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Abstract 

 

        Classroom based mentors have become key players in launching student teachers 

into the teaching profession. Mentors are recognized for their practical knowledge of the 

teaching profession which compliments the theoretical knowledge that student will have 

acquired from college. This study investigated the effectiveness of classroom-based 

mentorship of primary school student teachers on TP. Three main questions which are: 

how do heads , mentors and student teacher understand classroom based mentorship of 

student teachers on TP; what contribute to the effectiveness of classroom based 

mentorship of student teachers on TP and what is the effectiveness of classroom based 

mentorship of student teachers on TP in the primary school system needed to be 

answered to help provide a true reflection of the effectiveness of  classroom based 

mentorship of primary school student teachers in Zimbabwe.  The study used the 

qualitative research methodology and the case study research design. Ten primary 

schools in Murewa District were conveniently selected to participate in this research. 

From the ten schools, a total of fifty respondents comprised of ten heads, twenty mentors 

and twenty student teachers were selected to respond to this research`s interview 

questions.  The researcher was the sole data gathering tool. The study revealed that the 

respondents had theoretical understanding of what is meant by classroom-based 

mentorship of student teachers on TP. It also revealed that the respondents had 

knowledge of what contributes to the effectiveness of classroom-based mentorship of 

student teachers on TP as well as of what is meant by the effectiveness of classroom-

based mentorship of student teachers on TP in the primary school system. But, despite the 

respondents having all the above understanding and knowledge, the study revealed that 

several challenges were compromising the effectiveness of classroom-based mentorship 

of student teachers on TP. Chief among the challenges were lack of mentor training 

which led to mentors to fail to adequately perform their roles; shortage of teaching and 

learning resources needed by mentors and mentees on TP and the issue of selection of 

mentors which seems not to follow any criteria. The study ended by recommending that 

all challenges affecting the effectiveness of classroom-based mentorship of student 

teachers on TP should be solved. It had also recommended that since the study was 

conducted at district level, it needs to be conducted at a higher level like a provincial 

level using a different research design.    
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                                     CHAPTER ONE: INTRODUCTION 

Background to the Study 

 

      Mentoring in teacher education is a school-based activity that is undertaken by 

experienced, practicing and competent teachers to initiate student teachers into the 

teaching profession. The student teachers are attached to qualified and experienced 

teachers serving in schools during the student teachers teaching practice (TP). During 

such a period, the qualified, experienced and practicing teachers (mentors), help the 

student teachers, also referred as mentees, protégé, neophytes or novices in this study, to 

learn the skills of the real art of classroom teaching (Chakanyuka, Nyuke & Mukeredzi, 

2008; Hudson, 2016). This brings us to the meaning that TP is a period of student 

teachers learning the real art of classroom teaching under the guidance of mentors. The 

guidance provided by the mentors is called mentoring. But, the effectiveness of mentors 

in teacher education in Zimbabwe is questionable as several issues seem to be militating 

against it (Samkange, 2015). Among the issues are issues like of  student teachers being 

made to undertake school activities from day one as though they are full time teachers, 

negative attitude towards mentoring by mentors and the issue of mentor training which 

seems vital in mentoring as it may help equip mentors with competencies needed to help 

them to be able to assist mentees during TP. That ability of the mentor to do what is right 

during the student teacher's TP is the effectiveness of the mentor in teacher education. 
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       The background of this study is hinged on the current issues that had been noted by 

the researcher to be against the practices that enhance mentor effectiveness in teacher 

education. The researcher had noted that the situation of mentoring prevailing in schools 

during student teacher’s TP is so appalling as mentoring seem to have divorced itself 

from how it is supposed to be done (Shumbayaonda, 2013). 

       Among the issues the researcher had noted are that student teachers are being 

grabbed by schools with shortage of teachers who in turn make them do school activities 

as full-time teachers, yet they need guidance as they are practicing. The other issue is 

student teachers are being given mentors in different grades with the ones they are 

teaching. For instance, a protege in grade two may be given a mentor in grade three. Such 

a mentor is a mentor on paper only as he / she has no time for the student teacher 

(Chakanyuka et al, 2008). In some cases, the student teachers are being placed in 

classrooms with troublesome teachers like those who absent themselves from work 

frequently. This seems they are being used by heads to solve some of their problems in 

schools. In some cases, the mentors think that they have been given relief teachers and 

therefore, it will be their time to take leave to go and solve their personal problems 

(Samkange, 2015). The other issue is that of lack of mentor competencies in assisting 

students at TP, meaning to say they need mentor training. Hennissen; Crasborn; Browser; 

Korthagn and Bergen (2011) believe that not every teacher has a natural ability to mentor 

but that mentoring skills can be shaped and developed through preparation. The other 

issue is that of negative mentor attitude toward mentoring and poor relationship between 
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mentor and mentee. The mentors are also not being given college handouts to help guide 

them on mentoring mentees and meeting college requirements (Samkange, 2015). 

       The abovementioned issues are affecting the effectiveness of mentors in teacher 

education as they are against ethical considerations of how mentoring is supposed to be 

done in Zimbabwean schools. Indeed, mentoring is supposed to be done by trained, 

experienced and competent teachers serving in schools who are supposed to be always 

available to help student teachers placed under them during TP (Chakanyuka, Nyuke & 

Mukeredzi, 2008). Grant (2015) defines mentoring as when an experienced and 

knowledgeable adult guides a novice in professional skills development in a career like 

teaching. This is supported by Hudson (2016) who defines mentoring as when skilled and 

experienced workers in workplaces are readily available to help novices to master the 

skills needed to perform the real art of their work(teaching). What it means is mentoring 

in schools is supposed to be done by trained and experienced teachers serving in schools 

who are readily available to help student teachers on TP to master the real art of teaching 

and life at a school (Chakanyuka et al, 2008). 

       Mentoring of student teachers on TP should unfold gradually in phases as it is a 

process of teaching and helping the student teachers to learn the real business of teaching. 

According to Chakanyuka et al (2008; Samkange, 2015), the first phase is likened to the 

apprenticeship level                  
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whereby the student teacher is supposed to observe the mentor teaching so as to learn 

how teaching is done. This is termed learning by seeing. Here and there, the neophyte can 

be given little doses of teaching business related to what he/she would have been told to 

observe. For instance, the mentor may ask the student teacher to introduce a lesson after 

having been guided and told on what to observe (Chakanyuka et al, 2008; Hudson, 2016), 

the mentor will then take over the rest of the parts of the lesson. This sort of experience 

goes on for the whole of the first term.  When the mentor is not teaching, the mentor will 

be coaching his/her mentee on how to make lesson plans and what to be observed when 

the lesson will be taught. The mentor also explains to the mentee on how to relate to 

students and other teachers at the school. All such activities need the mentor to be readily 

available in the classroom if he/ she is to teach and guide the protege on how to do them. 

During the second term, the mentee is expected to start teaching full lessons with the 

mentor helping the mentee on how to develop competencies needed in lesson planning, 

lesson delivery and classroom management (Chakanyuka et all, 2008). This means the 

mentor continues to assist, role model and guide the student teacher on how to develop 

competencies in teaching. Again, all this according to Hudson (2016) and Washington 

and Cox (2016) need the mentor to be readily available for the mentor to be able to assist 

the mentee. This phase in the life of a student teacher at TP is referred to as the 

competency-based phase/ level (Samkange, 2015).  

       The third phase in mentoring comes after the student teachers had mastered 

competencies needed in classroom teaching. That phase is called the reflective phase 

(Chakanyuka et al, 2008; Gut; Beam; Henning; Cochran and Talford, 2014; 
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Hudson,2016). The mentor will now be helping the mentee on how to reflect on his/ her 

work, analyzing it and noting how things have happened and how to improve them so as 

to help enhance the effectiveness of teaching and learning of children( Hudson, 

2016).This means during this phase, the mentor should be readily available to help the 

mentee to move from self to children learning. 

       The phases and functions performed by mentors during the process of a student 

teacher's TP are all meant to help the novice to master the skills of classroom teaching 

and to mould a perfect teacher. But, if the student teachers are left alone in the 

classrooms, that is not mentoring, as said by all who talk about mentoring in other 

countries. For instance, in USA, Kenya and South Africa, mentoring of student teachers 

is done by trained, qualified and experienced teachers who are fully based and always 

available in schools to help student teachers on TP to learn how to teach in real 

classrooms (Gut et al ,2014; Kiggundu,2007; Kenya government, 2012). Gut et al (2014) 

state that in USA, student teachers` TP is usually a semester long, varying from a period 

of twelve to fifteen weeks and during this period student teachers will be helped by 

cooperating teachers (mentors) to master real classroom teaching. In Kenya, cooperating 

primary school teachers (mentors) help student teachers on TP during the TP phases of 

their 8-4-4 model of teacher training (Kenya Government Ministry of Education, 2012). 

In South Arica, Post Graduate Certificate in Education (PGCE) students at Vaal 

University of Technology (VUT) train for one-year full time and they go on TP during 

the second semester in schools that have signed cooperative agreements with the 

Department of Education (Kiggundu, 2007). The TP coordinator meets with the 
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principals and teachers before sending students for TP in schools. The idea behind this is 

to establish positive and supportive relationship with the school’s management teams. 

The TP coordinator select suitable schools by visiting the schools, meeting with the heads 

and teachers, explaining why VUT wishes to establish a working professional 

relationship with them. The TP coordinator enter into an agreement with the Schools 

Management Teams that in their schools: students do TP, mentors be schools-based 

teachers and that students be involved in all aspects of school to help them to develop 

fully (Kiggundu,2007). 

       In Zimbabwe, mentoring is taken as the same as is done in the countries mentioned 

above but, currently it is not done as explained in countries above. Student teachers 

training under the 2-5-2 model of teacher education are sent into schools for TP after 

spending two terms in college learning theory and those under the 3-3-3 are send into 

schools after spending a year. The 2-5-2 and the 3-3-3 models are primary teacher 

training models currently in use in Zimbabwe teacher training colleges. The first two of 

the 2-5-2 denotes the number of the first two terms spent in college by students, learning  

teaching, the five stand for the five terms spent on TP  and the last two represent the last 

two terms spent when students go back to college to learn some more theory and then 

write their final examinations that make them qualify to become teachers. The 3-3-3 

model is just the same as the 2-5-2 model save for the fact that it spreads its terms evenly. 

That is three terms in, three out at TP and the last three are spent in college (Chakanyuka 

et al, 2008; Samkange, 2015).  As per the teacher education policy, the college TP 

coordinators are supposed to workshop mentors regarding college expectations when 
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dealing with student teachers on TP. For instance, that student teachers on TP must be 

placed under trained, competent and reliable mentors who are school based and always 

available to assist student teachers on TP. All this seem not being done in Zimbabwe, 

leaving a huge chasm between how mentoring is done in other countries and how it is 

practiced in Zimbabwe. That is why there is the need for this study to help to explore why 

there is such a gap between how mentoring is supposed to be practiced and how it is 

practiced in Zimbabwe, as the current practice in schools is affecting mentor 

effectiveness in school classroom-based teacher education. Only practicing teachers, 

student teachers and heads serving under the current 2-5-2 and 3-3-3 primary teacher 

training models will be selected as participants in this study. The 2-5-2 and the 3-3-3 

primary teacher training models recognize the role of mentors in assisting student 

teachers on TP as a vital one as the mentors are supposed to help student teachers to 

master the real art of classroom teaching (Chakanyuka et al, 2008; Shumbayaonda, 2013; 

Samkange, 2015). 

