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AN EXAMINATION OF TEACHERS’ PRACTICES SUPPORTED THROUGH 

MENTORING PROGRAM 

 
The aim of this study is to investigate the impact of mentoring practices designed to support the 

implementation of the updated physics curriculum on teacher practices. To achieve this objective, 

a three-stage model utilizing a group mentoring approach was developed, consisting of 

Preparation (need assessment to identify current teacher status), Realization (mentoring practices 

addressing identified gaps in subject knowledge), and General Evaluation (assessment of the 

impact of mentoring practices on teacher practices before, during, and after the implementation 

process). The didactic engineering method was adopted, and three physics teachers were observed 

over a 16-week period using camera recordings. The observations were categorized according to 

physics-specific competencies, and the teachers’ practices were analyzed accordingly. The 

findings indicate that the mentoring support had a positive impact on the teachers’ development of 

didactic structure and student-centered approaches, with some regression observed after the 
cessation of mentoring. However, teachers’ practices remained improved compared to their initial 

state. This study was limited to three volunteer physics teachers, but the results suggest that 

mentoring practices can be more effective in improving teachers’ compliance with the curriculum 

in applied teacher education, and the study has practical implications for teacher training and 

professional development. The study contributes to the field by providing a different perspective on 

teacher training, emphasizing practical training and needs assessment over theoretical education. 

 

Keywords: mentoring, mentoring program, teacher practices, teacher training.  

 

INTRODUCTION 

 

The vital role of teachers in the education system cannot be overstated, as they directly 

impact the quality of education and the qualifications of students. To ensure the delivery of 

high-quality education, it is imperative that in-service teachers assimilate the curriculum’s 

prerequisites and keep abreast of technological advancements in the field of education 

(Akdeniz and Paliç, 2012; Can, 2004; Kuloğlu and Akpınar, 2016). The curriculum plays a 

crucial role in facilitating the implementation of novel pedagogical practices and 

advancements in education, as well as providing guidance on effective methods for instructing 

course content (Demirel, 2012; Koyuncu, 2014). The primary determinant of curriculum 

success is the extent to which teachers possess the qualifications stipulated by the curriculum 

and embrace its tenets (Aktaş-Cansız, 2013; Alismail and McGuire, 2015; Alsubaie, 2016; 

Gömleksiz and Kan, 2007; Karacaoğlu and Acar, 2010; Li and Chen, 2017; Sentance and 
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Csizmadia, 2016). Research conducted by Bezen et al. (2016) and Çepni et al. (2014) indicate 

that one of the primary reasons for the challenges in implementing a curriculum is the 

reluctance of teachers to abandon traditional teaching methods and practices. Horasan et al. 

(2013) indicate that inadequate in-service training support is a significant reason for teachers’ 

insufficient knowledge about the philosophy, content, and implementation of the curriculum, 

resulting in an inability to implement the curriculum as expected.  

As commonly acknowledged, adequate expertise and proficiencies of teachers 

regarding program implementation is imperative, necessitating the persistent advancement of 

teachers’ professional skills (Engelbrecht and Ankiewicz, 2016; Geldenhuys and Oosthuizen, 

2015). In-service training is widely employed as a means to educate teachers about new 

concepts, subjects, and technological advancements in education, as well as to impart novel 

pedagogical approaches, thereby promoting their ongoing professional development 

(Tzivinikou, 2015; Vu et al., 2015). The nature of the work condition training services 

provided for in-service teacher training in Turkey and their effects have been the subject of 

several investigations. In the investigations conducted by some researches (Ayvacı et al. 2014, 

Cemaloğlu et al. 2018, Çetin, 2019, Kaya, 2017, Kubat, 2017, Özavcı and Çelikten, 2017 and 

Yılmaz and Gökçek, 2016), it has been emphasized that in-service training programs for 

teachers in Turkey are not tailored to their individual needs, lack practical applications, train 

too many teachers at the same time, suffer from time constraints, face teacher unwillingness 

to attend, and experience a shortage of qualified trainers (Ahmed et al., 2015; Issaka, 2018; 

Osamwonyi, 2016).  
The influence of technological and scientific advancements, as well as innovations in 

education, are integrated into educational programs, which play a crucial role in shaping the 

physics curriculum and other basic sciences. Notably, the shift towards a constructivist 

approach rather than a behavioural approach in Turkey since 2007 has been highlighted in 

studies such as Gömleksiz and Kan (2007) and the Ministry of National Education (MEB) 

(2007). The adoption of a constructivist approach in the physics curriculum in Turkey since 

2007 has enabled students to gain a better understanding of theoretical and practical aspects of 

physics concepts. This approach has been shown to help students approach problems more 

clearly, as supported by studies such as Marshall and Case (2010), Seung et al. (2012), and 

Yates and Millar (2016). The physics curriculum is designed to foster individuals who exhibit 

curiosity, creativity, critical thinking skills, and take responsibility for their own learning, and 

to assist students in utilizing what they learn in school to solve problems in their daily lives 

(Akdeniz and Paliç, 2012; Çepni and Özmen, 2011; Koyuncu, 2014). The physics curriculum 

underwent a simplification of content while retaining its philosophical and learning approach 

in 2013, according to Karadayı et al. (2013), MEB (2013) and Şengören et al. (2015). The 

2013 physics curriculum aimed to foster individuals who would question physics in everyday 

life, utilize scientific process skills and possess problem-solving skills, as reported by Bayrak 

et al. (2015), Kuloğlu and Akpınar (2016), and MEB (2013). In constructivist teaching 

programs, the primary responsibility of the teacher is to guide students, create a learner-

centred classroom environment, and facilitate knowledge construction by students, as asserted 

by Akpınar and Aydın (2010). As opposed to the mere transfer of information, the 

constructivist approach aims to cultivate skills for solving real-life problem situations 

encountered by students, according to Alt (2015), Bada (2015), Çiftçi et al. (2013), Khalid 

and Azeem (2012), and other researchers. Researchers also highlight the characteristics that 

define a constructivist teacher, such as being contemporary, self-renewing, learning 

collaboratively with students, engaging in dialogue with students in the learning environment, 

listening to students’ responses, allowing students to correct mistakes, taking into account 

students’ pre-existing knowledge about the concepts being taught, offering students new 

experiences, curriculum-centered learning, fostering intellectual discussions, emphasizing 
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collaborative group work, and designing appropriate learning environments, according to 

Amineh and Asl (2015), Fernando and Marikar (2017), Fidan and Duman (2014), Murphy 

and Gash (2020), and Taylor (2015). The constructivist teacher should also encourage 

students to create scientific discussion environments, think critically, utilize analysis and 

synthesis skills, and aid in accessing information, according to Aina (2017), Evrekli et al. 

(2009), Han et al. Ko (2017), Lemke (2014), and McComas (2014).  

It is well-established that the success of a well-designed curriculum is largely 

dependent on how effectively it is implemented by teachers in the classroom (Sumual and Ali, 

2017; Yulianti, 2015). However, research has shown that many teachers still rely on 

traditional teaching methods, despite the constructivist approach advocated by the curriculum 

(Aksu, 2014; El-Deghaidy et al., 2015; Habok and Nagy, 2016; Ocak et al., 2012; Rangel et 

al., 2015; Taha et al., 2015). This situation can be attributed to a lack of adequate 

infrastructure among teachers (Aydın et al., 2018; Ayvacı et al., 2012), inadequate training 

seminars which fail to address the content effectively (Bozkurt and Aslanargun, 2015; Demir 

and Demir, 2012; Üce and Sarıçayır, 2013; Yadigaroğlu and Demircioğlu, 2012), and 

teachers’ resistance to adopting the constructivist learning philosophy that underpins the 

curriculum (Aksu, 2014; Çiftçi et al., 2013). In studies conducted on the physics curriculum, it 

is also apparent that the reluctance of teachers to abandon traditional methods and habits is a 

significant obstacle to the successful implementation of the curriculum (Bezen et al., 2016; 

Çepni et al., 2014; Kotluk and Yayla, 2016).  

In recent years, mentoring practices have been increasingly used in our country as an 

alternative to in-service training, which is frequently criticized for introducing innovations in 

education, such as education programs, measurement-evaluation, and technological 

innovations (Sağlam-Arslan et al., 2016; Sağlam-Arslan et al., 2017; Sezgin et al., 2014; 

Şahinoğlu and Sağlam-Arslan, 2019; Şahinoğlu, 2020). In several countries, where teacher 

satisfaction and continuous development are prioritized (such as Spain, England, Sweden, 

Japan, South Africa, Norway, Canada, Singapore, Finland, and the USA), mentoring practices 

have been widely implemented, and have resulted in significant successes in the continuous 

education of teachers (Yirci and Kocabaş, 2012). Several researchers (Allen et al., 2006; 

Bierema and Meriam, 2002; Kuzu et al., 2012; Şahinoğlu and Sağlam-Arslan, 2019) have 

shown the positive effects of mentoring on teachers’ professional and personal development, 

and emphasize its importance. The main purpose of mentoring is to facilitate the learning and 

development of the mentee, while enabling them to quickly adapt to their individual needs 

with the support of a more experienced, senior, and knowledgeable mentor, thus completing 

their professional and personal development. Trust, empathy, and mutual understanding are 

frequently emphasized during the mentoring process (Karadağ, 2015; Özdemir and Boydak-

Özan, 2013; Rhodes et al., 2004). The utilization of mentoring practices is acknowledged to 

be beneficial in supporting newly appointed teachers in education, aiding their adjustment to 

their role, and facilitating school administrators in addressing issues and achieving 

modernization (Bakioğlu, 2015; Yirci and Kocabaş, 2012). 

The studies conducted on teaching programs (Akdeniz and Paliç, 2012; Alismail and 

McGuire, 2015; Alsubaie, 2016; Aktaş-Cailmez, 2013; Griffin, 2018; Gömleksiz and Kan, 

2007; Karacaoğlu and Acar, 2010; Khan and Law, 2015; Kuloğlu and Akpınar, 2016; Li and 

Chen, 2017; Null, 2016; O’Neill, 2015; Sentance and Csizmadia, 2016) highlight the 

importance of both the theoretical curriculum (curriculum designed by curriculum developers) 

and the real curriculum (curriculum put into practice by teachers).  

