacher identity is socially constructed, dynamic, and multifaceted. To elaborate, teacher identity is formed through interaction with others in social contexts, and it is also developed based on how others perceive us. Teacher identity is not static; it is constantly evolving. It has been used to refer to in-service and in a discussion of pre-service teachers (Prabjandee, 2020), consisting of myriad aspects such as personal, professional, and political (Beijaard et al., 2004). In a more recent review on student–teacher identity, Izadinia (2013) summarized that student–teacher identity could be defined as “perceptions of their cognitive knowledge, sense of agency, self-awareness, voice, confidence, and relationship with colleagues, pupils and parents, as shaped by their educational contexts, prior experiences and learning communities” (p. 708). Based on this definition, student-teacher identity is all-inclusive, so it is necessary to situate it in a particular theoretical framework (Prabjandee, 2019).

In this study, the biographical-narrative theory, popularized by Kelchtermans (1993), was used to conceptualize student–teacher identity. The theory is appropriate for exploring student–teacher identity because it explains teacher identity construction as a learning process in which student teachers form a teacher identity by making sense of the teaching profession (Prabjandee, 2020). As student teachers learn to become teachers, they develop their understanding of the teaching profession by observing what teaching entails, performing “real” teaching in the school setting, and reflecting upon what kinds of teachers they want to be (Prabjandee, 2020). This understanding demonstrates student-teacher identity as an ongoing trajectory of professional development (Kelchtermans, 1993). In the biographical-narrative theory, Kelchtermans (1993) defined identity as autobiographical stories one narrates in a social context. Specifically, student teachers use stories as an interpretative framework to understand the teaching profession. The stories are both a form and a process illustrating a collective representation of oneself to others (Sfard and Prusak, 2005). The stories are inherently multiple, contextually shaped, and constantly evolving.

Kelchtermans (1993) explained that teacher identity development is an ongoing process of constantly identifying the professional self and formulating a subjective educational theory. The professional self is described as a personal story narrated in a social context. Kelchtermans (1993) argued that the professional self could be conceptualized in five dimensions: self-image, self-esteem, job motivation, task perception, and future perspective. For self-image, it is a general description of oneself as a teacher. Closely related to self-image, self-esteem is one’s confidence in their teaching ability evaluated against professional norms. Job motivation is the desire to choose, stay, or leave the teaching profession. Task perception is the conception of the teaching profession that one perceives. The future perspective is the expectation for professional development. Finally, the subjective educational theory is an interpretative system that student teachers use to make sense of education and teaching (Kelchtermans, 1993).



The impact of mentoring on student–teacher identity

Mentoring is a social activity involving interactions between the mentor and the mentee (Ambrosetti et al., 2014). It is an essential component of the teaching practicum because it supports student teachers in learning about teaching, putting knowledge obtained from teacher education into perspective, and improving their teaching ability (Mena et al., 2017; Mok and Staub, 2021). The notion of mentoring is often used interchangeably with coaching and supervising (Ambrosetti et al., 2014); however, they are somewhat different in their focuses. Mentoring is often juxtaposed with coaching, but mentoring suggests a reciprocal relationship whereby the mentors and the mentee are involved in two-way knowledge sharing through reflective activities (Ambrosetti et al., 2014). In contrast, coaching emphasizes on-the-job training for in-service teachers to achieve implementation fidelity (Teemant et al., 2011). Supervising suggests a hierarchical relationship whereby specific skills are explicitly trained and assessed (Ambrosetti et al., 2014). This paper situates in the context of mentoring since it is conceptually precise when referring to the teaching practicum.

Different mentoring approaches were articulated to characterize the quality of interaction between mentor and mentee (Richter et al., 2013). Cochran-Smith and Paris (1995) described a mentoring continuum as knowledge transmission and knowledge transformation. On the one side, in knowledge transmission, a mentor is perceived as an expert passing on accumulative knowledge and experience of teaching in a hierarchically structured relationship to the mentee. However, on the other side, in knowledge transformation, a mentor is regarded as a collaborative partner helping a student–teacher grow professionally in a mutually generated relationship. In addition, Feiman-Nemser (2001) categorized mentoring as conventional and educative. Even though the two terms (conventional and educative) are different from Cochran-Smith and Paris (1995), conventional mentoring is like the knowledge transmission approach, whereas educative mentoring is like knowledge transformation. As a result, Richter et al. (2013) consolidated the interrelated conceptualizations into transmission-oriented and constructivist-oriented mentoring since they better reflect learning theory. The transmission-oriented mentoring is based on the behaviorist learning theories, describing learning as “a unidirectional process in which learners as passive recipients of information” (Richter et al., 2013, p. 168). The constructivist-oriented mentoring describes learning as the active construction of their knowledge by linking new learning with previous experiences (Richter et al., 2013).