Statement of the Problem 

 

      Mentorship of student teachers on TP in Zimbabwe`s primary schools is facing 

problems such as student teachers being assigned to teach in classes with no mentors. 

Those with mentors are being taken as if they are relief teachers who come into schools 

to relieve their mentor from their duties as evidenced by mentors who will take leave to 

go and solve their social problems. Some student teachers are being sacrificed by heads 

in schools to help solve the heads` school problems with troublesome teachers like those 
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who are always absent from work. The above scenario and many others, are affecting the 

effectiveness of mentorship of student teachers on TP in schools. When most of the 

mentors are assigned the student teachers into their classrooms, they vow to help the 

mentees to master the real art of classroom teaching and management. But, despite such 

promises to help student teachers on TP to master the real art of classroom teaching, 

mentors are not doing as they promised. This study, therefore, sought to find out the 

Effectiveness of Classroom-based Mentorship of Primary School Student Teacher on TP: 

A Case of Primary School Student-teachers in Murewa District, Zimbabwe. 

 

Purpose of the Study 

 

        Classroom based mentors helping student teachers on TP in primary schools are 

supposed to play a very crucial role in teacher education in Zimbabwe in connection with 

the production of a quality teacher and quality education. It is important that the 

effectiveness of the mentors be interrogated. Therefore, the purpose of the study was to 

examine the effectiveness of mentors/ mentoring process in primary school teacher 

education in relation to production of quality teachers. 

Objectives of the Study 

1. To find out if heads, teachers and student teachers in primary schools understand 

classroom-based mentorship for student teachers on teaching practice. 

2. To establish what contributes to the effectiveness of classroom-based mentorship 

in mentoring school student teachers on TP. 
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3. To find out the extent of effectiveness of classroom-based mentorship of student 

teachers in primary school system. 

 

Research Questions 

1. How do heads, teachers and student teachers understand classroom-based 

mentorship for student teachers on TP? 

2. What contributes to the effectiveness of classroom-based mentorship of student 

teachers on TP? 

3.  What is the effectiveness of classrooms-based mentorship of student teachers on 

teaching practice in primary school system?  

Significance of the study 

 

       The significance of the study was to seek to make a substantial contribution to the 

literature of the knowledge of the effectiveness of primary school classroom-based 

mentorship of student teachers on TP. Significant contribution to such literature was 

made after gleaning data from participants who took part in this study. The participants 

included practicing teachers in primary schools; student teachers at TP and heads of 

schools who were selected and agreed to respond in this study. In this way, it was made 

possible to collect data from the participants through the use of semi structured 

interviews. Data that was collected provided the researcher with a rich source of the 

perspectives of the participants on the effectiveness of mentors in teacher education. 



11 
 

  

       It was also the aim of the researcher that information collected in this research would 

go a long way in assisting both the teachers colleges and the ministry of education in 

Zimbabwe to understand better what really obtains in the teacher education system 

regarding mentoring of student teachers on TP and their mentors` effectiveness as well as 

to recommend areas that needed to be improved after the completion of the research. 

Thus, to the: (i)  Mentors: the study will help them to gain relevant knowledge, skills and 

attitudes needed to effectively handle student teacher mentoring in schools; (ii) Student-

teachers: they will benefit through improved mentoring skills to be offered by their 

mentors, a thing that will help them to master the real art of classroom teaching and 

school life ; (iii) Heads: they will obtain knowledge of how to handle issues pertaining to 

student teacher mentoring in their schools, in particular how to improve mentor -student 

teacher relations and mentor effectiveness in schools; (iv) Teaching profession: data on 

how to improve mentoring of student teachers on TP will be provided and (v) Teacher 

Colleges: they will be helped to understand how to improve their relationship with 

schools in which their student will be doing TP. 

Basic Assumptions of the Study 

 

 Information given in this study was correct and authentic.  

Scope and Delimitation of the Study 

 

       The scope of this study was to examine the effectiveness of classroom-based mentors 

in primary school teacher education when dealing with student teachers on TP. The study 

only dealt with mentors, student teachers on TP and heads serving in Zimbabwe's 
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primary schools under the current 2-5-2 and 3-3-3 teacher education models. Only 

information pertaining to the effectiveness of mentors dealing with student teachers on 

TP in primary schools and the research questions stated above was gathered to help the 

researcher to provide answers to his study. 

Limitations of the Study 

       The use of public transport may have inconvenienced the research as it was delaying 

the researcher's traveling around conducting his research. The other limiting factor was 

that the researcher was a fulltime teacher, therefore his time to conduct the research was 

limited by that factor. 

Theoretical Framework 

 

       The study was hinged on the theory that mentors have two distinct functions that 

revolve around providing professional assistance and psychosocial assistance to protégé. 

Professional assistance refers to the mentoring that support mentees in the development 

of skills associated with career responsibilities while psychosocial is designed to enhance 

their competence and effectiveness through encouraging interaction. Support for this 

theoretical framework was fished from Kram (1985) mentor role theory which was 

utilized to explain mentor role in a dyad relationship. As a result of the researcher`s 

seminal work, Kram (1985) concluded that mentoring is a type of developmental 

relationship in which mentors provide two types of functions which are career and 

psychosocial functions. Career functions focus on skills development for mentees while 

psychosocial center on providing support and encouragement to the protégé (Kim, Im and 
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Hwang, 2015; Patwardhan and Venkatachalam, 2012). Thus, career functions are those 

aspect that enhance learning the ropes and preparing the mentee for advancement in an 

organization (Kram, 1985), just like what mentors in teacher education system are 

expected to do to their protégé in preparation for the protégé life when s/he finally joins 

the teaching field after graduating from college. Career functions, according to Kim et al 

(2015), increase the likelihood of the student teacher becoming successful and they 

include sponsorship, exposure and visibility as well as coaching, protection and giving 

challenging assignment to the mentee. Psychosocial functions enhance an individual`s 

sense of competence, identity and effectiveness in a professional role (Kram, 1985; 

Washington and Cox, 2016; Tull, 2015; Lang, Buzzaawell, Anderson, Balva, Kokin & 

Wilson, 2014). Psychosocial functions include acceptance, counselling, friendship and 

role modelling. Hence, a mentor is regarded as a supposed to be role model, guider and 

counselor of his / her mentee. 

       There are issues that may influence perceptions of the psychosocial functions in 

cross- gender mentoring relationship. According to researchers Washington & Cox 

(2016) and Patwardhan & Venkatachalam (2012), the two issues are sexual concerns and 

restrictions of identification. The researchers stated that the potential for sexual 

involvement, gossip and public scrutiny in cross gender mentoring relationships may 

restrict the friendship role. Also, cross gender mentors may be restricted in their ability to 

relate and provide acceptance, counselling and role modelling, thus Greiman (2002) 

added social as the fifth role under psychosocial functions in Kram’s mentor role theory. 

Kram (1985); Maphalala (2013) and Samkange (2015) suggested that the greater the 
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number of functions the mentor offers to the mentee the more beneficial the relationship 

will be to the protégé and thus the more effectively the mentor will be playing his/her role 

of preparing the neophyte for tomorrow`s role after graduation. 

Operational Definitions of Terms 

Classroom Based Mentorship: is the art of mentoring student teachers in real classroom 

situations. 

Mentor:  Is someone who is more skilled or more experienced, serving as a role model 

of a student teacher at TP, through teaching, sponsoring, encouraging, counselling and 

befriending the student teacher for the purpose of promoting the latter`s professional and 

personal development.  

Mentee: Is a student-teacher on teaching practice who is placed under a mentor for 

guidance, counselling and acquisition of skills needed in the real art of teaching.  

Teacher Education: Is the training of individuals who will serve as teachers in a 

country`s education system. 

Mentorship: is the state of being a mentor. 

Abbreviations 

ECD:                         Early Childhood Development 

TP:                            Teaching Practice 

ZINTEC:                    Zimbabwe Integrated Teacher Education Course 

OS                             Organizational Support 

RQ                             Research Question 
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CHAPTER TWO: REVIEW OF RELATED LITERATURE 

Introduction 

 

        Literature written in the field of mentoring in teacher education helps us to 

understand what is mentoring in teacher education, its importance and how it should be 

done. For this study, the literature to be reviewed will only be based on the concept of 

mentoring; the role or functions of mentors in teacher education, particularly on student 

teachers on TP;  mentor training; mentor selection and qualities and availability of 

resources to maintain and sustain mentoring program; availability of interaction time 

during mentoring and models of mentoring(the apprenticeship model, competence-based 

model and the reflective model) which will be used to evaluate mentor effectiveness in 

producing a quality teacher through mentoring program. The models chosen work well in 

the 2-5-2 and 3-3-3 models of teacher education currently in use in Zimbabwe`s primary 

teacher education institutions. Indeed, the review of the above-mentioned literature will 

help in making an analytical examination of mentor effectiveness in teacher education. 

Concept of Mentorship 

        Theories and concept originate from mental ideas of people. In the same vein, the 

concept of mentoring originated from a Greek Mythology, the Odyssey of Homer 

(Tartell, 2015; Ali, 2016; Musarrat, Muhammad & Khahil, 2017). In this myth, Odysseus 

a great royal warrior, entrusted his son Telemachus to his trusted friend and advisor 

named Mentor while he was away fighting in the Trojan war. The myth goes further by 

saying Mentor was charged with the responsibility to protect, advice, guide and nurture 
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the entire royal family (Ali, 2016; Musarrat et al, 2017). From this mythological 

extraction, we therefore learn some of the roles of a mentor as of protecting, advising, 

guiding and nurturing the protégé as was done by Mentor to his mentee Telemachus. In 

teacher education, according to Kim (2015); Shumbayaonda (2013) and Cho, Ramanan & 

Feldman (2011), such roles are supposed to be played by a trained, experienced and 

knowledgeable teacher chosen to mentor a student teacher on TP. Therefore, looking at 

the pairing that was done between Mentor and Telemachus, mentoring can be viewed as 

providing a well-structured and trusting relationship between individuals that bring young 

people together with caring experienced adults who offer guidance, support and 

encouragement to the young (Musarrat et al, 2017). This conclusion is plucked from the 

fact that Mentor who was chosen to mentor Telemachus was an experienced and trusted 

advisor of king Odysseus himself and for that reason he was chosen to play the mentoring 

role to the King`s son when the king was away (Musarrat et al, 2017). Plucking a leaf 

from this myth, in teacher education, trusted trained and experienced teacher are 

supposed to be chosen by heads of schools to mentor student teachers(protégé) on TP, if 

mentoring of the protégé is to be effective in production of a well-rounded teacher of 

tomorrow. 