However, the discrepancy between these two curricula has created a chaotic situation 

in the field of education. Therefore, the purpose of this study is to introduce a curriculum that 

is developed based on contemporary approaches and applied in classroom settings. 

Additionally, the study aims to provide mentoring support to the teachers, who are the 
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practitioners of the curriculum, and to analyze the effects of this support on their professional 

development. 

 

METHODOLOGY 

 

Research Model. This study adopts a didactical engineering research model which is 

deemed suitable for its nature. Didactical engineering is believed to provide a balanced 

approach by considering both theoretical and applied information (Arslan and Sağlam-Arslan, 

2016). It also assists in the implementation of a theoretically designed structure in the 

classroom and contributes to its development (Artigue, as cited in 1988, Arslan and Sağlam-

Arslan, 2016). The researcher has the ability to intervene in the learning environment within 

this research model. This means that the researcher can reconstruct the learning environment 

by using teaching practices that emerge during the application process and eliminate any 

deficiencies (Kurnaz and Sağlam Arslan, 2011). Therefore, selecting didactical engineering is 

crucial in focusing on the development of teachers in classroom practices in this study. 

Process of Mentoring Practice. In this study, a group mentoring approach was used 

to facilitate the sharing of best practices among teachers, and a mentoring model was 

developed and implemented to support this approach. The created mentoring model is 

specified in Table 1 below. 

Table 1 

Mentoring model 

Phase Content 

Preparation Needs analysis, giving and receiving feedback, 

determining goals and expectations 

Realization Designing/planning lessons, realizing lessons and 

observing applications, discussing and evaluating 

applications, performing developmental analysis 

General Evaluation Making continuity analysis 

Developed by authors 

 

The mentoring model used in this study consisted of three phases. In the preparatory 

phase, the teachers’ lessons were observed to determine their needs, and these needs were 

shared with the teachers. In the second stage, called the realization phase, mentoring support 

was provided based on these needs. The support practices included interactive discussions for 

specific needs, designing individual learning activities, creating a scientific discussion 

environment, preparing and evaluating course plans and materials, and creating lesson plans. 

The mentors observed the in-class applications of the lessons prepared by the teachers and 

discussed their practices in the next mentoring session based on the results of the course 

observations. In the final stage, called the general evaluation stage, the lessons were observed 

without any support, and the continuity of the teacher practices developed during the 

realization phase was examined. 

The first stage of the mentoring model involved conducting a four-week course 

observation without any disruption to the teaching environment in order to identify areas 

where the teachers required additional support. The second stage, referred to as the realization 

phase, spanned over a duration of eight weeks, during which the teachers were provided with 

mentoring assistance on a variety of topics that corresponded to their specific needs. The 

support provided included assistance with planning and carrying out weekly lessons, as well 

as mini-seminars with active participation on subjects such as attention and motivation, 

individualized and differentiated teaching practices, learning styles and teaching, using 

materials in teaching, preparing interrogative learning environments, process assessment 
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approach and learning, and complementary (alternative) assessment methods and their effects 

on learning. Finally, the continuity analysis phase entailed a four-week observation period, in 

which the teachers’ lessons were evaluated without any interference with the teaching 

environment to assess the sustainability of the behaviour changes that occurred during the 

realization phase. 

Participants. The study focused on three physics teachers (PT) who volunteered to 

participate in the mentoring practices. This was due to the nature of the mentoring practices, 

which required a lengthy application period and consistent, selfless effort from the 

participants. Demographic information of teachers is given in Table 2 below. 

Table 2 

Demographic features of participants 

Teachers 

Professional 

Experience 

(Year) 

Age Gender 

Class 

Examined 

in The 

Study 

Number 

of 

Students 

PT1 12 35 M 10th 32 

PT2 13  35 M 10th 20 

PT3 23  47 M 9th 34 

Developed by authors 
 

Data Collection. In this study, the lessons of all participating teachers were recorded 

by video recording for a total of 16 weeks, which included 4 weeks before mentoring 

practices, 8 weeks during mentoring practices, and 4 weeks after mentoring practices. The 

table 3 below summarizes the lesson observation times accompanied by teacher-oriented 

video recording.  

Table 3 

Duration of observed courses of participants 

Teachers 

Before 

Application 

(Needs 

Analysis) 

During the 

Application 

(Realization) 

After 

Application 

(Continuity) 

Total 

PT1 8 16 8 32 

PT2 8 14 8 30 

PT3 8 16 8 32 

Developed by authors 
 

A total of 94-course hours (a course hour is forty minutes) of the teachers participating in 

the study were observed with video recording and all were transcribed by the researcher who 

carried out the observation. 

Data Analysis. The data analysis conducted to determine the effects of the mentoring 

model put into practice within the scope of this study on the classroom practices of teachers is 

designed as follows: 

Step 1: The mentoring model used in this study considered needs analysis as the 

starting point of mentoring practices. As a result, the lessons conducted by participant 

teachers were observed via video recording in their natural environment without interference. 

The observation notes were transcribed and draft themes and codes were created. The final 

version of these themes and codes was developed with input from three experts. 

Step 2: Based on the themes and codes determined in step 1, the observation notes of 

the lessons conducted by the teachers were re-read and categorized into four groups: 
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«activities that should definitely be improved», «activities proposed to be developed», 

«advanced level activities», and «overused activities». 

Step 3: The missing practices identified in the needs assessment (i.e., «activities that 

should definitely be improved», «activities proposed to be developed», and «required 

overused activities») were the focus of the analysis. These practices were classified as 

«definitely developed» if they were not performed or rarely performed in an ideal classroom 

environment, and «proposed» if they were occasionally carried out. 

Step 4: The observation notes (transcripts) of the teachers during and after mentoring 

practices were analyzed based on the classifications determined in steps 2 and 3. These 

analyses helped to determine how the mentoring practices carried out during the study 

impacted the practices of the participant teachers, in the context of the needs identified before 

mentoring practices. 

Qualification in Research. The present study aimed to ensure the credibility and 

transferability of the research, as recommended by Miles and Huberman (1994) and Yıldırım 

and Şimşek (2011). To achieve credibility, long-term course observations of the participant 

teachers were conducted within the mentoring model, with the researcher adopting a neutral 

observer role throughout the process. In terms of transferability, the steps of the model and the 

working group were clearly described to facilitate replication and adaptation by other 

researchers. Moreover, ethical considerations were carefully addressed, including voluntary 

participation of the participants, informed consent, privacy protection of the participants’ 

identities and data at all stages of the study, and confidentiality between the participants and 

the researcher.  
 

FINDINGS 
 

In this section of the study, the results obtained from the analyses are presented in 

terms of the individual development of the teachers. The distribution of the competencies 

related to the practices included in the introduction to course activities (Theme A), the 

didactic structure of the course (Theme B), student-centred approaches (Theme C), and 

assessment-evaluation activities (Theme D) varied among each teacher throughout the 

application. 

Developmental analysis regarding the theme of teachers’ introduction to course 

activities. Table 4 summarizes the developments of PT1, PT2, and PT3 in line with the needs 

determined before mentoring regarding the theme of the course introduction activities. 

Table 4 

Change of teachers’ competencies related to the theme of the course introduction 

activities 
Classifications Codes Before 

Mentoring 

During 

Mentoring 

After 

Mentoring 

A
ct

iv
it

ie
s 

th
at

 

d
ef

in
it

el
y

 n
ee

d
 

im
p

ro
v

em
en

t 

A1: Greeting, entering to class PT1 –  PT2 

A2: Asking prior information PT1, PT2 PT2 PT1, PT2 

A3: Attract attention PT1, PT2 – PT1, PT3 

A4: Motivate PT1, PT2 PT1, PT2 PT1, PT2, 

PT3 

A5: Informing the aims PT2 – PT1 

A
ct

iv
it

ie
s 

p
ro

p
o
se

d
 t

o
 b

e 

d
ev

el
o
p
ed

 

A1: Greeting, entering to class PT2, PT3 – PT1 

A2: Asking prior information PT3 PT1 PT3 

A3: Attract attention PT3 PT1, PT2, 

PT3 

PT2 

A4: Motivate PT3 PT3  

A5: Informing the aims PT1, PT3 PT1, PT2, 
PT3 

PT2, PT3 
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Prior to the implementation of mentoring practices, the needs of teachers were 

identified through classroom observations to determine areas in need of improvement. These 

needs were classified into activities that required improvement and activities that should be 

developed. The analysis of course observations for need assessment in Table 4 revealed that 

teachers PT1 and PT2 needed to improve their practices in asking for prior information, 

reminding (A–2), attracting attention (A–3), and motivation (A–4). PT2 and PT3 were 

identified as needing development in the practices of greeting and class introduction (A–1), 

while PT1 and PT3 needed improvement in informing the aim (A–5). Table IV also indicated 

that all teachers needed to improve their practices within the course introduction activities. 

During the mentoring sessions, it was found that all teachers showed improvement in 

salutation and classroom entrance practices, as they developed themselves in line with the 

identified needs. Furthermore, Table 4 showed that the attention and motivation practices of 

teachers were identified as areas in need of improvement, as these practices were not 

commonly performed before the implementation of mentoring practices. However, with the 

implementation of mentoring practices, it was found that the teachers had improved their 

practices, although they had not yet reached the required level. While PT1 did not pay 

attention to the behaviours related to greeting and entrance to the class before mentoring, it 

was determined that PT1 included the introductory sentences as follows in the lessons it 

conducts during mentoring practices: 

 

PT1: (He comes to class. All students stand up) Good morning, friends. 

Class: Thank you. 

PT1: What is going on? 

 

It was found that PT1, who did not pay much attention to the practice of drawing 

attention before mentoring, developed himself in this practice during mentoring and asked 

students about the history and the beginning of the subject regarding the practice of drawing 

attention. Also, quotations from PT1’s mentoring lessons about this practice are given below: 

 

PT1: Guys, have you heard of Archimedes? 