Research on how mentoring impacts student-teacher identity development is scarce in the international research landscape and Thailand context. For example, Izadinia (2015) explored how mentor teachers shaped student–teacher identity by using interviews and reflection journals in an Australian context. It was revealed that a positive mentoring relationship enabled student teachers to feel more confident as teachers. On the contrary, a negative mentoring relationship decreased their confidence, and they thought they did not improve as teachers. Similarly, Yuan (2016) investigated the dark side of mentoring on student–teacher identity in China by using in-depth interviews, field observation, and personal reflection. It was found that negative mentoring dismantled student teachers’ ideal identities, created feared identities, and influenced their professional growth. Recently, Izadinia (2017) added that different mentoring styles impinge on student-teacher identities, facilitating or inhibiting their professional development. Based on these studies, it can be concluded that the different mentoring approaches affect teacher identity and professional growth. While these studies provide valuable insights into the negative side of mentoring, they treated the impact on teacher identity holistically. However, since teacher identity is multifaceted (Beijaard et al., 2004; Beauchamp and Thomas, 2009), how mentoring relationships affect different aspects of teacher identity remains overlooked. By implementing a theoretical framework with multifaceted nature, such as the biographical-narrative theory (Kelchtermans, 1993), the following research questions were used to guide the pursuit of knowledge in this study:


1.How do student teachers describe their mentoring relationships?

2.How do different mentoring relationships affect teacher identity development?






The present study


Context and participants

This paper is part of a larger research project conducted before the COVID-19 pandemic in 2017. The project examined teacher identity development in teacher education and its roles in supporting identity development (Prabjandee, 2020). This paper is not a priori, in which the research questions were formulated to pursue accordingly. Instead, the objective of this paper emerged during the data analysis stage. When this study was conducted, the teacher education program was a 5-year curriculum (4 years of classes and 1 year of a teaching practicum) affiliated with a public university in central Thailand. It was purposively selected because it has a long-history reputation of preparing pre-service teachers to enter the teaching profession. Still, the teacher education program has not yet fully understood why it could produce the graduates who decided to step into the teaching profession to become teachers. This study focuses on one aspect of teacher preparation – mentoring student teachers.

In the larger research project, ten participants volunteered to participate in the study. This paper extracted the data from only four student teachers (hereafter referred to by pseudonyms as Nantipon, Wanna, Arisa, and Wisit) because they were strong cases to illustrate how mentoring approaches affected student-teacher identity. Out of the four participants, Nantipon and Wanna received transmission-oriented mentoring, but Arisa and Wisit received constructivist-oriented mentoring. They were strong cases because the mentoring approaches they received were extremely different, which allows for greater comparison between the two groups. The other six participants were excluded because they received transmission-oriented mentoring like the two cases in this study (Nantipon and Wanna), and their teaching practicum contexts differed from the two selected cases. The participants’ demographic information is presented in Table 1.


TABLE 1    Demographic information of the participants.
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All student teachers taught Grade 9 students from different secondary schools. Upon asking why they chose to enter teacher education, all participants reported various reasons. Nantipon said she wanted to be like her secondary-school teacher, whom she admired. Wanna remembered her inspiring childhood moments when she played the role of teacher. Unlike Nantipon and Wanna, who decided to join teacher education because of internal factors, Arisa enjoyed the external benefits of being a teacher. She narrated that teaching is a stable job that she could stay at until 60 years old. Similarly, Wisit entered teacher education simply because he enjoyed the subject, not because he wanted to become a teacher. All student teachers brought these initial reasons into teacher education, where they tried to make sense of the teaching profession. All student teachers chose the schools where they wanted to do a teaching practicum by themselves. The student teachers were assigned to work closely with school-based mentor teachers. In the interviews, Nantipon and Wanna described the relationships with their mentor teachers as corresponding to the constructivist-oriented approach. Arisa and Wisit characterized their relationships with the mentors as the transmission-oriented approach.