        Mentoring is used in teacher education to guide and assist student teachers on TP to 

master the real art of classroom teaching. Trained and serving teachers, according to Fish 

(2013); Maphalala (2013) and Samkange (2015) are tasked to mentor student teachers on 

TP. The questions that bogles the minds are: are such teachers trusted advisors, with full 

knowledge of how to help student teachers to master the art of teaching, equal to Mentor 
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who was chosen to furnish Telemachus with royal skills, knowledge and attitude while 

the king was away? Thus, a number of aspects stand out as people try to conceptualize 

mentoring. Such aspects have something to do with the wholistic development of 

mentees in different facets of work and general life (Houghman and Loughead,2016; 

Grant, 2015; Cho et al, 2011 and Hargard et al, 2011), resulting in the production of a 

teacher(worker) who is a true embodiment of a professional. In this regard, mentoring 

can not only be used in the education system for training purposes but also for the 

development of those who are already trained and serving in the system as well 

(Shumbayaonda, 2013). What this means is that mentoring as a process is based on the 

understanding that skills and attitudes have to be improved and passed from generation to 

generation, with the hope that mentoring demonstrate a commitment to education and 

hope for the future. For instance, the hope in teacher education is that student teachers 

being mentored will be good teachers and mentors in the future. 

       Mentoring has its features that characterize it. In an attempt to bring out the features 

that characterize mentoring, Grant (2015), states that mentoring is characterized by 

investment in time, knowledge and effort through a relationship of helping, caring, 

sharing and development. The same happens in teacher education when mentors care for 

the success of student teachers by sharing with them knowledge of how to be successful 

in their teaching practice and future. All this is done with the aim of promoting the 

student teacher`s growth, knowledge and skills in teaching. In that respect, Kroll (2016) 

and Montgomery et al (2014) said that mentoring has to go through different stages and 

processes in order to provide continued support in professional growth. The stages 
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include the need to develop rapport, setting goals and establishing the means of reaching 

the goals (Kroll,2016). In teacher education, it means the mentor and the mentee need to 

work together from the word go, paving their way to achieve their goals (Maphalala, 

2013). It also means that for the two, establishing rapport is very important for their 

relationship as it enables them to develop trust and confidentiality, elements which are 

critical in goal attainment (Washington & Cox,2016). Patwardhan and Venkatachalam 

(2012) also identified stages of mentoring a relationship which are mentor and mentee 

becoming acquainted and informally clarify their common interest, shared values and 

future goals and dreams. What this means is that this stage is the one that is concerned 

with establishing common ground between the two and as such is very much similar to 

the goal setting as noted by (Shumbayaonda, 2013). The third is the actual process on 

accomplishing the actual purpose of mentoring, which in a way is similar to the stage of 

reaching goals and there is closure which leads to the redefining of the relationship 

between the mentor and the mentee (Grant, 2015; Washington & Cox, 2016). In short, 

what is being said is that the concept of mentoring is all about helping a less experienced 

person like a student teacher to become what he/she should become and that is made 

possible by good relationship between mentor and protégé, mentor abundance in skills 

and knowledge, trustworthiness, zeal for success on student part and hardworking  

between the mentor and mentee. 

       What had been discussed above is also part of the role of mentors in teacher 

education. Indeed, Kram (1985) theory, identified two main roles or functions of mentors 
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which are (a) career functions and (b) psychosocial functions. The next part of literature 

review is going to take a look at such functions. 

 

Roles of Mentors in Teacher Education 

 

       Mentors provide two main functions in teacher education.  This idea is supported by 

Kram (1985); Montgomery, Dodson and Jonson (2014) and Packard (2016) who stated 

that mentors provide two types of functions when working with protégé like student 

teachers on TP. The two functions are career functions and psychosocial functions. 

According to Kram (1985); Cho et al (2011); Haggard et al (2011); Hoff and Loughead 

(2016) and Packard (2016) career functions focus on skills development of the protégé 

and psychosocial focus on providing support and encouragement to the mentees. Kram`s 

(1985) theory, states that career functions are those aspect of a relationship that enhances 

learning the rope and preparing for advancement in an organization and they increase the 

likelihood of a mentee becoming successful. Such functions involve the already alluded 

to functions like coaching, as done by Mentor to Telemachus, sponsorship, exposure, 

protection and giving challenging assignments. Psychosocial functions are those that 

enhance the protégé`s individual sense of competence, identity and effectiveness in a 

professional role (Kim et al, 2015). Thus, the two-functions provided by the mentors can 

be regarded as developmental, motivating and encouraging to the student as they promote 

protégé competence, relationships(belonging) and confidence development in performing 

one`s work, leading to the student`s progression towards self- actualization within the 
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organization. Thus, the mentor needs to possess knowledge of how to perform such 

functions effectively and this calls for them to be trained in the field of mentoring (Pfund 

et al, 2014). 

       The roles of mentor can obviously be derived from the definitions of mentoring. 

Researchers Chakanyuka et al (2008), described mentoring as a nurturing process. 

Nurturing as a process involves providing guidance and advice (Kim et al, 2015).  This 

means one role of mentors is to guide and advice student teachers on TP. But to focus on 

guidance and advice as the only central purpose of teaching and learning may be 

misleading. Therefore, mentors are expected to concentrate on the core business of 

education, thus improving in teaching and learning through human development and 

professional development (Samkange,2015). Professional development according to 

Montgomery et al (2014) focus on providing education to the mentees that equips them 

with autonomy to judge and take action and decisions that are informed in the best 

interest of those they are in business to serve. The researcher sees this as meaning that the 

other role of mentors is to help the protégé to develop professionally by imparting in 

them skills, attitudes, norms and values of the teaching profession. From this point , it can 

be noted that if professional development is to serve its purpose in education , student 

have to be helped to develop an  understanding of the pupil they are to teach; develop an 

appreciation of the pupils they teach and develop an appreciation of the diversity of the 

pupils backgrounds as well as the heterogenous nature of the pupils culture(Fish, 2013 

and Maphalala, 2013). 
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       As stated above, the other function of mentoring that can be derived from its 

definition is that of professional development. Packard (2016) and Hoff and Loughead 

(2016) agree with what had been stated above as they noted that mentors help student 

teachers to develop professionally by enabling them to expand their knowledge and skills 

in teaching. In addition to what had been said above, professional development prepares 

the student teachers for challenges that are associated with the profession of teaching and 

at the same time giving them time to proffer solutions to the problems. This too, had been 

noted under Kram`s (1985) mentor role theory mentioned above. Therefore, as per the 

views of Kram`s (1985) mentor role theory and also as had been supported by other 

authorities mentioned above, mentors in teacher education have two main functions that 

they perform when mentoring student teacher. The functions or roles are of career 

development and of psychosocial development. The two roles if played effectively, they 

help mentees to master how to deal with real classroom teaching and the life of a teacher 

in future (Fish, 2013). 

        Having reviewed literature on mentor functions, the next part focuses on models that 

are supposed to be used by mentors to help protégé to understand and master the real art 

of classroom teaching. The models chosen apply well to the 2-5-2 and the 3-3-3 models 

of teacher education currently in use in Zimbabwe primary teacher education system. 

Mentorship Models 

       Various mentoring models have been adopted by organization as a means of training 

personnel. In this study, only three mentoring models thought to be applicable to the 2-5-
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2 and 3-3-3 models of teacher education system in Zimbabwe, which are the 

apprenticeship model, the competence-based model and the reflective model, had been 

selected for their literature to be reviewed below. 

 Apprenticeship Model  

       Attaching someone to an expert to learn a trade is apprenticeship. Likewise, student 

teachers on TP attached to a mentor can be likened to an apprentice. The model used to 

train one through viewing an expert doing the work so that the neophyte will learn how to 

do the work later in life is called an apprenticeship model (Samkange, 2015). According 

to Samkange (2015) the apprenticeship model is viewed as the traditional model of 

mentoring. It is derived from how people were trained in different industrial trades. An 

apprenticeship is training in an art, trade or craft under a legal agreement that defines the 

duration and condition of the relationship between master and apprentice (Chakanyuka et 

al, 2008). 

       Under apprenticeship, the student learns how to teach and manage the class. This is 

what Choe et al (2011) and Haggard et al (2011) called learning the ropes of the trade. 

Chakanyuka et al (2008), observe that the apprenticeship model is characterized by a 

community of practice, learning through imitation after seeing the mentor in action and 

the quality of work is evaluated through practice. Therefore, it means the apprenticeship 

model emphasizes learning by doing, observing and emulating the skilled doing the work. 

In schools, it entails the student teacher learning from experienced teacher 

(Shumbayaonda, 2013). In Zimbabwe teacher training, the 2-5-2 and 3-3-3 teacher 



24 
 

  

training models have the characteristics of the apprenticeship model as student teachers 

are attached to experienced teachers during TP. The student teachers learn how to teach 

by first seeing the experienced teachers in action and then imitate them (Chakanyuka et 

al, 2008; Shumbayaonda,2013 and Samkange, 2015). This means the student teacher is 

attached to a mentor and at the same time is responsible for teaching some of the subjects 

in the curriculum, beginning by taking small doses of the lessons like the introduction or 

any part observed when the mentor demonstrated. In this regard, the student teacher is 

like an apprentice in some form of industry where he/she is learning a trade(teaching) in a 

real classroom situation, with real pupils and applying proper classroom approaches. 

Under the apprenticeship model, the role of the mentor is to help the mentee to learn the 

trade of teaching by asking the mentee to look at the mentor when the mentor is working 

and then ask the protégé to imitate (Chakanyuka et al, 2008). Therefore, within the 

context of the apprenticeship model, as noted by Chakanyuka et al (2008), the student is 

able to gain knowledge from those who are more experienced in the community through 

participating in on going daily routines and activities which encourage cross- cohort 

relations critical to develop norms and values expected by the community. The 

apprenticeship model is characterized by how human beings learn through modelling 

(Chakanyuka et al, 2008). Thus, the role of the mentor is to show the mentee how work is 

done and teach him/her how to imitate doing the work. Again, as had been noted under 

the section of functions of mentors, the apprenticeship model if utilized in teacher 

education, helps the mentee to develop requisite practical skills needed in the teaching 
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career. The researcher is of the view that agrees with that of Choe et al (2011) that such 

skills can only be imparted into the protégé by trained and competent mentors. 

       The apprenticeship model has its own limitations as a model of teacher education. 

The problems relate to selection of mentors. For instance, if the mentor does not have 

requisite skills that they should share with mentees, this is likely to impinge on mentor 

effectiveness as this is likely to have negative impact on the end product (the student) 

produced (Samkange, 2015). For instance, a mentor who is lazy and not committed is 

likely to pass such vices to the mentee. Thus, if student teachers are exposed to mentors 

of poor quality, chances of becoming poor are high (Chakanyuka et al ,2008; Samkange, 

2015). 

       When the student teacher had learnt all the basics needed in teaching through the 

apprenticeship model, the next level is for the mentor and mentee to concentrate on 

development of competencies needed in teaching. Thus, the next model to be looked at is 

the competence-based model. 