Students: Yes… Yes, we had heard. 

PT1: You know that? Was it Italian? 

Students: No, it was anything. 

 

It was determined that PT1 did not pay much attention to the motivation practice 

before mentoring, but during the mentoring, the students developed themselves in this field by 

making comments on their current situation in the motivation. Regarding the motivation 

practice, the quotation of PT1 from mentoring courses is given below: 

 

PT1: Guys, we made a note entry late last night. By the way, I made an inference as 

to how true, how wrong, but tell your opinion. As if the first exams did not pay much 

attention, they created a little more comfort compared to the 1st exams. 

 

In Table 4, PT2 also developed the practice of drawing attention that it did not do 

before mentoring during mentoring, and it was determined that the scientist on the subject 

concerned offered sections of his life. The excerpt from the mentoring lessons about PT2’s 

practice of drawing attention is given below: 

 

PT2: Archimedes, you know, is a famous scientist and has worked in many 

disciplines. Archimedes, one of these studies, is associated with buoyancy. It also revealed 
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the concept of buoyant force (establishing eye contact with some students, waiting a little 

bit, and continuing). In the years when Archimedes lived, he was the king of his own 

country. 

 

In Table 4, while PT3 did not pay attention to the behaviours related to greeting and 

entering the class before mentoring, it was determined that PT3 included the introductory 

sentences as follows in the lessons it conducted during mentoring practices: 

 

PT3: Friends, good morning. 

Students: Thank you. 

PT3: How are you? 

PT3: We’re fine, teacher. 

 

In Table 4, PT3’s preliminary information gives little space to the practice of asking-

reminding before mentoring, while it is determined that it gives more place to the students at 

the beginning of the lesson during the mentoring practices by asking questions about past 

subjects. Excerpts from the lessons during the mentoring about PT3’s preliminary information 

asking-reminding practice are given below: 

 

PT3: Yes, let’s remember what we did in our lesson yesterday… 

S1: We inflated the balloon with a calcium tablet. 

PT3: We put the calcium tablets into the test tubes and taped the balloons and we 

saw that the gas coming out of the calcium tablet inflates the balloons. What should we say 

from here? What properties have we mentioned gases? (He promises a student) 

S2: We said that gases can take shape easily. When we tighten the balloon, we can 

shape it. We said that there are gaps between its particles. 

PT3: That is gas… The attraction force between the forming particles is less than 

that of solids and liquids. 

 

Developmental analysis of teachers’ didactic structure of the course. The table 5 

summarizes the development of PT1, PT2, and PT3 in line with the needs determined before 

mentoring regarding the theme of B.  

 

Table 5 

Change of Teachers’ Competencies Related to the Didactic Structure of the Course 

 

Classifications Codes Before 

Mentoring 

During 

Mentoring 

After  

Mentoring 

A
ct

iv
it

ie
s 

th
at

 d
ef

in
it

el
y
 n

ee
d
 

im
p
ro

v
em

en
t 

B1: Making scientific discussions PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

B2: Encouraging students to take effective notes in the 

course 

PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

B4: Creating a deliberate, scientific discussion 

environment 

PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

B5: Collecting the main themes of the course making 

explanations 

PT1, PT2 

PT3 

 PT1 

B6: Using different display formats PT3   

B7: Using teaching materials and equipment PT3  PT3 

B8: Dictating the course content PT1, PT2 PT1, PT2 PT2 

B10: Asking questions with short answers PT2   
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B11: Short repetitions at the end of the lesson PT2, PT3  PT2, PT3 

B12: Linking topics or concepts PT2, PT3 PT2 PT2 

B13: Asking the learning at the end of the lesson PT1, PT2 PT2 PT1, PT2 

B14: Examples from daily life PT1, PT2, 

PT3 

PT1, PT2 PT1, PT2, 

PT3 

B15: Informing the content of the next lesson PT1, PT2, 

PT3 

PT2 PT1, PT2, 

PT3 

A
ct

iv
it

ie
s 

p
ro

p
o
se

d
 t

o
 b

e 
d
ev

el
o
p
ed

 

B–2  PT1  

B3: Making instructional explanations on the spot PT2   

B–4  PT1  

B–5  PT1, PT2, 

PT3 

PT2, PT3 

B–6 PT1, PT2  PT3 

B–7 PT1, PT2 PT1, PT3 PT1 

B–8  PT3 PT1 

B9: Writing the information on the material used in the 

lesson 

PT2 PT1, PT2  

B–10 PT1 PT1 PT2 

B–11 PT1 PT1, PT2, 

PT3 

PT1 

B–12 PT1 PT1, PT3 PT1, PT3 

B–13 PT3 PT1, PT3 PT3 

B–14  PT3  

B–15  PT1, PT3  

O
v
er

u

se
d
 

ac
ti

v
it

ie
s 

B–3 PT3  PT2, PT3 

B–9   PT1 

B–10   PT3 

Developed by authors 

 

Prior to the implementation of mentoring practices, the needs of all three teachers were 

determined through course observations and were classified into activities that required 

improvement and activities that should be developed more intensively. In Table 5, it was 

determined that all three teachers needed to improve their practices in scientific discussions 

(B–1), encouraging effective note-taking (B–2), creating a deliberate scientific discussion 

environment (B–4), collecting the main themes of the course to explain them (B–5), giving 

examples from daily life (B–14), and informing students about the content of the next lesson 

(B–15). The practices that PT1 and PT2 needed to develop were sharing teacher dictation 

content (B–8) and asking for student learning at the end of the lesson (B–13), while the 

practices that PT2 and PT3 needed to improve were short repetitions at the end of the lesson 

(B–11) and linking topics or concepts (B–12). Before the mentoring practices, PT1 and PT2 

needed to develop practices of using different display formats (B–6) and teaching materials 

and equipment (B–7). 

Table 5 shows that prior to the implementation of mentoring practices, PT1 engaged in 

instructional explanations on the spot (B–3), PT3 utilized dictation of course content (B–8) 

and asked questions with brief answers (B–10), and both PT1 and PT3 incorporated 

advanced-level writing regarding course material (B–9) in their teaching practices. However, 

it was determined that all teachers required improvement in practices beyond these. Notably, 

PT1 demonstrated sustained improvement in on-the-spot instructional explanations (B–3), 

while PT1 and PT2 made progress in using diverse display formats (B–6). Prior to mentoring, 
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the teachers did not prioritize the use of diverse display formats (B–6), but this was 

emphasized during mentoring sessions. Through the mentoring process, PT1, who had not 

previously placed much emphasis on the use of diverse display formats (B–6), improved in 

this area and arrived at mentoring sessions with materials aligned with the plan he had 

prepared. A quote of this practice from the mentoring lessons of PT1 is given below: 

 

PT1: We tie two balloons to the device with insulating threads. This is what we call 

the assembly (showing the assembly on the table) beautifully. 

 

In Table 5, it was found that before the mentoring sessions, PT2 did not give sufficient 

consideration to the practice of utilizing diverse display formats (B–6). However, PT2 

demonstrated progress in this area during the mentoring process and arrived at mentoring 

sessions with materials he had previously prepared for his lessons. An excerpt of this practice 

from the mentoring lessons of PT2 is given below:  

 

PT2: Okay, let’s give it an example (referring to the different cross-sections in the 

injector). 

 

Table 5 indicates that PT2 was the only teacher who demonstrated improvement 

during the mentoring process and was able to sustain this improvement in the practice of 

utilizing teaching materials and equipment (B–7), an area that all teachers needed to develop 

prior to mentoring. Specifically, during mentoring sessions, PT2 utilized simulations in the 

online environment to enhance this skill, despite having previously given little attention to it. 

An excerpt from the mentoring lesson related to this practice is provided below: 

 

PT2: Meanwhile, I’m opening an electrical simulation on the internet from Phet 

Colorado. 

 

Table V reveals that prior to mentoring, PT3 did not prioritize the use of diverse 

display formats (B–6). However, during mentoring sessions, PT3 arrived with materials 

prepared in accordance with his pre-established plan and demonstrated further improvement 

in this area. An excerpt from a mentoring lesson pertaining to this practice is provided below: 

PT3: Let’s do this on the dark side, it looks better (it unplugs the Plasma ball and 

puts it on one of the middle rows, opens it there, and allows students to observe there). 

 

Table 5 indicates that prior to mentoring, only PT3 demonstrated improvement in the 

practice of asking questions with short answers (B–10), while both PT2 and PT3 were at an 

advanced level during mentoring. Additionally, before mentoring, all three teachers were 

classified as engaging in the practices of making definitions (B–5) and short repetitions (B–

11), which required improvement in the main themes of the lesson. However, during the 

mentoring sessions, the teachers demonstrated improvement in the areas identified for 

development based on the analysis of lesson observations. Despite improvement, it was found 

that PT3 did not give sufficient attention to mentoring and only briefly summarized the course 

material by practicing collecting the main themes of the course (B–5). It was also observed 

that PT3 made short explanations at the end of the lesson (B–11) without adequate 

preparation. Although PT3 demonstrated improvement compared to the pre-mentoring period 

in both practices, he did not reach the expected level. Regarding these practices, the course 

citations of PT3 during mentoring are given below:  
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PT3: You just said before that this is my teacher made from the same material. The 

density is equal to each other. We found the mass and volume of this, we divided it. In the 

same way, we found the mass and volume in this, we divided it (He shows the cubes from 

small to large at this time). Normally, if he did not make a measurement, these friends 

should be divided by the volume of these three masses. (Students answer that it should be 

equal). It should be equal. 

 

PT3: So, is it the case with fluorescent lamps? Gas is ionizing with high voltage. As 

a result of that ionization, white or coloured appearances are obtained. Now I think it’s 

about to ring, that’s it for today. 

 

Developmental analysis of the theme of teachers’ student-centred approaches 

The following table summarizes the developments of PT1, PT2, and PT3 in line with 

the needs determined before mentoring regarding the theme of student-centred approaches.  