Data collection and analysis

The data in this paper were derived from four semi-structured interviews, in which the interview protocol was designed based on the biographical-narrative theory (Kelchtermans, 1993). The interview protocol consisted of several topics: self-concept, perceived confidence to teach, reasons for entering teacher education, their understanding of what teaching entails, and teacher professional development expectations. Before the interviews, the participants were informed of the study’s purposes. They signed a consent form before the interviews were conducted face to face. The interviews were audio-recorded and later transcribed for the analysis. The length of the interviews ranged from 29.50 to 33.13 min. During the interviews, written notes on critical points, direct conversations, and hunches were recorded to supplement the data.

In the larger research project, the initial goal of data analysis was to examine teacher identity development in teacher education. The coding method was used to analyze the data to find emergent themes (Saldaña, 2009). While exploring the interview data, it was evident that the student teachers’ self-concepts as a teacher differed. Two student teachers perceived themselves as teachers, while the other two perceived themselves as students learning to become teachers. In trying to find the reasons for the difference, it was found that their relationships with school-based mentor teachers were the cause. As a result, the moments when the student teachers described the relationships with their mentors were analyzed closely by looking at how they linked with their teacher identities.

To maximize the trustworthiness of the analysis, a critical inter-rater was requested to analyze the data independently. Later, we discussed our analyses together until we reached a consensus. For example, we discussed the term to describe mentors’ practices. In my analysis, I used the word “mentoring strategies” to describe the practices narrated from the student teachers’ perspectives. Still, the critical inter-rater suggested that “strategy” might not be conceptually accurate because it is used in the context of acting and solving problems toward a particular aim. Instead, we agreed to use the term “approach” since it is a general way of thinking about the mentors’ underlying thoughts of what student teachers should or should not do. Given the limitation of qualitative research, even though attempts were made to explain the cause for different self-concepts among student teachers contributed by different mentoring approaches, I did not intend to claim a causal relationship. Instead, the goal of the analysis was to provide a detailed description of how different mentoring affects student-teacher identity.




Findings


Different views toward mentor teachers

The thought of entering the teaching practicum for the first time was exhilarating for the four student teachers. They reported that they were extremely excited. It had been four years of learning in the teacher education program. Finally, they had an opportunity to learn about being a teacher in the “real” school setting. However, the relationships with their mentors gave them more exciting or bitter experiences depending on the mentoring approach being implemented. The interview revealed that two student teachers (Wisit and Arisa) described the relationships with their mentor teachers as unfavorable, controlling, and uneasy. In contrast, the other two (Nantipon and Wanna) described the relationships with their mentors as supportive, encouraging, and favorable. Even though Wisit and Arisa were placed in different schools, they were assigned to work with mentor teachers who adopted the transmission-oriented mentoring approach. It should be noted that the mentor teachers did not articulate what approaches they used for mentoring. Still, judging from the participants’ perspective, they implemented transmission-oriented mentoring. When asking why they did not feel like a teacher, Wisit immediately replied:

Wisit: “My mentor has certain views about teaching. She wants me to do exactly what she tells me to do. Before I do something, I must ask for permission from her. I must run through what I want to do with her. She told me not to use negative reinforcement when the students misbehave. I tried to use only positive reinforcement, but the students didn’t care. They didn’t respect me. They said that even their parents did not tell me what to do. I don’t think I can be a good teacher. She corrected me when I taught the students that ‘eat breakfast’ was okay. She interrupted me immediately during my class and said that’s wrong. She told the entire class to ‘have breakfast.’ I saw in a book that ‘eat breakfast’ is okay, but I don’t share it with her. It seems like she wanted me to teach just like her. I keep my mouth shut most of the time.”

It was evident that Wisit’s mentor wanted to mold Wisit into a particular type of teacher based on her conception of a good teacher. She had “certain views about teaching,” such as “not to use negative reinforcement,” and she tried to impart these views to Wisit. As indicated in the interview response that “I must run through what I want to do with her,” the mentor teacher did not relinquish her authority to Wisit, resulting in a lack of freedom to experiment with teaching by himself. These mentoring practices hindered the adoption of teacher identity since Wisist did not perceive himself as a teacher.

Similarly, upon being asked to articulate why she did not see herself as a teacher, Arisa immediately narrated her relationships with the mentors.