 Competence Based Model 

 

       When student teachers are on teaching practice, the mentor and the student teacher 

have to focus on development of competences that will assist the student to become a 

competent teacher in future. Main focus should be on helping the student teacher to 

acquire professional qualifications during teaching practice. Hence, according to 

Samkange (2015), competences like functional competences, personal competences and 

meta-competences have to be developed. Within the context of the above competences, 
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there are four aspects that mentors are concerned with in the development of student 

teachers. These are professional knowledge base of the student teacher; teaching skills; 

lesson presentation and evaluation and assessment of pupils’ work (Chakanyuka et al, 

2008).  

       The role of the mentors under competence-based model is to supervise and give 

student teachers responsibility over their classes. Under such a condition and 

arrangement, the protégé is enabled to learn as he/she teach. This promotes the chances of 

the protégé of trying out their own ideas (Chakanyuka et al, 2008). Chakanyuka et al 

(2008) noted that if the mentee is to develop the competences aforementioned above, it is 

imperative that they should have full control and responsibility of their class with the 

mentor coming in as a coach. This means the mentor only plays the role of facilitating the 

student teacher`s understanding of the teaching business. That is to help him/her to gain 

all the knowledge, competences and skills needed for one to become a competent teacher. 

Thus, the mentor should have the knowledge of what aspects to look at if he/she is to help 

produce such a teacher, meaning to say mentor training is of paramount importance as it 

helps the mentor to understand his/ her work. 

       When the mentee had been helped to master competencies needed in the teaching 

business, the mentor needs to help the mentee to move from self to pupils as well as why 

things happen the way they do in teaching and how to take corrective measures. This is 

called reflection on teaching. The next model to be looked at is the reflective model in 

teacher education. 
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 Reflective Model 

 

       Student teachers need to be taught how to make critical and creative thinking with 

the intention of understanding the whole teaching process, refine and improve future 

actions. This is called reflection on teaching (Chakanyuka et al, 2008). This is done so 

that the mentee will be able to ask questions like: what did I do right and why? What 

could I have done to improve it? (Montgomery et al ,2014; Grant, 2015; Washington and 

Cox, 2016). All this is done with the purpose of improving instruction. 

       Reflective teaching comes after the mentees have acquired the required competences. 

Therefore, what will then be needed is to help them be able to reflect on their 

practices/teaching. According to Chakanyuka et al (2008) it is a crucial process which 

help to improve quality of teaching. At this point, as stated by Chakanyuka et al (2008), 

the student teacher focus should shift from self to children`s learning activities and how 

to make teaching and learning effective. Thus, the role of the mentor at this juncture is to 

help the mentees to de-center from themselves to the pupils.  The mentor needs also not 

to withdraw when the mentee achieved required competences as predetermined but to 

continue to play an active role to facilitate mentee change of focus from self to pupil 

learning and this must continue until change is achieved in the student teacher 

(Chakanyuka et al, 2008). 

       When change has been achieved, the mentor needs to shift role from being a model 

and instructor to being a colleague. According to Chakanyuka et al (2008) the mentor 
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becomes a co-enquirer who works with the mentee to promote critical reflection. For 

instance, by questioning and problematizing traditional practices and methods of teaching 

as well as investigating why things happen the way they do. In short, this means the 

mentor will be helping the mentee to acquire relevant skills and attitude needed to 

become analytical of the teaching and learning process, for the benefit of children`s 

learning. This, the mentor, can do by being a co-enquirer, a colleague and trusted friend 

of the student teacher (Chakanyuka et al, 2008). 

       The three models discussed above seem divorced from each other when written in 

books but in reality, they are difficulty to separate as they work hand in hand. For 

instance, reflection can happen at any stage of learning, just the same with competence 

and role modelling. Therefore, mentors need to possess competencies needed to be able 

to mentor student teachers. Thus, the following section in literature review looks at 

mentor training. 

Mentor Training 

 

       Mentor training programs aim to improve mentoring skills. According to Pfund, 

House, Asquith, Fleming, Buhar, Burnham and Schar (2014) the training helps 

participants to discuss mentees expectations, converse about mentoring with others and 

pay attention to diversity issues. In so doing, Pfund et al (2014) suggested that mentors 

gain new ideas, increased knowledge on their practice, increased reflection on their 

practice and increased engagement with mentees, following participation in a mentor 

program. Pfund et al (2014) surveyed the participants six months after training and found 
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that it resulted in higher satisfaction and self-reported skill gains. Pfund et al (2014), also 

reported that more than fifty percent of the mentor reported that they had implemented a 

change in their mentoring practices. Feldman, Steiner, Khalil, Huang, Kahn, Lee and 

Brown (2012), in their study reported that of the thirty-eight participants who took part in 

a mentor training program, two third of them frequently applied knowledge, skills and 

attitudes gained from training to their mentoring one to three years after completing their 

program. Thus, mentor training promotes change of behavior by mentors (Hudson, 2013; 

Hudson, 2016). 

       Mentor training promotes best practices in mentoring. Researchers like Hudson 

(2016) stated that mentoring programs enhance communication skills and pedagogical 

knowledge. Irby, Lynch, Boswell & Hewitt (2017) noted that as a form of professional 

training, mentor training improves faculty retention and productivity; enhances mentor 

commitment and facilitate socialization into the workplace environment. Nick, 

Delahoyde, Del Prato, Mitchell, Ortiz, Ottley & Siktberg (2012) stated that it results in 

appropriate matching of mentor and mentee; establishing clear mentorship purpose and 

goals; solidifying the mentor-mentee relationship; advocating for and guiding the mentee; 

integrating the mentee in the academic culture and mobilizing instructional resources. 

Notably, claims of the mentor training efficacy are from testimonial or opinions of 

participants. Thus, judging from that, mentor training is important as it equips mentors 

with rightful skills, knowledge and attitude needed for one to be an effective mentor. 

Hudson (2016) stated that one of the approaches of exploring mentor training efficacy is 
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to ask immediate beneficiaries-the mentees- to describe if mentor training helps to change 

mentoring. 

       Mentor training enhances mentor expertise, a quality that must be looked into when 

choosing mentors. Thus, the next section of literature review looks at mentor selection 

and qualities of successful mentors. 

Mentor Selection and Qualities 

 

       Mentors selection is a very critical area in teacher education. In Zimbabwe 2-5-2 and 

3-3-3 teacher education programs, it is based on student teachers’ areas of specialization. 

This means those specializing in Early Childhood Development (ECD) are supposed to 

be allocated to mentors in that department of primary school and student teachers doing 

the junior course are supposed to be allocated to mentors in the junior category. These are 

some of the requirements for mentor selection in Zimbabwe schools. Nasser-Abu & 

Alhija (2014) state that mentor selection varies from program, ranging from very strict 

criteria to no requirements at all. They are of the view that mentors with the following 

qualities should be recruited for mentoring: teaching expertise, recognition and respect by 

peers, reflective and analytical capabilities, interpersonal skills, availability and 

flexibility, openness, a positive mentoring relationship experience in the past and 

commitment to serve as mentors. Young & Cates (2010) listed empathy, confidence, 

sense of humor, patience and tolerance, unthreatening attitude, readily available and 

social and instructional support as qualities and attributes of effective mentorship. 

Therefore, it means all the above mentioned in connection with mentor selection should 
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be followed if the effectiveness of mentors in teacher education is to be enhanced. The 

question that remains unanswered is whether the above aspects to be considered under 

mentor selection are being followed in schools. 

       Selected mentors need to be always available in classrooms and be supported with 

requisite resources if they are to help produce quality teachers of tomorrow. Therefore, 

the next part of literature review looks at mentor- mentee interaction time and the 

availability of resources to maintain and sustain mentoring programs. 

Mentor- Mentee Relationship in Mentorship Programs 

 

       The longer the interaction time, the greater the chance the mentor-mentee has of 

developing a positive mentoring relationship. This is supported by Gut et al (2014) who 

state that in student teaching, a long duration of mentoring allows ample time for 

interaction and close collaboration between mentor and mentee. They further said that 

lack of such time can make the protégé look passive and uncommitted in the eyes of the 

mentor. This statement is telling us that the mentor should always be available to help the 

student teacher if the student teacher is to gain confidence and competencies in classroom 

teaching. Besides mentor- mentee interaction time, Bullough (2012) is of the mind that 

the availability of monetary resources to maintain and sustain student teacher’s TP and 

mentoring programs is important for effectiveness of mentors in teacher education. 

Bullough (2012) states that in US, funding of mentoring programs is through state grants 

and from the school districts. In Zimbabwe, student teachers are given some allowances 

to help them buy some resources like manila during their TP. But the researcher had 
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never heard of any government grants towarded to schools with student teachers on TP, 

meant specifically for TP or heard of any mentor allowance, things he think can help to 

boost morale in the mentoring camp and enhance mentor effectiveness in teacher 

education. 

       The whole mentoring program of student teachers on TP needs to be interrogated in 

order for program evaluators to be able to determine mentor effectiveness in teacher 

education.  

Summary 

 

       The concept of mentoring and the role of mentors had been noted to be mainly 

concerned with guiding student teacher to develop and be able to apply requisite 

knowledge, skills, abilities, behaviors and methods when performing critical teaching 

tasks. The mentor had also been noted to act as a role model to be emulated by the 

mentee. It had also been revealed through the mentoring models that the main role of the 

mentor is to act as a role model as well as to act as a facilitator of the student`s learning 

of the skills needed in the business of teaching. Mentor training, mentor selection and 

qualities and attributes of successful mentors as well as mentor- interaction time and 

availability of monetary resources to sustain mentoring programs have been noted to be 

some of the variables that affect the quality of mentoring programs and thus also of the 

effectiveness of mentors in teacher education. Such aspects were looked into as vital 

components that help to provide answers and recommendations pertaining to mentor 

effectiveness in teacher education. In the next chapter, the researcher focused on the 
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method to be used to carry out the research. Hence, the next chapter deals with research 

methodology. 

 

 

 

 

 

 

 

 

 

 

CHAPTER THREE:  RESEARCH METHODOLOGY 

Introduction 

 

        This chapter focused on research approach, research design, population of the study, 

sample and sampling techniques, research instruments, validation of research instrument, 

data collection procedures, data analysis procedures and ethical considerations of the 

study. 
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Research Paradigm/ Approach 

 

       The study used an interpretivist qualitative research approach. The approach was 

chosen since the purpose of this research was to interpret the perspectives of respondents 

over the issue of the effectiveness of school classroom-based mentorship of student 

teachers on TP whereby the researcher acted as the in-depth data gathering instrument 

through conducting face to face interviews with respondents. According to Cohen & 

Manion(2012), qualitative research is a type of scientific research as it consist of an 

investigation that: seeks to answer questions; systematically uses a predefined set of 

procedures to answer the questions; collects evidence; produce findings that where not 

determined in advance and produce findings that are applicable beyond the immediate 

boundaries of the study. Apart from the above characteristics listed by Cohen & Manion 

(2012), qualitative research also seeks to understand a given problem and is effective in 

obtaining specific information about values, opinions and social context of a given 

population (Flick, 2009). Flick (2009) states that qualitative research employs methods 

like interviews that are optimal for collecting data on individuals’ perspectives and 

experiences, particularly when sensitive topics are being explored and that it offers 

advantages like of researcher`s ability to probe participants’ responses. This means to ask 

them why they are giving such responses and how the situation must be improved. 