Table 6  

Change of teachers’ competencies related to the theme of student-centred approaches 

 
Classifications Codes Before 

Mentoring 
During 

Mentoring 
After 

Mentoring 

A
ct

iv
it

ie
s 

th
at

 d
ef

in
it

el
y
 n

ee
d
 

im
p
ro

v
em

en
t 

C1: Making thought-provoking short questions during 

lecturing, low-level mental activity 

PT2   

C2: Keeping the student mentally active in the process of 
accessing knowledge 

PT1, PT2, 
PT3 

PT2, PT3 PT2 

C3: Keeping the student physically active PT1  PT2 

C4: Learning the student (new knowledge ) the transportation 

process 

PT1, PT3 PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

C7: Cooperation among students PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

C8: Carrying out individual activities PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

C9: Guiding the student in the process of accessing 

information 

PT1, PT2, 

PT3 

PT3 PT1, PT2 

C10: Making flexible time planning according to the student’s 

needs 

PT1, PT2, 

PT3 

PT2 PT1, PT3 

A
ct

iv
it

ie
s 

p
ro

p
o
se

d
 t

o
 b

e 
d

ev
el

o
p
ed

 

C1: Making thought-provoking short questions during 

lecturing, low-level mental activity 

PT1, PT3 PT1, PT3 PT1, PT2, 

PT3 

C2: Keeping the student mentally active in the process of 

accessing knowledge 

 PT1 PT1, PT3 

C3: Keeping the student physically active PT2, PT3 PT2 PT3 

C5: Listening the student’s answers and explanations and 
giving feedback 

PT3   

C6: Providing the correction of the student when it is wrong 

and overcoming the mistake 

 PT2  

C7: Cooperation among students  PT1  

C8: Carrying out individual activities  PT1  

C9: Guiding the student in the process of accessing 

information 

 PT1, PT2 PT3 

C10: Making flexible time planning according to the student’s 

needs 

 PT1, PT3 PT2 

Developed by authors 
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The analysis of course observations was conducted to determine the needs of three 

teachers before mentoring practices. Within the framework of student-centred approaches, all 

three teachers were classified as activities that should definitely develop, such as keeping the 

student mentally active during the process of accessing knowledge (C–2), guiding the student 

in the process of accessing information (C–9), and making flexible time planning according to 

the student’s needs (C–10). In addition, PT1 and PT3 exhibited the practice of making 

thought-provoking short questions during lecture making (C–1), while PT2 and PT3 

performed the practice of keeping the student physically active (C-3), which needed 

improvement. Furthermore, PT1 and PT3 improved themselves in keeping the student 

physically active during mentoring, while only PT1 maintained this development after 

mentoring. On the other hand, all three teachers needed improvement in practices such as 

learning the student (new knowledge) transportation process (C–4), cooperation among 

students (C–7), and carrying out individual activities (C–8). The following excerpt from 

mentoring lessons during which the PT1 demonstrated the practice of keeping the student 

physically active (C–3) at an advanced level during the mentoring period:  

 

PT1: Friends, you work in physics and tell the result. What could it be? (a student 

wants to get up on the board and solve it) Let us see. Did you say six? 

Student: Yes (Student tells about the solution). 

 

In Table 6, it was determined that PT1 exhibits advanced practice before mentoring in 

the practice of providing the correction of the student when it is wrong and overcoming the 

mistake (C–6) while continuing to exhibit advanced practice during the mentoring. Before, 

during and after the mentoring PT1 shows the advanced practice of providing the correction 

of the student when it is wrong and overcoming the mistake (C–6) and the excerpt from of 

this practice is as follows:  

 

Student: Teacher protons push electrons. 

PT1: (Surprised) Pushing? Were protons repelling electrons? 

Student: Excuse me, pulling. 

 

Table 6 shows that before mentoring, both PT1 and PT3 were at an advanced level in 

the practice of providing correction to students when they are wrong and helping them 

overcome their mistakes (C–6), while PT2 was classified as needing improvement in this area. 

The needs assessment studies before mentoring showed that all three teachers needed to 

improve in all areas except for C–5 and C–6. During mentoring, all three teachers showed 

improvement in the practice of listening to students’ answers, explanations, and giving 

feedback (C–5), and this development continued after mentoring. PT3, who needed 

improvement in C-5 before mentoring, made significant progress during mentoring. 

Furthermore, PT1 and PT2, who were already advanced in C-5, showed continued 

improvement after mentoring. Finally, PT2, who needed improvement in C–6 before 

mentoring, developed significantly in this area during mentoring. The excerpt of PT3 from 

this lesson during mentoring is given below:  

 

PT3: Yes, my son. (He recognizes a student who asks questions) 

Student: Teacher, isn’t it heterogeneous when mixed? 

PT3: My son, look, listen to me … (It opens the part he explained yesterday 

from his source.) Yesterday while I was writing the properties of the gases to you, 

the gases can mix with each other at any rate. 
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In Table 6, the excerpt from the mentoring lessons about the practice of getting PT3’s 

correction when the student made it wrong and overcoming the mistake (C–6), which showed 

advanced practice before mentoring and continued this situation during mentoring, is as 

follows: 

 

Student: Adhesion and cohesion and water to gain a certain height. 

PT3: Will there be a certain height of water with adhesion and cohesion»? It will 

(he says with the students). There is both sticking and holding. With that effect, let’s say 

the water rises or descends in thin pipes. OK? Can anyone write descriptions as they 

understand? 

 

In Table 6, the excerpts from the mentoring lessons of PT3, which did not pay much 

attention to the practice of keeping the student physically active (C–3) before mentoring, but 

who developed themselves by doing the activities that he prepared before, during the 

mentorship, are as follows: 

 

PT3: Now, two of our volunteer friends come. We have an event here. We will do 

it. We will get a conclusion from their (call two students to the blackboard). 

 

Developmental analysis of the theme of teachers’ assessment and evaluation 

approaches. The following table summarizes the development of PT1, PT2, and PT3 in line 

with the needs determined before mentoring regarding the theme of assessment and 

evaluation approaches. 

Table 7  

Change of teachers’ competencies related to the theme of assessment  

and evaluation approaches 

 

Classifications Codes Before 

Mentoring 

During 

Mentoring 

After  

Mentoring 

Activities that 

definitely 

need 

improvement 

D–1 PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

D–2 PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

D–3 PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

D–4 PT1, PT2, 

PT3 

PT2, PT3 PT1, PT2, 

PT3 

D–5 PT1, PT2, 

PT3 

PT1, PT2 PT2, PT3 

D–6 PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

PT1, PT2, 

PT3 

Activities 

proposed to be 

developed 

D–3  PT1  

D–4  PT1  

D–5  PT3 PT1 

(D–1: Using materials and equipment, D–2: Using traditional measurement-

evaluation tools, D–3: Using performance-based measurement-evaluation 

tools, D–4: Giving feedback to evaluation studies, D–5: Giving performance 

homework in the course, D–6: Giving a grade in during course) 

Developed by authors 
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Table 7 presents the needs assessment results of PT1, PT2, and PT3 regarding 

measurement and evaluation activities before the mentoring practices. All three teachers were 

determined to be in need of improvement in all practices related to measurement and 

evaluation activities. However, in the analysis of the mentoring course observations, only PT1 

improved himself in the practices of using performance-based measurement-evaluation tools 

(D–3) and giving feedback to evaluation studies (D–4), while only PT3 improved himself in 

the practice of assigning performance homework to students (D–5). Although some 

improvement was observed in these practices, the desired level of development was not 

achieved. Before mentoring, PT1 did not pay attention to using performance-based 

measurement-evaluation tools (D–3) and giving feedback to evaluation studies (D–4). During 

the mentoring lessons, PT1 developed himself with the help of short interactive presentations 

and worksheets, as evidenced by the following excerpts from the courses. 

 

PT1: Yes students, gather books and notebooks, write your names on your paper, send 

forward and let them take them. (Students give the papers to PT1). Let me take the papers. 

Now I will make a statement, students. After the explanation, I will make a quiz. 

 

PT1: Look, what did one of the friends (put the paper up in the air) put a burden on it? 

There are arrows around this, with lots of particles or something. As the arrows get too far 

away from the place close to the load, the arrows decrease. In this way, friends who have 

revealed the scope of the load. 

 

It was determined that PT3 developed the practice of giving performance homework in 

the course (D–5), which he did not pay attention before mentoring, but still could not perform 

at the desired level. The quotations of PT3’s lessons during the mentoring practice of giving 

performance homework in the course (D–5) are given below. 

 

PT3: This track is called ‘Cruise Control’, let’s research for tomorrow. 

 

DISCUSSION AND CONCLUSION  

 

The purpose of this study was to investigate the impact of a curriculum based on 

contemporary approaches on classroom practices, through the implementation of group 

mentoring sessions. In contrast to traditional in-service training activities, this study utilized a 

narrative approach that centered on the individual and group needs of teachers. By focusing 

on the specific competencies outlined by the Ministry of National Education, including course 

entry activities, didactic structures, student-centered approaches, and assessment and 

evaluation strategies, the study aimed to provide targeted professional development 

opportunities for teachers. The findings of this study have important implications for the 

ongoing professional development of teachers, as they suggest that group mentoring can be an 

effective approach for improving classroom practices and promoting the adoption of 

contemporary teaching methodologies.  

According to the results of the study, the teachers demonstrated improvement in 

realizing all practices categorized under course entry activities, and the group of teachers 

showed notable improvement in the practices of greeting students and informing them about 

the aim. However, the practice of greeting the class was not realized at the expected level 

before the implementation of mentoring practices. It is noteworthy that greeting the class is 

considered crucial in terms of facilitating effective communication in the classroom, as 

emphasized in previous studies (Akdağ et al., 2006; Göçer, 2016; Özkan, 2008; Sert, 2016). 