Arisa: “My mentor always controls me. She always tells me to do things and asks me to follow strictly. She always gives me the topic to teach last minute. I always don’t have much time to prepare. When I asked for permission to plan teaching topics by myself, she refused. She told me she knew the students and what they wanted to learn. She asked me to have hands-on activities in every class. I can’t do every class because she gives me the topic to teach last minute. I became incompetent in her eyes. One day she asked me in front of the crowd ‘Do you really want to be a teacher?’ I don’t have the freedom to do what I want. Sometimes, I envy my friends who have supportive mentors. I feel like I am not myself.”

Based on the quote above, it was clear that Arisa worked with a highly controlling mentor teacher who did not allow her to have freedom in teaching. Like Wisit’s mentor, Arisa’s mentor had a clear image of what teaching should be, and she wanted to implant this image in Arisa. Her response is filled with bitter emotion, which signifies her inability to adopt a teacher identity.

On the contrary, Nantipon and Wanna described the relationships with their mentors as overwhelmingly positive and corresponding to the constructivist-oriented approach. Nantipon reported that she felt like a teacher because her mentor was supportive and kind.

Nantipon: “My mentor is amazing! She always supports me in everything. My first day of teaching was a disaster. I was shaking. I couldn’t hear myself. I knew it was not a good class even though I was very prepared, but my mentor comforted me at the end of the class. She told me that it happened to everyone. Prepare more if you feel that you are not confident. Keep doing it. Just do it. What is good about her is that she allowed me to fail even though she knew that I would fail. When I succeed, it is because of her support. When I asked for teaching tips, she gave me valuable suggestions.”

For Nantipon, the relationships with her mentor were depicted as positive and favorable. Nantipon’s mentor gave her the freedom to experience teaching by herself and learn from her mistakes. Her mentor also offers psychological support (she comforted me) and technical support (she gave me valuable suggestions). These types of support eased the challenges she encountered during the teaching practicum.

Moreover, upon being asked why she felt she was a teacher, Wanna immediately reported that it was because of her mentor.

Wanna: “My mentor always gives me opportunities to do the job of real teachers. She allows me to plan lessons, solve students’ misbehaviors problems, or give consultations to students. She never intervenes in what I do, but she observes. I know she cares, but she gives me space. When I need help, she is there for me. I’m not afraid to make mistakes because I know that she has my back all the time.”

It was obvious that Wanna’s mentor is very supportive during her teaching practicum. Freedom is the central practice of their mentoring relationships. Since she was given a space to experiment with her teaching and she was permitted to fail, Wanna was empowered to take charge of her own learning to become a teacher. She could construct the knowledge of teaching by herself, and she could adopt teacher identity positions based on her teaching experiences.



The impact of mentoring on student–teacher identity

Teacher identity was shaped by student teachers’ biographies, including motivation to choose teacher education as a career choice and initial image of the teaching profession. Wisit was not interested in being a teacher but was attracted to teacher education because he enjoyed the English language. Arisa perceived that teaching could offer her financial stability, and she wanted to be an English teacher, “just like my mother.” The interview data revealed that mentoring relationships strongly impacted student-teacher identity development. The impacts are manifested in different aspects of student–teacher identities as illustrated in Figure 1.


[image: image]

FIGURE 1
The impact of mentoring on student–teacher identity.


The data revealed that different mentoring approaches affected three aspects of student-teacher identities (self-image, self-esteem, and job motivation); however, the other three aspects were not affected by mentoring approaches (task perception, future perspective, and subjective educational theory). Nantipon and Wanna, who received constructivist-oriented mentoring, perceived themselves as teachers because they were given the power and space to experiment with teaching and learn from their mistakes. In other words, they were provided opportunities to take risks. They could construct the knowledge of the teaching profession by themselves. However, Wisit and Arisa did not start to adopt teacher identity because they were not given freedom. In addition, the four students also reported different self-esteem or their perceived confidence to teach. Those who received the constructivist-oriented mentoring tended to be more confident in their teaching ability than those in the transmission-oriented group. Moreover, different mentoring approaches affected their job motivations. At the end of the teaching practicum, the constructivist-oriented group was more willing to step into the teaching profession than the transmission-oriented group.

However, the other three aspects of student-teacher identities were not affected by different mentoring approaches, namely task perception, future perspective, and subjective educational theory. All participants reported that they understood the nature of teaching better and witnessed its complexities with their own eyes. During the teaching practicum, they also developed expectations to know how to get into the teaching profession, even though those who received the transmission-oriented mentoring expressed a reluctance to enter the teaching profession. Finally, their subjective educational theories were materialized into reality; they became aware of the real meaning of teaching. These similarities across the participants were attributed to the holistic experiences of the teaching practicum. The context of the teaching practicum itself helped student teachers understand the complexity of the teaching profession.