Basing on the above characteristics of qualitative research, the researcher had therefore 

chosen it as he noted that it was the suitable research method to be used in this study as it 

had the advantage of allowing his respondents to freely express their views about the 

effectiveness of classroom-based mentorship of primary school student teachers on TP. 
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The other advantage of why qualitative research was chosen was that the use of 

interviews as data collection tools can allow the researcher to collect quantifiable data 

like biographical variables of the respondents that includes gender, age ranges and 

educational qualifications, the same time the researcher will be collecting opinions of his 

respondents about the problem being investigated. Such data can then be quantified and 

analyzed using the tables, graphs and pie charts, through statistical packages like 

Microsoft Excel, to help interpret the nature of respondents in terms of gender, age range 

and educational level as numbers and percentages when analyzing research data.  

Research Design 

 

       The study used a single case study research design. The single case study research 

design was chosen since this study was going to concentrate on obtaining opinions of 

respondents over the issue of the effectiveness of primary school classroom-based 

mentors when dealing with student teachers on TP.  A case study is an in-depth study of a 

particular situation which is to narrow down a very broad field of research into a 

researchable one (Cohen & Manion, 2012). Whilst it will not answer a question 

completely, it has the advantage of giving an indication and allowing further clarification 

and hypothesis making on an issue being studied. The design was also noted to have the 

advantage of allowing the researcher to focus on small units of analysis that would help 

him to explore and explain about the effectiveness of mentors in teacher education. It was 

also noted that as the research was more about opinions of respondents on the 

effectiveness of mentor in teacher education, the design was suitable as analyzing data for 
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a case study tend to be more opinion based. Also, it helped the researcher to handle 

manageable data during data collection and data analysis (Cohen & Manion, 2012). 

Population of the Study 

       The population of this research was made up of about one thousand five hundred and 

twelve (1512) trained teachers saving as fulltime teachers, student teachers on TP and 

eighty-four (84) heads of schools who were available in the primary schools in Murewa 

District, Mashonaland East Province.   

Sample and Sampling Technique 

 

       There are eighty-four primary schools in Murewa District with about one thousand 

five hundred and twelve (1512) teachers from where the researcher obtained his sample 

from. The schools are divided into eight zones. The researcher used the random sampling 

technique to select three school zones close to him.  Each zone had ten schools in it, 

giving a total of thirty primary schools in the three zones. From the three zones, only ten 

schools were sampled using simple random sampling technique to provide information in 

this study. Thus, heads of the ten schools were automatically selected. In the ten schools, 

only grade four classes with student teachers were selected using the quota sampling 

technique. As there were two grade four classes per each school, twenty mentors and 

twenty student teachers in them were automatically selected to participate in this study. 

Therefore, the number of participants who were selected from the ten schools were ten 

heads, twenty mentors and twenty student teachers, giving a total of fifty participants 

who responded in this research.  
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Research Instruments 

 

       The researcher was the data gathering instrument. He made use of semi structured 

interviews to gather his data. The researcher had chosen semi structured interviews 

because, according to Cohen & Manion (2012), out of the three styles of interviews 

which are structured, semi structured and unstructured, semi structured interviews make 

use of a technique that follow a flexible framework in order to address key themes rather 

than specific questions. Thus , unlike structured interviews which follow a strict set of 

questions used to acquire information where the responses are directly comparable and 

unlike unstructured interviews that do not follow any pattern of questions or themes, 

semi-structured interviews have got the advantage of allowing the researcher to have a 

degree of flexibility when responding to answers of the interviewees and therefore 

develop the  themes and issues as they arise.   Interviews are defined as face to face 

questions asked by the researcher to respondents (Cohen & Manion, 2012; Flick, 2014s). 

Their advantages include that they help the researcher to access what is in the heads of 

respondents during interview sessions held between the researcher and the respondent. 

Interviews also help the researcher to probe respondents and thus be able to make them 

qualify their responses (Cohen & Manion, 2012). The semi-structured interview 

instruments that were used in this research were self-made by the researcher and then 

forwarded to the supervisor for validation. The semi-structured interview documents 

were comprised of one set for mentors, one for student teachers and the other one for the 

heads. 
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Validation of the Instruments 

 

Validity 

      Validity explains how well the collected data covers the actual area of investigation. 

Validity means to measure what is intended to be measured (Cohen and Manion, 2012). 

Thus, for the interview guide that were used in this study to be able to help the researcher 

to collect relevant data from the respondents, they were supposed to be relevant to the 

study topic. To make this possible, the instruments were made after literature review and 

then send to the panel of experts for validation (Flick, 2014s).  To help maintain the 

ability of the interviews to measure the same views of respondents pertaining to the 

research topic, the researcher applied the same interview guides to all concerned 

respondents.  All the questions on the interview guides were related to the issue of the 

effectiveness of classroom-based mentorship of student teachers on TP in primary teacher 

education. 

 

Reliability 

       Data collection instruments used in a research must be able to produce the same 

results again and again(repeatability). This is called reliability of a research instrument 

(Cohen & Manion, 2012). Therefore, the interview guides that were used in this research 

were supposed to be able to solicit the same information from all the research 

respondents. To help ensure this, the researcher  made sure all the questions were related 
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to the research problem to be investigated and that interview guides for the student 

teachers were the same, those for the mentors were also the same as well as those for the 

heads, so as to enable the researcher to solicit the same data from his respondents. To 

make the instruments maintain their accuracy in their measuring, the same instruments 

were applied across the body and no questions were changed. 

   

Data Collection Procedure 

       The researcher got permission to conduct the research from the Solusi University. He 

was issued a letter which he took to Ministry of Primary and Secondary Education Head 

Office to seek permission to go into the schools to conduct the research. The researcher 

first of all moved around in selected schools to agree with his respondents personally on 

the dates he was to come to interview them. He then went into the schools on the agreed 

dates to interview the respondents. Responses were written down in the form of notes that 

were to help the researcher to remember the responses of the participants. 

Data Analysis Procedure 

       Data from biographical variables gathered during interviews was analyzed using 

Excel. All data from the interviews open ended questions followed a thematic approach 

in its description and interpretation as it was quality data that cannot be quantified. 

Ethical Considerations 

 

       The researcher  told his respondents that participation in the research was to be on 

voluntary basis and that all the interview scripts were to make use of numbers not names 
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to help conceal the identity of the participants and that after data had been analyzed, the 

researcher would destroy the individual responses and be left with group responses. He 

also told them that information pertaining to responses obtained in interviews were not to 

be discussed with anyone to help ensure and maintain respondents` anonymity and 

confidentiality.  
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Summary 

 

      

 The chapter looked at the research methods that were used to collect data. The 

qualitative research methodology was used to collect the data since it gave the 

respondents the advantage of expressing their views about the effectiveness of mentors in 

teacher education.  Interviews were used as tools to collect data as they had the 

advantages of permitting free responses from the respondents. The open-ended questions 

that were used by the researcher gave him the chance to probe the respondents further, 

giving the interviewees chances to qualify their responses. That made the researcher able 

to verify quality of information he got from the respondents. The data was collected after 

the researcher got permission from his university and the ministry of education to go into 

the field to carry out the research. All the interview sessions were carried out personally 

by the researcher. Data analysis procedures that were chosen to be used were tables, 

graphs and pie charts for all data from closed questions about biographical variables and 

themes for data from open ended questions.     
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CHAPTER FOUR: DATA PRESENTATION, ANALYSIS AND 

INTERPRETATION 

 

Introduction 

 This chapter sought to present, analyze and interpret data from the research`s findings. 

Data obtained through closed questions like on biography of respondents was presented 

using tables, bar graphs, tables, pie charts or line graphs using Excel. Data that cannot be 

quantified like that obtained through open ended questions of the interviews was 

presented thematically. The chapter presented, analyzed and interpreted the results of the 

study as answers to the three research questions (RQs) presented in chapter one. First to 

be presented were bio-data of the respondents (sex, age range and qualifications); 

followed by responses on effective classroom-based mentorship independent variables 

(mentor selection, mentor training and mentor-student teacher relationship) and the 

moderating variable of organizational support. The independent and moderating variables 

were thought to have a positive influence on the dependent variable of classroom-based 

mentorship of student teachers which is the effectiveness of classroom-based mentorship 

of student teachers if they are availed to heads, mentors and student teachers. Work on 

the variables was then followed by data presentation, analysis and interpretation of 

responses on the roles of mentors and lastly by responses on the three research questions 

presented in chapter one. The three research questions (1) How do heads, teachers and 

student teachers understand classroom-based mentorship for student teachers on TP (2) 

What contributes to the effectiveness of classroom-based mentorship of student teachers 

on TP and (3) What is the effectiveness of classrooms-based mentorship of student 

teachers on teaching practice in primary school system, guided the analysis and 

interpretation of data in this chapter.  
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Bio-data of Respondents 

 

Table 4.1: Respondents by sex 

Respondents Males Females Total % Male % 

Female 

% Total 

Mentors 8 12 20 40 60 100 

Student Teachers 6 14 20 30 70 100 

Heads 7 3 10 70 30 100 

  

       The table above shows that eight (40%) of the mentors were males and twelve (60%) 

were females. This showed that the number of grade four mentors in the ten schools were 

dominated by females, showing a gender imbalance in favour of females. The figures 

shifted to seven (70%) males and three (30%) females when it comes to heads. The 

results showed that the majority of the heads in schools are males, giving a gender 

imbalance towards male leadership in schools. For the student teachers, six (30%) were 

males and fourteen (70%) were females, this again showed a gender imbalance towards 

females. It was difficult to measure the extent to which gender affected the mentor`s 

effectiveness in mentoring student teachers on TP. But, some studies by researchers 

Washington & Cox (2016) in cross gender analysis in mentoring say that effectiveness on 

mentoring is affected by gender as people`s attitudes, opinions and values are often 

influenced by gender as the potential for sexual involvement, gossip and public scrutiny 

in cross gender mentoring relationship may restrict the friendship role. 
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Table 4.2: Respondent`s Age Ranges  

 

Age range Mentor  % Student teachers % Heads  % 

21-25 0 0 4 20 0 0 

26-30 2 10 9 45 0 0 

31-35 8 40 3 15 1 10 

36-40 6 30 4 20 2 20 

41-45 1 5 0 0 1 10 

46 and above 3 15 0 0 6 60 

Total 20 100 20 100 10 100 

 

        The results above showed that there were no mentors in the age range of 21-25. This 

means all mentors were mature people. Two (10%) mentors were in the age range of 26-

30; eight (40%) in the age range of 31-35; six (30%) in the age range of 36-40; one (5%) 

in the age range of 41-45 and three (15%) were in the age range of 46 and above. For the 

student teachers, four (20%) were in the age range of 21-25; nine (45%) were in the age 

range of 26-30; three (15%) were in the age range of 31-40 and four (20%) were in the 

age range of 36-40. The table showed that there were no heads in the age ranges of 21-25 

and 26-30. This meant that all heads in the ten schools were mature people in terms of 

age. Only one (10%) was in the age range of 31-35; two (20%) were in the age range of 

36-40; one (10%) in the range of 41-45 and six (60%) were in the age range of 46 and 

above. 
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       The table also showed that in some cases some mentors, heads and student teachers 

were in the same age ranges. This could have been good as some studies by Chakanyuka 

et al (2008) revealed that mentors and student teachers in the same age ranges understand 

each other better. The table also showed that the mentors were a mixture of the young 

and the old. According to Chakanyuka et al (2008), both young and older mentors offer 

added advantages in the mentoring system as the young, still fresh from college, were 

noted to be enthusiastic to improve themselves, try new ideas and show their students 

how work should be done. At the same time older mentors had the gift of experience to 

share with student teachers and newly qualified teachers. 