Nonetheless, it is suggested that teachers’ familiarity with the class may support their 
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development, which could explain the improvement observed in this practice following the 

mentoring sessions. The improvement observed in greeting the class is seen as a reflection of 

teachers’ efforts to enhance their communication with students. Moreover, the positive impact 

of mentoring practices on teachers is evident from the observation of practices such as 

attracting students’ attention and motivation, which were not previously observed before the 

mentoring sessions. In relation to informing students about the aim of the lesson, prior studies 

by Akbıyık and Seferoğlu (2012), Beyaztaş et al. (2013), Karaağaçlı and Erden (2008), 

Koçoğlu (2013), Şahin (2014), Usta (2015), Yeşil (2008), and Yıldız et al. (2012) have shown 

that communicating the aim increases students’ motivation and interest in the lesson. The 

present study reveals that mentoring practices specifically developed for course entry 

activities have been effective in enhancing teachers’ performance in this area. By enabling 

teachers to identify their weaknesses and work on improving them, the study has contributed 

to the establishment of healthy communication between teachers and students. As evidenced 

by the development of the practice of greeting students, the results suggest that the mentoring 

sessions have been successful in achieving this goal, especially among teachers. 

Upon analyzing the teachers’ didactic structure practices, it was discovered that 

teachers tend to provide more instructional explanations than necessary, which negatively 

affects students’ ability to structure their own knowledge and often imposes the lesson’s 

content. It was observed that these practices were more prevalent in classes that adopted 

traditional teaching methods, with the teacher being the dominant figure in the classroom. In 

such classrooms, teachers tended to use short-answer questions to involve students in the 

lesson and sometimes incorporated real-life examples at the end of the lesson. However, such 

practices, particularly memorized instructional explanations and short-answer questions, were 

found to hinder students’ self-structuring process, and therefore, they were regarded as 

negative situations and were emphasized during the mentoring process. Previous studies by 

Akpınar and Aydın (2010), Arslan (2012), Ay (2013), Bıkmaz (2006), and Özerbaş (2007) 

suggest that traditional teaching approaches still rely heavily on the teacher and their past 

habits. It was noted that scientific discussions and practices that support students’ knowledge 

structuring process were not being incorporated in the lessons. Instead, teachers often relied 

on short-answer questions, as it was considered the shortest route to reach their goal. Köken 

(2002) stated that this preference was due to the technique’s efficiency. Sağır and Kılıç (2013) 

emphasized that scientific discussions in the lessons can lead students towards scientific 

thinking and highlighted the importance of verbal communication to achieve this. Before the 

mentoring process, needs assessment studies indicated that teachers frequently used 

instructional explanations and dictated the course content, leading to overused practices. As a 

result, the mentoring process focused on supporting student-centered teaching practices, such 

as in-class activities and scientific discussions. Effective communication between mentors and 

mentees is critical in developing such unconventional practices, and the initial meetings, 

where needs and expectations were discussed, facilitated the interaction between the mentors, 

thereby strengthening their trust.  

Based on the information provided, it seems that the mentoring program was effective 

in helping teachers develop student-centered activities and use different assessment and 

evaluation approaches. However, there were some issues with the sustainability of these 

changes, as teachers did not continue to implement them consistently. One positive outcome 

of the mentoring program was that teachers improved in their ability to listen to students’ 

answers and provide feedback. However, there was a lack of diligence in responding to 

student answers. The mentoring program emphasized the importance of measurement and 

evaluation activities, and it seems that the teachers tended to move away from traditional 

assessment methods and use performance-based tools. This approach is supported by research 

by Berry et al. (1995), Clark (1995), Çakır (2015), and Sezgin et al. (2014). The feedback 
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provided by the mentors played an important role in helping teachers overcome deficiencies 

in the process. The statement by Bakioğlu et al. (2010) that mentoring is a shared process is 

also relevant here, as it highlights the importance of both mentors and mentees collaborating 

to build the mentoring process. The cessation of mentor support may be a reason why teachers 

did not sustain the changes in practice. 

In general, it appears that the mentoring program yielded favorable outcomes for the 

involved teachers; however, there were certain obstacles in maintaining the newly 

implemented practices. To ensure the durability of these changes, it may prove beneficial to 

investigate approaches for providing continuous support and feedback to teachers after the 

conclusion of the mentoring program. 

The studies on the mentoring process emphasize the importance of determining the 

needs of the mentees and informing them about their deficiencies (Boswell et al., 2015; İlhan, 

2013; Yost, 2002). The positive effects of the mentorship program on the participating 

teachers’ classroom practices were determined. This indicates that the mentorship support, 

provided by the mentors collecting evidence-based (video recordings) data about the teachers, 

had a persuasive effect and can be considered as an indicator of a successful process. Kay and 

Hind (2009) state that successful mentors should possess skills such as motivation, influence, 

gathering evidence, acting together, counseling, time management, and providing professional 

development. Other studies on mentoring support also reveal similar results. Aslan and 

Odabaşı (2013), Bierema and Meriam (2002), Crisp and Cruz (2009), Jacobi (1991), İlhan 

(2013), Rawlings (2007), Rhodes et al. (2004), Şahinoğlu and Sağlam-Arslan (2019), 

Tükeltürk and Balcı (2014), Yirci (2009) and Yirci and Kocabaş (2012) emphasize the 

academic, personal, and emotional development of the mentees due to mentoring.  

Research suggests that a successful mentoring process should be planned and carried 

out in a sharing-based approach between the mentor and mentee to ensure positive outcomes 

for both parties (Hacıfazlıoğlu and Özcan, 2010). The effective mentoring practices 

implemented in this study support this notion. Additionally, mentoring can not only introduce 

new behaviors to the mentee but also help reveal existing ones (Bakioğlu, 2015; Kocabaş and 

Yirci, 2012; Özdemir and Boydak-Özan, 2013). 

In this research, it has been determined that the teacher training model, based on 

applied and needs assessment and supported by mentoring practices, make a significant 

contribution to the academic and personal development of teachers. For future research, it is 

thought that, implementing the mentoring model in the long term may further promote the 

development of teachers’ practices and ensure the sustainability of the changes made. 

Collaborative work between mentors and teachers, as well as group work among teachers, 

may facilitate achieving desired goals in the teacher-training model based on needs 

assessment. On the other hand, implementing mentorship programs with an increased number 

of participants for a longer period will support the broader diffusion of this model.  

 

FUNDING 

 

This research Supported by TUBITAK THE SCIENTIFIC AND TECHNOLOGICAL 

RESEARCH COUNCIL OF TURKEY [grant number 214K043]. 

 

References 

 
Aina, J. K. (2017). Developing a constructivist model for effective physics learning. International Journal of 

Trend in Scientific Research and Development, 1 (4), 59–67. 

Akbıyık, C. and Seferoglu, S. S. (2012). Instructing ICT lessons in primary schools: Teachers’ opinions and 

applications. Educational Sciences: Theory and Practice, 12 (1), 417–424. 



НЕПЕРЕРВНА ПРОФЕСІЙНА ОСВІТА: ТЕОРІЯ І ПРАКТИКА ВИПУСК № 4 (77), 2023 е-ISSN 2412-0774 

© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

Akdağ, M., Bedir, G. and Demir, S. (2006). Students ‘views on teachers’ activities in the teaching of elementary 

social studies and science lessons. Journal of Social Sciences Researches, 1 (2), 1–18. 

Akdeniz, A. and Paliç, G. (2012). Teachers’ opinions about new physics education program and its 

implementation. Journal of National Education, 42 (196), 290–307. 

Aksu, N. (2014). Reflections from the applications of 2007 chemistry curriculum: Example of 10th grade 

«gases». Unpublished master’s thesis. Karadeniz Technical University, Institute of Educational Sciences.  

Aktaş-Cansız, M. (2013). The evaluation of high school geometry curriculum in terms of teachers’ opinions. 

Hacettepe University Journal of Education, 28 (3), 69–82. 

Akpınar, B. and Aydın, K. (2010). Change in education and teachers’ perceptions of change. Education and 
Science, 32 (144), 71–80. 

Alismail, H. A. and McGuire, P. (2015). 21st century standards and curriculum: Current research and practice. 

Journal of Education and Practice, 6 (6), 150–154. 

Allen, T. D., Eby, L. T. and Lentz, E. (2006). Mentorship behaviors and mentorship quality associated with 

formal mentoring programs: Closing the gap between research and practice. Journal of Applied 

Psychology, 91 (3), 567–578. http://dx.doi.org/10.1037/0021-9010.91.3.567 

Alsubaie, M. A. (2016). Curriculum development: Teacher involvement in curriculum development. Journal of 

Education and Practice, 7 (9), 106–107. 

Alt, D. (2015). Assessing the contribution of a constructivist–learning environment to academic self-efficacy in 

higher education. Learning Environments Research, 18 (1), 47–67. https://doi.org/10.1007/s10984-015-

9174-5 
Amineh, R. J. and Asl, H. D. (2015). Review of constructivism and social constructivism. Journal of Social 

Sciences, Literature and Languages, 1, 9–16. 

Arslan, A. (2012). The effects of jigsaw technique in the teaching of word types. Dumlupınar University Journal 

of Social Sciences, 32 (1), 157–168. 

Arslan, S. and Sağlam-Arslan, A. (2016). Instructional engineering, instructional design and teaching 

experiment. In E. Bingölbali, S. Arslan ve İ. Ö. Zembat (Eds.), In theories in mathematics education (pp. 

917–934). PegemA Publishing. 

Aslan, D. and Odabaşı, O. (2013). «Mentorship» and «rol model» concerns in medical training. Tıp Eğitimi 

Dünyası, 38 (38), 43–49. 

Ay, Ş. (2013). Trainee teachers’ views on project-based learning and Traditional education. Hacettepe University 

Journal of Education, 28 (1), 53–67. 
Aydın, M., Laçin, S. and Keskin, İ. (2018). Teacher opinions on the implementation of the secondary school 

mathematics curriculum. International e-Journal of Educational Studies, 2 (3), 1–11. 

https://doi.org/10.31458/iejes.413967 

Ayvacı, H. Ş., Ültay, E. and Mert, Y. (2012). Determining the teachers’ views on the applicability of the 

technology design objectives in 9th grade physics curriculum. Ondokuz Mayis University Journal of 

Education Faculty, 31 (1), 20–43. 