Discussion

Utilizing the biographical-narrative theory (Kelchtermans, 1993), this study pointed out that different mentoring approaches impact student–teacher identity development. Mentoring approaches revealed in this study were characterized based on the interaction between the mentor and the mentees, degree of freedom to experiment with teaching, and mentoring expectations from student teachers. The mentoring approaches, revealed in this study, followed transmission-oriented and constructivist-oriented mentoring (Richter et al., 2013). Unlike prior research that presented the impact of negative mentoring relationships on student-teacher identities from a holistic perspective (e.g., Izadinia, 2015, 2017; Yuan, 2016), this study found that mentoring approaches affected self-image, self-esteem, and job motivation, but they did not affect task perception, future perspective, and subjective educational theory. Based on the findings, it was clear that mentoring relationships partially impacted student-teacher identities.

This study pointed out that different mentoring approaches affected how student teachers perceived themselves (teachers or student teachers) and later influenced their confidence to teach (gradually confident or not confident) and the decision to step into the teaching profession after completing the teaching practicum (choose teaching or reluctance to choose teaching). Those who had self-concept as teachers believed in their ability to teach and tended to step into the teaching profession more than those who did not. The findings are not entirely surprising, but they are unique in the literature. Prior research has revealed that negative mentoring affected student-teacher identity (Izadinia, 2015, 2017; Yuan, 2016), but this study found that negative mentoring approaches did not only affect student teachers themselves but also affected the teaching profession since some student teachers were not certain about entering the teaching profession because of the negative mentoring approaches they received during the teaching practicum.

Mentoring relationships did not affect the other aspects of student-teacher identity: task perception, future perspective, and subjective educational theory. This finding is also new to the literature. Regardless of receiving different mentoring approaches, all participants became aware of the complexity of the teaching profession, expressed the desire to improve themselves similarly, and their subjective educational theory became a reality than before. This might be because the teaching practicum itself provides tremendous opportunities for the student teachers to figure out the nature of the teaching profession (Kelchtermans, 1993). These findings added to the benefits of the teaching practicum articulated clearly in prior research (e.g., Britzman, 2003; Farrell, 2008; Zeicher, 2010; Cohen et al., 2013; Furlong, 2013; Trent, 2013; Smith and Lev-Ari, 2015; Prabjandee, 2019).

Even though this study offers an insight into how different mentoring approaches impact student-teacher identities, interpreting the findings should be conducted with caution. The results could not be generalized since the participants were only case studies to illustrate how different mentoring approaches impact student-teacher identity development. Additionally, the data in this study were obtained from the student teachers’ perspectives only; “the other side of stories,” for example, from mentor teachers, were not included. Future research may want to compare the data from student teachers’ perspectives with mentors’ perspectives to triangulate the results. Other possible reasons can also be further explored to see how they affected student-teacher identity development.



Implications and conclusion

This paper provides empirical evidence to claim that a mentor teacher is essential in the teaching practicum. The importance of mentor teachers is evident from the impact of their mentoring practices on student-teacher identity development (Izadinia, 2015, 2017; Yuan, 2016). Teacher educators should spend considerable time selecting qualified mentor teachers to work closely with student teachers. Based on the findings of this study, it was clear that mentor teachers should be supportive of student teachers during the teaching practicum. They should also offer a safe space for the student teachers to experiment with teaching by themselves. The student teachers should be allowed to fail to teach and learn from their mistakes rather than protect them from failure. Imposing what student teachers should do from the mentors’ preference hurts more than helps.

Because the mentor teachers in this study did not use similar mentoring approaches, resulting in different practices that negatively impact student-teacher identities, the roles of mentor teachers should be communicated clearly. On the one hand, mentor teachers should be aware that the transmission-oriented approach, where mentor teachers impinged particular views of teaching to student teachers, hindered the adoption of student-teacher identity even though they might adopt it with healthy intentions. On the other hand, they should be aware that the constructivist-oriented approach could facilitate student-teacher identity development. The findings call for offering a mentor induction program to prepare mentor teachers to implement constructivist-oriented mentoring. Extensive literature often finds ways to provide an induction program for student teachers, but induction programs for mentor teachers are overlooked. This study calls for an urgent need to design an induction program to support mentor teachers to undertake effective mentoring practices for student teachers during the teaching practicum.
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