Table 4.3: Respondents` Qualifications 

Qualifications “O” Level “A” Level Diploma Degree 

Mentors 20 2 20 6 

Student teachers 20 4 0 0 

Heads 10 1 10 10 

 

       The table above showed that all the twenty (100%) mentors joined the teaching 

profession on the basis of them having attained five “O” Level subjects including English 

Language and Mathematics and two (10%) of them had done “A” Level. For the student 

teachers, all twenty (100%) had five “O” Levels including Mathematics and English 

Language. Four (20%) of them had done “A” Level before enrolling in teacher training 

colleges.  Since the minimum requirements for enlisting to become a teacher in 
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Zimbabwe are five “O” Levels including English Language and Mathematics, it meant all 

the mentors and student teachers were qualified to train to become teachers in 

Zimbabwe`s schools. The table also showed that all the mentors were qualified teachers 

as they had trained to become teachers and attained diplomas in education, with some of 

them having advanced and attained degrees in education. As for the heads, the table 

revealed that ten (100%) of them qualified to be heads as all of them had degrees, the 

currently required qualification needed for one to become a head in Zimbabwe. The table 

also indicated that the heads had gone through the teacher training process recommended 

in Zimbabwe as indicated by them being holders of diplomas in education.  So, all the 

heads were suitably qualified to be school heads. The findings from the table agreed with 

what Chakanyuka et al (2008) and Cho et al (2011) state that all the mentors are selected 

from suitably qualified teachers serving in the teaching profession. 

Mentor Selection 

 

       Mentor can be viewed as the agents of transformation in the training of student 

teachers as they help student teachers to relate theory they learn at college to practical 

teaching in the real classroom with real students on daily basis. The key role played by 

mentors in teacher training makes mentor selection important for successful teaching 

practice (Fish, 2013). Hence, the importance of looking into mentor selection in this 

study. The results of this study were presented under the following sub -headings: mentor 

selection as the responsibility of the head; mentor selection as based on teacher expertise; 
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mentor selection as based on teachers with special responsibilities and mentor selection 

as from weak and troublesome teachers. 

Mentor Selection as the Head`s Responsibility 

  

       During the interviews, respondents were asked to respond on whether mentor 

selection was the responsibility of the school head. Responses obtained were as shown in 

figure 4.1 below. 

 

Fig 4.1: Responses on Mentor Selection as the Head`s Responsibility 

       Data in Fig 4.1 above showed that on the questioning of the head`s responsibility to 

assign mentees to the mentors, fifteen (75%) of the mentors, ten (50%) of the students 

and ten (100%) of the heads agree on that it was the head`s responsibility. Some of the 

reasons that were given by the respondents included that the head was the person at the 

school who was in a better position to understand his/ her teachers than anyone, thus 
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he/she was said to be the rightful person to allocate mentors to mentees. Five (25%) of 

the mentors and three (15%) of the student teachers disagreed. Seven (35%) of the 

student teachers were not sure of how mentors were selected for them in schools. The 

mentors who disagreed were of the view that they should be consulted first on whether 

they like or not to become a mentor before being pushed into a class to become 

someone`s mentor. Student teachers who disagree were mainly of the view that they 

understood that they were given mentors on the basis of their area of specialization at 

college thus the heads of the schools needed to consult them first regarding which grade 

they liked to start teaching on their entry into teaching practice. The disagreements by 

eight (16%) of the respondents showed that there were other means that should be 

considered when selecting mentors for mentees in schools other than for it to be the 

head`s sole responsibility. The findings agreed to that of Fish (2009) who stated that there 

are many reasons why student teachers are allocated to mentors, including the mentor’s 

own interest. 

 

Mentor Selection Based on Teacher Expertise 

       Respondents were asked whether mentors in schools are selected on the basis of 

teacher expertise. The responses obtained were analyzed and interpreted as in figure 4.2 

below. 
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Fig. 4.2: Responses on Mentor Selection Basing on Teacher Expertise 

       Data from fig. 4.2: above revealed that sampled mentors, sixteen(80%); 

fourteen(70%) of student teachers and eight(80%)of heads agreed on that mentor 

selection was based on individual teacher expertise in classroom while four(20%) of 

mentors; six(30%) of student teachers and two(20%) of heads disagreed. Their 

disagreement showed that there could be other reasons of selecting mentors other than 

teacher expertise. Although the majority indicated that mentors can be selected for their 

expertise, there was evidence that there could be other criteria for selecting mentors as 

indicated by those who disagreed.  For instance, Samkange (2015) stated that some heads 

allocate student teachers to weak mentors so that the novice will help the pupils to 

improve in class and Kiggundu (2007) is of the mind that only teachers based at a school 

should be selected as mentors of student teachers. 
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Mentor Selection from Teachers with Extra Responsibility  

 

       The study also sought to find out if mentors were selected from teachers with extra 

responsibility like deputy heads, teacher in charge or heads of schools. The results the 

researcher got were as indicated in fig. 4.3 below 

 

 

 

 

 

Fig 4.3: Responses on Mentor Selection from Teachers with Extra Responsibility. 

       Data displayed in fig. 4.3 above indicated that the majority of interviewed mentors, 

fourteen (70%); nine (90%) of the heads and twenty (100%) of student teachers agreed on 
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that mentors are selected from teachers with extra responsibilities. The main reason 

forwarded by respondents who agreed was that the heads select such people to be 

mentors so that their classes will have someone to teach the children in the absents of 

such busy people. Six (30%) of the mentors and one (10%) of the heads disagreed citing 

that deputy heads and teacher in charge in their schools were not mentors because they 

would not have time to attend to the student teacher’s needs. These seven (14%) of the 

respondents are of the same view with Chakanyuka et al (2008) and Samkange (2015) 

who state that teachers with extra responsibilities should not be made mentors as they 

will lack time to attend to the student teachers` professional developmental needs as they 

will have limited time to attend to such needs. But, the 90% agreement by nine heads 

may mean that they always allocate students to teachers with extra responsibility. 

Mentor Selection from Weak Teachers and From Troublesome Teachers 

 

       The study also sought to find out if mentors are selected from weak teachers with the 

hope that pupils would benefit from additional help from the student teachers and from 

troublesome teachers like those who are always absent from work so that students would 

also benefit from additional from  by student teachers who will mann the classes during 

the absents of their mentors. The results obtained were as expressed below in fig 4.4. 
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Fig 4.4: Responses on Mentor Selection from Weak Teachers    

       The study sought to find out if mentors are selected from weak teacher and from 

troublesome teachers with the hope that pupils would benefit from additional help from 

student teachers. Fig 4.4 above showed that eleven (55%) of the mentors; four (40%) of 

the heads and fourteen (70%) of the student teachers agreed on that mentors can be 

selected from weak and from troublesome teachers with the aim that pupils would benefit 

from additional help from student teachers. Seven(35%) of mentors; six (60%) of the 

heads and three(15%) of student teachers disagreed saying that the intention of selecting 

a mentor is mainly based on attributes like the mentors expertise and willingness to help 

students on TP although some would in turn abuse the privilege bestowed upon them by 
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the heads through neglecting student teachers as some mentors would began to see their 

mentees as relief teachers other than learners who are in class to be helped to master the 

art of real classroom teaching. Two (10%) of the mentors and three (15%) of student 

teachers were stated that they were not sure if there are heads who allocate mentors to 

mentees with such selfish intentions. 

       The agreement by twenty-nine(58%) of the respondents indicated that such mal-

practices like allocating students to weak and troublesome mentors may mean that the 

system is practiced in schools whilst the categorical refusal by sixteen(32%) of the 

refusal may mean that mentors are allocated to neophytes with the good intention of 

assisting them to master the real art of classroom teaching and school life. 

Mentor Training 

 

       The issue of mentor training was one of the areas mentors bemoaned as affecting 

their effectiveness in classroom- based mentorship of student teachers on TP. Fig. 4.5 

below indicated how the majority of the respondents responded when asked if they know 

whether mentors in schools are receiving mentor training in connection with classroom -

based mentorship of mentees on TP. 
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Fig 4.5: Responses on Mentor Training 

       Fig 4.5 above showed that nineteen (95%) of the mentors indicated that they had 

never received mentor training in mentoring and only one (5%) indicated that had 

received mentor training. All heads indicated that their mentors had never received 

mentor training. Sixteen (80%) of the students indicated that they had never had of their 

mentors going for any training. Four (20%) of the students were not sure of whether their 

mentors had ever received mentor training. The responses appear to suggest that some of 

the teacher colleges and heads in schools do not organize mentor training workshops or 

that mentors were not attending workshops organized by the teachers` colleges. Mentors 

asked said they had never heard of any organized workshops by the colleges. The one 

who said had received mentor training stated that they had last received training long ago 

before their former head who used to hold mentor grooming staff developments meetings 

at their school retired. The findings agreed to that of Samkange (2015) and Chakanyuka 
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et al (2008) who stated that mentors in Zimbabwe are not receiving mentor training. 

Mentor training is very important. Pfund et al (2014) noted that apart from developing 

skills, mentor training helps to identify the roles of mentors and nature of support that 

they need from both the teachers` colleges and the ministry of education. Whatever the 

case, the researcher is of the mind that such a scenario of lack of mentor training is 

detrimental to the training of student teachers on TP since the mentors may lack the 

requisite qualities, skills and knowledge that that help them in playing their roles 

effectively.   

Mentor-Student Teacher Relationship 

     All the fifty (100%) responses from the respondents concurred on that for mentorship 

of student teachers on TP to be effective, the relationship between the mentor and the 

mentee should be cordial. This also concurred with researcher Phillip-Johns (2003) who 

states that for mentoring to be effective, there should be a good relationship between the 

mentor and mentee. This researcher agreed with it that cordial relationships between the 

novices and their mentors can enhance the effectiveness of classroom-based mentorship 

of student teachers on TP and such a relationship can be enhanced by the availability of 

the mentor in the classroom all the times, friendliness of the mentor, mentor- mentee 

mutual respect and the length of the TP program. This is supported by Gut et al (2014) 

who state that in student teaching, a long duration of mentoring allows ample time for 

interaction and close collaboration between mentor and mentee, leading to formation of 

cordial relationships between them. 
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 Organizational Support for Classroom Based Mentorship of Student Teachers on 

TP. 