Ayvacı, H. Ş., Bakırcı, H. and Yıldız, M. (2014). Science and technology teacher’s views and expectations about 

in-service training practices. Amasya Education Journal, 3 (2), 357–383. 

Bada, S. O. (2015). Constructivism learning theory: A paradigm for teaching and learning. Journal of Research 

and Method in Education, 5 (6), 66–70.  
Bakioğlu, A. (2015). Mentoring in education. Nobel Academic Publishing. 

Bakioglu, A., Hacifazlioglu, O. and Ozcan, K. (2010). The influence of trust in principals’ mentoring 
experiences across different career phases. Teachers and Teaching: Theory and Practice, 16 (2), 245–

258. https://doi.org/10.1080/13540600903478482 

Bayrak, C., Bezen, S. and Aykutlu, I. (2015). Teacher opinions on the latest curriculum and the problems 

experienced in teaching grade 11 physics curriculum topic. Hacettepe University Journal of Education, 

30 (3), 16–30.  

Berry, D., Cadwell, C. and Fehrmann, J. (1995). Coaching for results: A skills–based workshop. New York: 

Amherst, MA: HRD Press. 

Beyaztaş, D. İ., Kaptı, S. B. and Gelbal, S. (2013). Students’ opinions on high school and private preparation 

course teachers’ behaviors during teaching–learning processes. International Journal of Curriculum and 

Instructional Studies, 3 (5), 1–12. 

Bezen, S., Bayrak, C. and Aykutlu, I. (2016). Physics teachers’ views on teaching the concept of energy. 
Eurasian Journal of Educational Research, 16 (64), 109–124. http://dx.doi.org/10.14689/ejer.2016.64.6 

Bıkmaz, F. H. (2006). New elementary curricula and teachers. Ankara University, Journal of Faculty of 

Educational Sciences, 39 (1), 97–116. 

Bierema, L. L. and Meriam, S. B. (2002). E-mentoring: Using computer mediated communication to enhance the 

mentoring process. Innovative Higher Education, 26 (3), 211–227. 

https://doi.org/10.1023/A:1017921023103 

http://dx.doi.org/10.1037/0021-9010.91.3.567
https://doi.org/10.1007/s10984-015-9174-5
https://doi.org/10.1007/s10984-015-9174-5
https://doi.org/10.31458/iejes.413967
https://doi.org/10.1080/13540600903478482
http://dx.doi.org/10.14689/ejer.2016.64.6
https://doi.org/10.1023/A:1017921023103


e-ISSN 2412-0774 CONTINUING PROFESSIONAL EDUCATION: THEORY AND PRACTICE ISSUE № 4 (77), 2023 

83 
© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

Boswell, J.N., Wilson, A.D., Stark, M.D. and Onwuegbuzie, A.J. (2015). The role of mentoring relationships in 

counseling programs. International Journal of Mentoring and Coaching in Education 4(3), 168–183. 

Bozkurt, S. and Aslanargun, E. (2015). The opinions of principals about the process of education programs. 

Mersin University Journal of the Faculty of Education, 11 (2), 237–251. 

Can, N. (2004). Öğretmenlerin geliştirilmesi ve etkili öğretmen davranışları. Sosyal Bilimler Enstitüsü Dergisi, 

16 (1), 103–119.  

Crisp, G. and Cruz, I. (2009). Mentoring college students: A critical review of the literature between 1990 and 

2007. Research in Higher Education, 50 (6), 525–622. https://doi.org/10.1007/s11162-009-9130-2 

Çakır, L. (2015). Mentoring in gifted education and a model for Turkey. (Unpublished master’s thesis). Yıldız 
Technical University, Institute of Social Sciences, Istanbul. 

Çepni, S. and Özmen, H. (2011). Life (context) based and brain based learning theories and their applications in 

science education. In H. Ş. Ayvacı and S. Ünal (Edt.), Science and technology teaching from theory to 

practice (pp. 99–149). Ankara: Pegem Academy Publishing. 

Çepni, S., Ayvacı, H. Ş., Şenel Çoruhlu, T. and Yamak, S. (2014). Investigating 9th physics textbook’s 

accordancy to the updated 2013 instruction program: a document analysis study. Journal of Turkish 

Science Education, 11 (2), 137–160. 

Çetin, O. (2019). The views of science teachers and school managers about the effectiveness of in-service 

training activities. International Journal of Active Learning, 4 (1), 1–20. 

Çiftçi, S., Sünbül, A. and Köksal, O. (2013). An assessment of elementary school teachers’ approaches and 

practices regarding the constructivist program based on the views of educational inspectors. Mersin 
University Journal of the Faculty of Education, 9 (1), 281–295. 

Demirel, Ö. (2012). Eğitimde program geliştirme (18. baskı). Ankara: PegemA Yayıncılık. 

Demir, S. and Demir, A. (2012). New high school instructional programs in turkey: problems, expectations and 

suggestions. Elementary Education Online, 11 (1), 35–50. 

El-Deghaidy, H., Mansour, N. and Alshamrani, S. (2015). Science teachers’ typology of cpd activities: A socio-

constructivist perspective. International Journal of Science and Mathematics Education, 13 (6), 1539–

1566. https://doi.org/10.1007/s10763-014-9560-y 

Engelbrecht, W. and Ankiewicz, P. (2016). Criteria for continuing professional development of technology 

teachers’ professional knowledge: A theoretical perspective. International Journal of Technology and 

Design Education, 26 (2), 259–284. https://doi.org/10.1007/s10798-015-9309-0 

Evrekli, E., İnel, D., Balım, A. G. and Kesercioğlu, T. (2009). Fen öğretmen adaylarının yapılandırmacı 
yaklaşıma yönelik tutumlarının incelenmesi. Uludağ Üniversitesi Eğitim Fakültesi Dergisi, 22 (2), 673–

687. 

Fernando, S. Y. and Marikar, F. M. (2017). Constructivist teaching/learning theory and participatory teaching 

methods. Journal of Curriculum and Teaching, 6 (1), 110–122. https://doi.org/10.5430/jct.v6n1p110 

Fidan, N. K. and Duman, T. (2014). Classroom teachers’ possession level of characteristics required by the 

constructivist approach. Education and Science, 39 (174), 143–159. 

http://dx.doi.org/10.15390/EB.2014.2027 

Geldenhuys, J. L. and Oosthuizen, L. C. (2015). Challenges influencing teachers’ involvement in continuous 

professional development: A South African perspective. Teaching and teacher education, 51, 203–212. 

https://doi.org/10.1016/j.tate.2015.06.010 

Griffin, C. (2018). Curriculum theory in adult and lifelong education. London: Routledge. 

Göçer, A. (2016). The evaluation of pre–service turkish student teachers’ micro–teaching applications in their 
own views. Journal of Social Sciences Institute of Erciyes University, 30 (40), 21–39. 

Gömleksiz, M. N. and Kan, A. Ü. (2007). Basic principles and approaches of new primary school curricula. 

Doğu Anadolu Bölgesi Araştırmaları, 5 (2), 60–66. 

Habók, A. and Nagy, J. (2016). In-service teachers’ perceptions of project-based learning. SpringerPlus, 5 (1), 

83. https://doi.org/10.1186/s40064-016-1725-4 

Han, I., Shin, W. S. and Ko, Y. (2017). The effect of student teaching experience and teacher beliefs on pre-

service teachers’ self-efficacy and intention to use technology in teaching. Teachers and Teaching, 23 (7), 

829–842. https://doi.org/10.1080/13540602.2017.1322057 

Horasan, Y., Aydın, H. and Kete, R. (2013). Evaluation of biology teachers’ opinions about the biology 

curriculum. Abant İzzet Baysal University Journal of Education Faculty, 13 (2), 335–353. 

House, S.C., Spencer, K.C. and Pfund, C. (2018). Understanding how diversity training impacts faculty mentors’ 
awareness and behavior. International Journal of Mentoring and Coaching in Education, (7) 1, 72–86. 

https://doi.org/10.1108/IJMCE-03-2017-0020 

İlhan, S. G. (2013). Mentorship service provided to special education teachers (A action research). Unpublished 

master thesis. Bolu Abant İzzet Baysal University, Institute of Education Sciences, Bolu. 

https://doi.org/10.1007/s11162-009-9130-2
https://doi.org/10.1007/s10763-014-9560-y
https://doi.org/10.1007/s10798-015-9309-0
https://doi.org/10.5430/jct.v6n1p110
http://dx.doi.org/10.15390/EB.2014.2027
https://doi.org/10.1016/j.tate.2015.06.010
https://doi.org/10.1186/s40064-016-1725-4
https://doi.org/10.1080/13540602.2017.1322057
https://doi.org/10.1108/IJMCE-03-2017-0020


НЕПЕРЕРВНА ПРОФЕСІЙНА ОСВІТА: ТЕОРІЯ І ПРАКТИКА ВИПУСК № 4 (77), 2023 е-ISSN 2412-0774 

© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

Issaka, C. A. (2018). Effect and snags of provision of ın–service education and training for teachers in basic 

schools for the deaf. International Journal of Educational Administration and Policy Studies, 10 (10), 

128–134. https://doi.org/10.5897/IJEAPS2018.0568 

Jacobi, M. (1991). Mentoring and undergraduate academic success: A literature review. Review of Educational 

Research, 61 (4), 505–532. https://doi.org/10.2307/1170575 

Kahraman, M. (2012). E–mentoring for professional development of information technologies teacher 

candidates (Unpublished doctoral dissertation). Anadolu University, Institute of Educational Sciences, 

Eskişehir. 

Karaağaçlı, M. and Erden, O. (2008). The design of the nine-level learning situation in the distance education 
supported with internet technologies. International Journal of Informatics Technologies, 1 (2), 21–29. 