        The respondents (heads, mentors and mentees) were asked to state their perceptions 

on organizational support (OS) and its contribution to the effectiveness of classroom-

based mentorship of student teachers on TP. All the fifty (100%) of the respondents 

agreed on that organizational support is important and it contribute to the effectiveness of 

classroom-based mentorship of student teachers. The respondents stated that they sense 

OS when they feel that their organizations care about their wellbeing and actively support 

them with all resources needed to make classroom-based mentorship of student teachers 

effective. Apart from being supplied with teaching and learning resources, mentors 

lamented that they want the government to pay them some monetary incentives as a way 

of recognizing their value and effort in the teacher education system. Bullough (2012) is 

of the mind that the availability of monetary resources to maintain and sustain student 

teacher’s TP and mentoring programs is important for effectiveness of mentors in teacher 

education. Bullough (2012) states that in US, funding of mentoring programs is through 

state grants and from the school districts. The researcher is also of the mind that the 

government should support classroom-based mentorship program in schools through 

giving mentors some incentives and through supplying schools with adequate resources 

for use by mentors and mentees during student teachers TP as this will help to enhance 

mentor engagement in assisting the neophytes, leading to the effectiveness of the 

program.    
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 The Roles of Mentors When Assisting Student Teachers on TP. 

 

       The mentors were asked to identify their roles in their effort to assist student teachers 

on TP. All the twenty (100%) mentors concurred on that their role was that of providing 

exemplary teaching. Apart from teaching, sixteen (80%) added that their role was also of 

advising, guiding and supervising student teachers on different aspects of the teaching 

profession and social life at the school. In that regard mentors viewed themselves as 

providing the student with learning through mentor practice. Such practice includes how 

the mentors planned the lessons and deliver them as well as how the mentors relate 

positively with children, staff members and people in the community. The roles stated by 

the mentors above concurred with the roles espoused in the mentor role theory of Kram 

(1985) whereby Kram (1985) states that mentors play two key roles when assisting 

student teachers on TP, which are career development roles and psychosocial role. 

According to Kram (1985); Cho et al (2011); Haggard et al (2011); Hoff and Loughead 

(2016) and Packard (2016) career functions focus on skills development of the protégé 

and psychosocial focus on providing support and encouragement to the mentees. 

       When asked when do you allow your student teachers to start teaching, various 

responses were obtained from the mentors and heads. Thirteen(65%) of the mentors said 

during the first week of the student teachers TP, four(20%) of the mentors said during the 

second week of the second term because that is when the mentee will have learnt a lot 

from their mentors and three(15%) of the mentors said that they let them start teaching as 
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soon as they make sure that the student teacher had acclimatized with the classroom 

situation. Eight (80%) of the heads stated that once they allocated the student teacher to 

the mentor, when the student teacher starts teaching full lessons is up to the mentor’s 

determination as the mentors are in the best position to determine that depending on how 

the mentee will have learnt the basics needed to start taking full lessons. Two(20%) of the 

heads stated that the student teachers may start teaching full lessons any day after they 

had finished their scheming and planning but the heads will start assessing the student 

teachers during the second term of the mentees TP. Varied responses also emanated from 

the students teachers when asked when they were allowed to start teaching full lessons. 

One student stated that her mentor does not teach at all, as the mentee seem to have 

relieved her from that duty since day one of the novice`s TP but, the mentor assists 

greatly when it comes to pupils’ disciplinary issues. Another student said that his mentor 

does not want him to teach English and Mathematics but the rest of the subjects he started 

teaching them in the second week of his TP. The various responses from mentors, heads 

and student teachers saved to illustrate that the phases of student teacher TP are not being 

observed in Zimbabwe primary schools and that could be attributed to lack of mentor 

training as was indicated by the majority of the mentors that they are not receiving 

mentor training. Therefore, they do not understand how mentoring of student teachers on 

TP should unfold. Chakanyuka et al (2008) state that student TP should unfold in 

developmental phases that follow, in sequence, developmental models of the 

apprenticeship model, competence-based model and the reflective model. During the 

apprenticeship model, student teachers will be learning basic skill of the teaching 
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profession from mentors and that last for the whole of their first TP term, meaning to say 

they are not supposed to teach full lesson during such a phase but to take small doses 

after observing their mentors. Real teaching for competence development`s sake starts 

during the second week of the second term of their TP. 

RQ 1: How Do Heads, Mentors and Student Teachers Understand Classroom-Based 

Mentorship of Student Teachers On TP? 

 

       Heads, mentors and student teachers were asked to state what they understand by 

classroom-based mentorship of student teachers on TP. Despite various wording of their 

responses, all the fifty (100%) of the respondents indicated that they understand what was 

meant by classroom-based mentorship of student teachers on TP. Below are some of the 

responses from heads, mentors and student teachers. 

Responses from Heads 

       All the ten (100%) of the heads indicated that they understood what was meant by 

classroom-based mentorship of student teachers on TP. When responding to the question, 

one head had this to say: 

Classroom based mentorship of student teachers is when us as heads 

allocate student   teachers who come to do TP here in our schools to 

our senior teachers so that the student teachers will be taught how to 

conduct practical classroom teaching. 

     Thou the head`s definition did not add aspects like of guiding and counselling of a 

student teacher on how to relate with members of the school community, it agrees with 
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the definition of Shumbayaonda(2013) whereby Shumbayaonda(2013)  defined 

mentoring of student teachers on TP as the pairing of a more knowledgeable teacher with 

a less knowledgeable mentee coming from college to do TP at a school so that the mentee 

will learn the real art of classroom teaching from the experienced and more 

knowledgeable teacher. Another head responded by saying that: 

Classroom based mentorship of student teachers is when an 

experienced and practicing teacher skilled in the area the student 

teacher is training in at college is given the responsibility to teach, 

guide and counsel the mentee on how to master both the practical 

aspects of real classroom teaching as well as how to relate with other 

members of the school community.   

 

       The head`s response resonated well with what is stated in Kram`s (1985) mentor role 

theory whereby Kram (1985) states that mentors play two key functions when mentoring 

student teachers on TP which are career functions and psychosocial functions. Thus, by 

teaching the mentee to understand how to teach, the mentor will be playing the career 

function and when the mentor guides and counsel the student teacher on how to relate 

with all members of the school community, the mentor will be playing the psychosocial 

role. 
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       The two responses from two of the heads saved to illustrate that heads understand 

classroom-based mentorship of student teachers on TP. Mentors were also asked to 

respond to the same question and below are some of the responses some of them gave. 

Responses from Mentors 

 

       All the twenty (100%) of the mentors also showed that they have an understanding of 

the classroom-based mentorship of student teachers on TP. Their responses were almost 

similar despite different phraseology. One of the mentors responded by saying: 

Classroom based mentorship of student teachers on TP is when a 

classroom teacher like me is given a student from college coming for 

TP. The teacher, now called a mentor, works as an encourager, 

teacher, guide and someone to share with the student teacher. As a 

mentor, I will help the novice to his/her teaching through good practice 

and suggesting new approaches. I will also help the student teacher to 

reflect on his/her lessons and to refine teaching styles. 

 

       Another mentor had this to say: “It is a period of student teacher`s training when 

he/she is placed under a mentor to be helped to master the art of classroom teaching” 

     Despite the difference in phraseology, all the responses of the twenty(100%) of the 

mentors agreed on that classroom based mentorship of student teachers on TP is when 

practicing school teachers are in a state of being mentors of student teachers placed in the 
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teacher`s classrooms during TP and that during such a transformative stage , the mentors 

help the mentees to realize their professional and professional goals(Fish,2013; 

Maphalala, 2013). 

Responses from Student Teachers  

 

       Student teachers were also asked to state what they understood by classroom-based 

mentorship of student teachers on TP. Responses phrased differently but expressing the 

same idea were obtained from them as exemplified by two responses, from two of the 

twenty student teachers, given below. One mentee had this to say: “It is a period when I 

am given a mentor to help me to practice classroom teaching during my teaching 

practice.” Another one stated that: 

Classroom based mentorship of student teachers is a period of teacher 

training when a student teacher on TP is placed under a classroom 

teacher so that the classroom teacher will act as a mentor of the 

student teacher with the responsibility of assisting the student teacher 

to understand and master everything about classroom teaching and life 

at the school. 

 

       The above responses from the mentees saved to illustrate that student teachers also 

know and understand what is meant by classroom-based mentorship of them when on TP. 

All the above responses  from the heads, mentors and mentees may vary in length and 
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breadth but the researcher understood them as meaning one thing thus, he can summaries 

them as pointing to the fact that classroom based mentorship of student teachers on TP is 

the state when an experienced classroom teacher is given a mentee who comes to do TP 

at the mentors schools so that the experienced teacher will help the student teacher to 

master the real art of classroom teaching and general life at the school. Hence, according 

to Kram (1985), it is period of a dyadic relationship between a mentor and a protégé 

during which the mentor performs two main functions which are career and psychosocial 

functions. 

 

RQ 2: What Contributes to The Effectiveness of Classroom-Based Mentorship of 

Student Teachers On TP? 

 

       The respondents were asked to give answers to the question that asked them to tell 

what they  think contributed to the effectiveness of classroom based mentorship of 

student teachers on TP. Various responses were obtained from the respondents and then 

made to fit into the below list which the researcher made basing on effective mentoring 

guides from Phillip-Johns(2003). 

1. Effective relationships between mentors and mentees. 

2. Developing mentorship goals and signing of mentoring agreement. 

3. Structuring mentoring sessions. 

4. Mentors ability to use mentoring skills. 

5. Mentor-student interaction time. 
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6. Ability of mentee to use mentee critical skills. 

7. Mentor qualities. 

8. Mentor training. 

 

 

Effective Relationships. 

 

       All the fifty (100%) responses from the respondents concurred on that for mentorship 

of student teachers on TP to be effective, the relationship between the mentor and the 

mentee should be cordial. This also concurred with researcher Phillip-Johns (2003) who 

states that for mentoring to be effective, there should be a good relationship between the 

mentor and mentee. This researcher agreed with it that cordial relationships between the 

novices and their mentors can enhance the effectiveness of classroom-based mentorship 

of student teachers on TP. One head had this to say about effective relationship: 

Effectiveness of classroom-based mentorship of student teachers on TP 

depend on establishing and nurturing friendly mentor-mentee 

relationships from the word go. In such relationships the two should 

establish clear expectations and commitments and express them to each 

other.  

 

A mentor had this to say: 
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There are some student teachers who despise us as mentors, creating 

bad relationships between us and them and that will affect the 

effectiveness of the classroom-based mentorship program of which the 

student teacher will bear the brand of such a relationship once it 

happens. 

       All the twenty (100%) of student teachers also mentioned good relationships with 

their mentors as one of the aspects that enhances the effectiveness of classroom-based 

mentorship of student teacher on TP. For instance, one of them told   the researcher that: 

“feeling accepted and supported by my mentor is good and central to the success of my 

TP”.  

       The three vignettes above were selected to illustrate that all the fifty respondents felt 

that good relationships between mentors and mentees are important for the effectiveness 

of classroom-based mentorship of student teachers on TP to be realized. 