Karacaoğlu, Ö. C. and Acar, E. (2010). The issues that teachers encounter during application of new curricula.  

Yüzüncü Yıl University Journal of Education Faculty, 7(1), 45–58. 

Karadayı, M., Dülgeroğlu, İ. and Ünsal, Y. (2013). The evaluation of secondary education 9th class physics 

textbook with considering the views of teachers. Gazi University, Journal of Gazi Education Faculty, 33 

(3), 549–568. 

Karadağ, S. (2015). Mentoring practices in educational institutions: Case analysis (Unpublished master thesis). 

Bahçeşehir University, Institute of Educational Sciences, İstanbul. 

Kay, D. and Hinds, R. (2009). A practical guide to mentoring: How to help others achieve their goals (4th ed.). 

Oxford: How to Books Ltd. 

http://ir.harambeeuniversity.edu.et/bitstream/handle/123456789/561/A%20PRACTICAL%20GUIDE%20
TO%20MENTORING.pdf?sequence=1&isAllowed=y 

Kaya, İ. (2017). Evaluation of MEB in-service training activities and the views of Turkish language teachers 

about these activities (Unpublished master thesis). Hacı Bektaşi Veli University, Institute of Social 

Sciences, Nevşehir.   

Khalid, A. and Azeem, M. (2012). Constructivist vs traditional: effective instructional approach in teacher 

education. International Journal of Humanities and Social Science, 2 (5), 170–177. 

Khan, M. A. and Law, L. S. (2015). An integrative approach to curriculum development in higher education in 

the USA: a theoretical framework. International Education Studies, 8 (3), 66–76. 

https://doi.org/10.5539/ies.v8n3p66 

Kocabaş, İ. and Yirci, R. (2012). Türkiye’de bir mentorluk uygulaması: Aday öğretmenlerin yetiştirilmesi. İ. 

Kocabaş ve R. Yirci (Ed.), Dünyada mentorluk uygulamaları içinde (s. 227–244). Ankara: Pegem 
Akademi. 

Koçoğlu, E. (2013). Social studies teachers’ perceptions of students on professional competency. The Black Sea 

Journal of Social Sciences, 5 (9), 1–14. 

Koyuncu, K. (2014). An evaluation of the first four-year application of the 2007 secondary school physics 

currı̇culum vı̇a teacher vı̇ews (Unpublished master thesis). Dokuz Eylül University, Institute of 

Educational Sciences, İzmir. 

Kotluk, N. and Yayla, A. (2016). An evaluation of high school 9th grade physics curriculum according to tyler’s 

objective based evaluation model. Abant İzzet Baysal University, Journal of Education Faculty, 16 (4), 

1832–1852. 

Köken, N. (2002). Sosyal bilgiler öğretiminde soru sorma metodunun önemi. Afyon Kocatepe Üniversitesi 

Sosyal Bilimler Dergisi, 4 (2), 91–104. 

Kubat, U. (2017). Evaluation of the in-service training program given about the science education curriculum on 
the basis of the teachers’ opinions. Muğla Sıtkı Koçman University, Journal of Education Faculty, 4 (2), 

1–8. 

Kuloğlu, A. and Akpınar, B. (2016). The reflection of quantum paradigms on high school physics course 

curriculum. Turkish Journal of Educational Studies, 3 (2), 1–21. 

Kurnaz, M. A. and Sağlam Arslan, A. (2011). The effects of ‘model of model based instruction’ teaching model 

to students’ understanding level about energy concept. E-international journal of educational research, 2 

(2), 1–16. 

Kuzu, A., Kahraman, M. and Odabaşı, H. F. (2012). E-mentoring: A new approach in mentoring. Anadolu 

University Journal of Social Sciences, 12 (4), 173–184. 

Li, H. and Chen, J. J. (2017). Evolution of the early childhood curriculum in China: The impact of social and 

cultural factors on revolution and innovation. Early Child Development and Care, 187 (10), 1471–1483. 
https://doi.org/10.1080/03004430.2016.1220373 

Lemke, J. S. (2014). Experienced teachers’ construals of the teacher’s role across the historical process (Order № 

3610432). ProQuest Dissertations and Theses Global; Publicly Available Content Database. 

(1500435273). https://search.proquest.com/docview/1500435273?accountid=7412 

https://doi.org/10.5897/IJEAPS2018.0568
https://doi.org/10.2307/1170575
http://ir.harambeeuniversity.edu.et/bitstream/handle/123456789/561/A%20PRACTICAL%20GUIDE%20TO%20MENTORING.pdf?sequence=1&isAllowed=y
http://ir.harambeeuniversity.edu.et/bitstream/handle/123456789/561/A%20PRACTICAL%20GUIDE%20TO%20MENTORING.pdf?sequence=1&isAllowed=y
https://doi.org/10.5539/ies.v8n3p66
https://doi.org/10.1080/03004430.2016.1220373
https://search.proquest.com/docview/1500435273?accountid=7412


e-ISSN 2412-0774 CONTINUING PROFESSIONAL EDUCATION: THEORY AND PRACTICE ISSUE № 4 (77), 2023 

85 
© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

Marshall, D. and Case, J. (2010). Rethinking ‘disadvantage’ in higher education: A paradigmatic case study 

using narrative analysis. Studies in Higher Education, 35 (5), 491–504. 

https://doi.org/10.1080/03075070903518386 

McComas, W. F. (2014). Constructivist teaching practices. In W. F. McComas (Ed.), The Language of Science 

Education. Sense Publishers, Rotterdam. https://doi.org/10.1007/978-94-6209-497-0_20 

Miles, B. M. and Huberman, M. A. (1994). Qualitative Data Analysis: An Expanded Sourcebook. Thousand 

Oaks, CA: Sage Publications.  

Milli Eğitim Bakanlığı [MEB] (2007). Talim ve terbiye kurulu başkanlığı ortaöğretim fizik dersi öğretim 

programı. Ankara: Devlet Kitapları Müdürlüğü. 
Milli Eğitim Bakanlığı [MEB] (2013). Talim ve terbiye kurulu başkanlığı ortaöğretim fizik dersi öğretim 

programı. Ankara: Devlet Kitapları Müdürlüğü. 

Milli Eğitim Bakanlığı [MEB] (2013, Kasım). Fizik öğretmeni özel alan yeterlikleri. 

https://oygm.meb.gov.tr/meb_iys_dosyalar/2017_11/06152604_FYZYK_YYRETMENY_YZEL_ALAN

_YETERLYKLERY.pdf 

Murphy, F. and Gash, H. (2020). I can’t yet and growth mindset. Constructivist Foundations, 15 (2), 83–94. 

Null, W. (2016). Curriculum: From theory to practice (2nd Ed.). USA: Rowman and Littlefield. 

Ocak, G., Ocak, İ., Yılmaz, M. and Mergen, H., H. (2012). Attitudes of primary school teachers towards 

teaching methods and techniques. Elementary Education Online, 11 (2), 504–519. 

O’Neill, G. (2015). Curriculum design in higher education: Theory to practice. University College Dublin: 

Teaching and Learning. http://hdl.handle.net/10197/7137 
Osamwonyi, E. F. (2016). In-service education of teachers: overview, problems and the way forward. Journal of 

Education and Practice, 7 (26), 83–87. 

Özavcı, E. and Çelikten, M. (2017). The problems encountered in distance teacher training programs and 

solutions they offer to those problems. Turkish Journal of Educational Studies, 4 (2), 39–76. 

Özcan, K. and Çağlar, Ç. (2013). Mentorship in the professional development of provincial educational 

supervisors. Adıyaman University Journal of Social Sciences Institute, 13, 177–204. 

https://doi.org/10.14520/adyusbd.562 

Özdemir, T. Y. and Boydak-Özan, M. (2013). The effects of e-mentorship process on mentee achievement. 

Bartın University Journal of Education Faculty, 2 (1), 170–186. 

Özerbaş, M. A. (2007). The effect of constructive learning environment on student academic success and 

permanence. The Journal of Turkish Educational Sciences, 5 (4), 609–635. 
Özkan, İ. H. (2008). The influence of the sense of humour which the teacher and the student have on the 

atmosphere of the classroom (Unpublished master’s thesis). Selçuk University, Institute of Social 

Sciences, Konya. 

Rangel, V., Bell, E. R., Monroy, C., and Whitaker, J. R. (2015). Toward a new approach to the evaluation of a 

digital curriculum using learning analytics. Journal of Research on Technology in Education, 47 (2), 89–

104. https://doi.org/10.1080/15391523.2015.999639 

Rawlings, J. K. (2007). Mentoring basics. USA: Delta Heritage Books. 

Rhodes, C., Stokes, M. and Hampton, G. (Eds.). (2004). A practical guide to mentoring, coaching and peer-

networking. London: Routledge Falmer. 

Sağlam-Arslan, A., Alev, N., Özsevgeç, T. and Şahinoğlu, A. (2016). Investigating physics teachers’ classroom 

practices of physics classroom. In M. Shelley, S. Alan and I. Çelik (Ed.), International Conference on 

Education in Mathematics, Science and Technology (pp. 1155–1158). Muğla: Bodrum. 
Saglam Arslan, A., Unal, S., Alev, N., Ozsevgec, T., and Karatas, F. O. (2017). Designing, implementing, and 

evaluating mentoring practices to improve physics and chemistry teachers’ compliance with renewed 

curriculum (Unpublished TUBITAK 3001 project report). 

Sağır, Ş. U. and Kılıç, Z. (2013). The effect of argumentation based teaching on the understanding levels of 

primary school students about the nature of science. Hacettepe University Journal of Education, 44 (44), 

308–318. https://doi.org/10.5430/wje.v11n1p29 

Seung, E., Bryan, L. A. and Haugan, M. P. (2012). Examining physics graduate teaching assistants’ pedagogical 

content knowledge for teaching a new physics curriculum. Journal of Science Teacher Education, 23 (5), 

451–479. https://doi.org/10.1007/s10972-012-9279-y 

Sentance, S., and Csizmadia, A. (2017). Computing in the curriculum: Challenges and strategies from a teacher’s 

perspective. Education and Information Technologies, 22 (2), 469–495. https://doi.org/10.1007/s10639-
016-9482-0 

Sert, O. (2016). Sınıf içi etkileşim ve yabancı dil öğretmeni yetiştirme. In S. Akcan ve Y. Bayyurt (Ed.), 

Türkiye’deki yabancı dil eğitimi üzerine görüş ve düşünceler içinden (s. 14–30). İstanbul: Boğaziçi 

Üniversitesi Yayınevi. 

Sezgin, F., Koşar, S. and Er, E. (2014). Examining mentoring in the training of school administrators and 

teachers. Kastamonu Education Journal, 22 (3), 1337–1356. 

https://doi.org/10.1080/03075070903518386
https://doi.org/10.1007/978-94-6209-497-0_20
https://oygm.meb.gov.tr/meb_iys_dosyalar/2017_11/06152604_FYZYK_YYRETMENY_YZEL_ALAN_YETERLYKLERY.pdf
https://oygm.meb.gov.tr/meb_iys_dosyalar/2017_11/06152604_FYZYK_YYRETMENY_YZEL_ALAN_YETERLYKLERY.pdf
http://hdl.handle.net/10197/7137
https://doi.org/10.14520/adyusbd.562
https://doi.org/10.1080/15391523.2015.999639
https://doi.org/10.5430/wje.v11n1p29
https://doi.org/10.1007/s10972-012-9279-y
https://doi.org/10.1007/s10639-016-9482-0
https://doi.org/10.1007/s10639-016-9482-0


НЕПЕРЕРВНА ПРОФЕСІЙНА ОСВІТА: ТЕОРІЯ І ПРАКТИКА ВИПУСК № 4 (77), 2023 е-ISSN 2412-0774 

© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

Sumual, M. Z. I., and Ali, M. (2017). Evaluation of primary school teachers’ competence in ımplementing 2013 

curriculum: A study in Tomohon City. Journal of Education and Learning, 11 (3), 343–350. 

https://doi.org/10.11591/edulearn.v11i3.6429 

Şahin, M. (2014). Examine student’s opinions about how behave academical staff about educational instructions 

in the classroom. Electronic Turkish Studies, 9 (11), 499–515. 

Şahinoğlu, A. and Sağlam-Arslan, A. (2019). Mentoring practices in education. Online Science Education 

Journal, 4 (2), 183–195. 

Şahinoğlu, A. (2020). Designing, applying and evaluating the mentoring practices for improving the adaptation 

of physics teachers to the renewed curriculum (Unpublished doctoral dissertation). Trabzon University, 
Institute of Education Sciences, Trabzon. 

Şengören, K. S., Tanel, R., Yıldırım B. A. and Kavcar, N. (2015). Opinions of physics teachers about the 9th 

grade physics textbook: The Example of Izmir Province. Necatibey Faculty of Education Electronic 

Journal of Science and Mathematics Education, 9 (1), 224–245. 

Taha, V. A., Tej, J., and Sirkova, M. (2015). Creative management techniques and methods as a part of the 

management education: analytical study on students’ perceptions. Procedia – Social and Behavioral 

Sciences, 197, 1918–1925. https://doi.org/10.1016/j.sbspro.2015.07.563 

Taylor, P. C. (2015). Constructivism. In R. Gunstone (Ed.), Encyclopedia of Science Education (pp. 218–224). 

Springer Netherlands. https://doi.org/10.1007/978-94-007-2150-0 

Tükeltürk, Ş. A. and Balcı, M. (2014). The process of institulization of mentoring at universities, its significance 

and attainment; a research on Çanakkale Onsekiz Mart. Journal of Organization and Management 
Sciences, 6 (1), 137–155. 

Tzivinikou, S. (2015). The impact of an in–service training program on the self-efficacy of special and general 

education teachers. Problems of Education in the 21st Century, 64 (1), 95–107. 

https://doi.org/10.33225/pec/15.64.95 

Usta, E. (2015). The examination of prospective teachers’ teaching materials development process in terms of 

visual and message design principles. Gazi Journal of Education Sciences, 1 (1), 1–14. 

Üce, M. and Sarıçayır, H. (2013). Teacher evaluation of secondary school grade 12 chemistry curriculum 

implementation. Marmara University. Atatürk Education Faculty Journal of Educational Sciences, 38 

(38), 167–177. 

Vu, J. A., Han, M. and Buell, M. J. (2015). The effects of in-service training on teachers’ beliefs and practices in 

children’s play. European Early Childhood Education Research Journal, 23 (4), 444–460. 
https://doi.org/10.1080/1350293X.2015.1087144 

Yadigaroğlu, M. and Demircioğlu, G. (2012). The teachers’ views concerning the implementation of chemistry 

teaching program. Journal of Research in Education and Teaching, 1 (4), 325–333. 

Yates, L. and Millar, V. (2016). Powerful knowledge’ curriculum theories and the case of physics. The 

Curriculum Journal, 27 (3), 298–312. https://doi.org/10.1080/09585176.2016.1174141 

Yeşil, R. (2008). Aday öğretmenlerin öğrenme-öğretme ilkelerini uygulama yeterlikleri (Kırşehir örneği). Selçuk 

Üniversitesi Sosyal Bilimler Enstitüsü Dergisi, 20, 637–652. 

Yılmaz, N. and Gökçek, T. (2016). The effectiveness of in-service training for the development of reflective 

thinking skills among mathematics teachers. Journal of Theoretical Educational Science, 9 (4), 606–641. 

http://dx.doi.org/10.5578/keg.14916 

Yıldırım, A. and Şimşek, H. (2011). Sosyal bilimlerde nitel araştırma yöntemleri (8. baskı). Ankara: Seçkin 

Yayıncılık. 
Yıldız, Z., Aktaş, M. and Çakır, H. (2012). Improving a computer assisted education software on the subjects of 

surface area and volume of geometrical objects. International Journal of Social Science Research, 1 (1), 

1–19. 

Yirci, R. (2009). The use of mentoring in education and a new model proposal to train school administrators 

(Unpublished master’s thesis). Fırat University, Institute of Social Sciences, Elazığ. 

Yirci, R. and Kocabaş, İ. (2012). Mentoring practices in the world. Ankara: PegemA Publishing. 

Yost, R. (2002). I think I can: Mentoring as a means of enhancing teacher efficacy. The Clearing House, 75 (4), 

195–197. 

Yulianti, K. (2015). The new curriculum implementation in Indonesia: A study in two primary schools. 

International Journal about Parents in Education, 9 (1). 

Received 27.10.2023  
Accepted 27.12.2023 

 

 

 

 

https://doi.org/10.11591/edulearn.v11i3.6429
https://doi.org/10.1016/j.sbspro.2015.07.563
https://doi.org/10.1007/978-94-007-2150-0
https://doi.org/10.33225/pec/15.64.95
https://doi.org/10.1080/1350293X.2015.1087144
https://doi.org/10.1080/09585176.2016.1174141
http://dx.doi.org/10.5578/keg.14916


e-ISSN 2412-0774 CONTINUING PROFESSIONAL EDUCATION: THEORY AND PRACTICE ISSUE № 4 (77), 2023 

87 
© Şahinoğlu Alpaslan, Sağlam Arslan Ayşegül, 2023 

ОЦІНЮВАННЯ ДІЯЛЬНОСТІ ВЧИТЕЛІВ З ПІДТРИМКОЮ 

НАСТАВНИЦЬКИХ ПРОГРАМ 
 

Алпаслан Сахіноглу 

https://orcid.org/0000-0001-5298-4660 

PhD в галузі освіти, викладач фізики, 

Коледж Трабзон Бахчешехір, 

район Кіречхане, 9/1, кластерні будинки Гюзелтепе, 

61100 Ортахісар/Трабзон, Туреччина, 

alpaslansahinoglu@gmail.com 
 

Айшегюль Салам Арслан 

https://orcid.org/0000-0001-8340-2205 

PhD в галузі освіти, 

професор кафедри математичної та природничої освіти, 

Педагогічний факультет Фатіха, Трабзонський університет, 

район Согутлу, бульвар Аднана Кахведжі, 61335 Трабзон, Туреччина, 

asaglam-arslan@trabzon.edu.tr 

 

Метою цього дослідження є оцінка впливу практики наставництва, розробленої для 

підтримки вчителів у впровадженні оновленої навчальної програми з фізики, на практику. 

Для досягнення цієї мети була розроблена триетапна модель із застосуванням підходу 
групового наставництва, яка складається з підготовки (оцінка потреб для визначення 

поточного статусу вчителя), реалізації (практики наставництва, спрямовані на усунення 

виявлених прогалин у знаннях предмета) та загальної оцінки (оцінка впливу практики 

наставництва на практику вчителів до, під час і після процесу впровадження). Було 

прийнято дидактичний інженерний метод, і протягом 16 тижнів спостерігали за трьома 

вчителями фізики за допомогою записів камери. Спостереження були класифіковані 

відповідно до компетентностей у галузі фізики, і відповідно була проаналізована практика 

вчителів. Отримані дані свідчать про те, що підтримка наставництва мала позитивний 

вплив на розвиток вчителями дидактичної структури та підходів, орієнтованих на учня, з 

деяким регресом, який спостерігався після припинення наставництва. Проте практика 

вчителів залишилася кращою порівняно з початковим станом. Це дослідження було 
обмежене трьома вчителями-добровольцями з фізики, але результати свідчать про те, що 

наставництво може бути ефективним для покращення дотримання вчителями навчальної 

програми в галузі прикладної педагогічної освіти, і дослідження має практичні наслідки для 

підготовки та професійного розвитку вчителів. Дослідження робить внесок у поле, 

надаючи інший погляд на підготовку вчителів, наголошуючи на практичній підготовці та 

оцінці потреб, а не на теоретичній освіті. 

 

Ключові слова: вчительські практики, наставництво, підготовка вчителів, професійний 

розвиток учителів. 
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