Developing Mentoring Goals and Signing A Mentoring Agreement    

 

       Sixty (60%) of the heads mentioned the idea of developing mentorship goals and 

signing of a mentoring agreement between the mentors and the mentees as an aspect that 

helps to foster effectiveness of the classroom based mentoring program. Four (40%) of 

the heads did not mention the point as it may have eluded their mind. Only two (10%) of 

the mentors stated the point. No student teachers raised the point during the interviews. 

By not raised the point, the majority of the mentors, eighteen (90%) and all the student 

teachers (100%), displayed that they are still to learn about skills and knowledge of 
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instruments needed to manage a situation effectively. When further probed on why the 

six(60%) of heads and two(10%) of mentors had stated the point, their answers concurred 

on that the agreed on goals will help to remind the mentors and mentees on what they 

need to achieve within the time frame of their relationship and that the mentoring 

agreement will act as a document that formalizes the relationship and enables the heads , 

mentors and mentees to come back to reflect on mentoring goals at different stages of the 

mentoring relationships. 

Structuring Mentoring Sessions 

 

       Structuring mentoring was raised by all the fifty (100%) of the respondents as a 

factor that helps to enhance the effectiveness of the classroom-based mentorship of 

student teachers on TP. The idea behind this factor was that if everything to be done by 

the mentors and mentees was time tabled, the different session will help to remind them 

what needs to be done before moving on with program`s work. For instance, one mentor 

stated that the mentors and the mentees need time to reflect on progress, asking questions, 

assessing progress towards achieving goals and discussing other issues that might have 

arisen in the course of time. Thus, the respondents` response is supported by Grant (2015) 

who states that mentoring is characterized by investment in time, knowledge and effort 

through a relationship of helping, sharing and developing. 
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Mentors Possession of Knowledge and Skills of How-To Mentor Student Teachers 

  

       The ability of how-to mentor student teachers was raised by ten (100%) of the heads 

and twenty (100%) of the mentors. Fourteen (70%) of the student teachers also raised the 

point. The researcher agrees with the respondents that for the classroom-based 

mentorship of student teachers on TP to be effective, the mentors need to possess 

knowledge and skills of how to mentor their students. Skills for mentoring , according to 

researcher Phillip-Johns(2003) can be divided into core and critical mentoring skills with 

core skills being the mentors ability to listen actively, build trust, encourage and 

identifying goals and current reality and the critical ones constituting the mentors ability 

to instruct, inspire, give feedback, manage risks and opening doors for mentees. Talking 

of encouraging, an interviewee (student teacher) stated that “there is nothing as 

encouraging as being told by mentor that I am doing a nice job in class, it motivates me.” 

One of the heads, talking of the mentor’s ability to inspire mentees, had this to say: 

Mentors should be able to inspire their mentees if their mentorship is to 

be effective. Thus, the mentor needs to be able to display great 

knowledge of teaching business such that the mentee will emulate the 

mentor and to be like him/her. 

       One mentor mentioned the ability of mentors to give corrective feedback, in 

addition to regular frequent and sincere feedback given to mentees by mentors, 

as a critical skill any mentor should possess. She said: 
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Mentors should not observe their mentees making mistakes or 

performing in less than desirable ways and keep quiet, they should 

provide better ways for handling the situations. Your mentee will be 

happy to hear it from you than from other. It is part of effective 

mentoring.    

 

Mentor Interaction Time with Student Teacher 

 

       Some of the interviewed student teachers complained that their interaction time with 

their mentors was limited. Two (10%) the student teachers stated that they did not think 

that their TP was going to be effective since they were serving like relief teachers. One of 

the lamenting mentees had this to say: 

I think I replaced my mentor, who is a deputy head, the day I stepped 

my feet into this classroom. The man never come to help me. So, I am 

working more like a temporary teacher here than a student teacher on 

TP who needs help from a mentor. Mentors should always be in class, 

interacting with us, we need their help for our TP to be effective. 

 

       The researcher agreed with the statement that was given by the student teacher that 

more interaction time with mentors makes classroom-based mentorship of student 

teachers effective because the mentee would have more time to be guided and learn from 
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the mentor on how to conduct classroom teaching business. Even researchers like 

Washington & Cox (2016) stated that the longer the interaction time between the mentor 

and the mentee the greater the chances the pair has of developing a positive and effective 

mentoring relationship. 

Mentees Critical Skills 

 

     Mentee critical study and working skills were mentioned by heads, mentors and 

student teacher who were interviewed in this research as one of the factors that contribute 

to the effectiveness of classroom-based mentorship of student teachers. One of the heads 

responded by saying: 

Student teachers on TP need to be people who are able to competent in 

many areas that enable them to contribute to the success of the 

program through being fast learners as mentors enjoy working with 

such mentees.  

 

   

       Seven (35%) of the mentors mentioned the ability of student teachers to be initiative 

as a factor that contribute to the effectiveness of the classroom-based mentorship of the 

student teachers on TP. For instance, one mentor stated that 

 Student teacher not wait to be asked if they have any questions but to 

have that skill to write down everything, they want to seek clarification 
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from the mentor and then ask the mentor to clarify and provide them 

with more information. 

 

       Twenty (100%) of the student teachers mentioned the ability of student 

teachers to follow through task and commitments discussed with mentors as 

another factor that contribute to the effectiveness of the classroom-based 

mentorship of student teacher on TP. One female student had this to say: 

Classroom based mentorship of us student teachers on TP can be 

effective if I have the ability to keep all agreements I make with my 

mentor and to complete agreed-upon tasks on time. It makes my mentor 

happy and more willing to help me. 

 

Mentor Selection 

 

       The nature of mentors who must be selected to mentor students was also mentioned 

as a critical factor that contribute to the effectiveness of any mentoring program. The 

respondents who were interviewed mentioned several qualities that they wished all 

classroom-based teachers who are selected to be mentors of student teachers on TP to 

possess. Among the list of qualities, the ones below were mentioned by all fifty (100%) 

of the respondents. 

 Teaching expertise 
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 Reflective and analytical capabilities 

 A positive mentoring in the past 

 A commitment to serve as a mentor 

When referring to teaching expertise, one head had this to say: 

Teaching expertise should be considered when selecting mentor as it 

contribute to the effectiveness of the classroom based mentorship of 

student teacher on TP but due to the high influx of students teachers 

coming to seek TP places in our schools, we are forced to end up 

allocating the student teachers to any teacher, experienced or not 

experienced. 

 

       Student teachers were also asked to respond to the question of what contribute to the 

effectiveness of classroom-based mentorship of student teacher on TP. One of them had 

this to say: 

I think the quality of a mentor one is given contribute to the 

effectiveness of the mentorship program; head should consider if a 

teacher has the interest to mentor someone first before allocating 

student teachers to the class teacher. 
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       The above responses save to illustrate how serious mentor selection as a quality that 

contributes to the effectiveness of classroom-based mentorship of student teachers on TP 

should be considered. Researchers Chakanyuka et al (2008); Young & Carts (2010) and 

Nasser-Abu &Ahija (2014) also support of mentor selection as a factor that contribute to 

the effectiveness of any mentoring program as they stated that mentoring is a 

multifaceted role which requires a multitude of competencies and skills, thus rigorous 

selection procedures need to be considered. 

Mentor Training 

 

       Mentor training was one of the aspects that all twenty (100%) of the mentors 

mentioned as one of the aspects that contribute to the effectiveness of classroom-based 

mentorship of student teachers. One mentor had this to say: 

I might be a very good primary school teacher but, concerning 

mentoring there are a lot of things I need to understand. So, I think if 

will receive some training it will help to improve my effectiveness as a 

mentor. 

 

 

Another mentor, a female one, in response to the question of what contribute to the 

effectiveness classroom-based mentorship of student teachers on TP, had this to say: 
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For classroom-based mentorship of student teachers to be effective, us 

as mentors need to be trained because right now, we are relying on 

guess work as to how we are supposed to help our student teachers. We 

do not even know the exact college expectations in connection with our 

roles as mentors. The only solace we get is when we see our student 

being given pass marks after having been observed and assessed by 

their college lecturers.  

 

 

       The concerns raised by the mentor, as in responses above, indicated that all mentors 

understood that mentor training was one of the areas they needed to be staff developed in 

if the effectiveness of classroom-based mentorship of student teachers on TP is to be 

enhanced. Their concerns concurred with the findings of researchers Hennison et al 

(2011) who stated that not all expert teachers they encountered in their research had a 

natural talent for mentoring but that mentoring skills can be shaped and developed 

through mentor preparation. 

RQ 3: What Is the Effectiveness of Classroom-Based Mentorship of Student 

Teachers on TP In the Primary School System? 

 

       Heads, mentors and student teachers who participated in this study were asked during 

the interview to state what they understood by the effectiveness of classroom-based 

mentorship of student teachers on TP in the primary school system. Various responses, 
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all indicating that the interviewees had an understanding of what was meant by the 

effectiveness of classroom-based mentorship of student teachers on TP in the primary 

school system were obtained from the fifty (100%) of the respondents. Some of the 

responses were listed below to help illustrate the respondents` understanding of the 

question. For instance, one head had this to say: 

It is when teachers acting as mentors of student teachers on TP in 

primary schools are able to impart relevant knowledge, skills and 

attitude into student teachers so that the student teachers will become 

effective classroom teachers of tomorrow.  

 

Another head respondent to the same question by saying: 

If a program like a mentorship program of primary student teachers on 

TP cannot produce good primary teachers then it is not effective. 

Therefore, the answer is it is when the program of classroom-based 

mentorship of student teachers doing TP in our primary schools 

produce good primary school teachers who are able to work 

independently and effectively in primary schools when they finally 

graduate from their primary teacher training course and get enrolled 

in the primary school system.  
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       Mentors also responded to the question in almost the same way as head. One male 

mentor had this to say: 

It is when classroom teachers acting as mentors of student teachers on 

TP in primary schools do the right thing in terms of helping the student 

teachers to master the real art of primary school classroom teaching 

and how to relate cordially with the rest of primary school system 

stakeholders. 

 

       Student teachers were also asked to respond to the question. One of them, a female 

student teacher said: 

The effectiveness of classroom-based mentorship of student teachers on 

TP in the primary school system is when the mentors teach student 

teachers all they are supposed to teach them so as to help the student 

teacher to pass their TP and to become effective primary school 

teachers of tomorrow. 

 

       The researcher understood all the  interviewed respondent as agreeing on the same 

thing that the effectiveness of classroom based mentorship of student teachers on TP in 

the primary school system is when mentors do the right thing in terms of assisting 
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primary school student teachers on TP to master everything they need to learn and 

acquire about real primary school classroom teaching and social life of a primary school 

teacher. But, according to researchers Chakanyuka et al(2008); Gut et al(2014) and 

Phillips-John(2003), for a mentoring program to be effective, it needs not only effective 

mentors but also support from the student teachers themselves having the zeal to learn 

and also adequate support and provision of teaching and learning resources needed for 

use by both the mentors and student teachers on TP. Therefore, the researcher would like 

to state his understanding of the effectiveness of the classroom-based mentorship of 

student teachers on TP in the primary school system as:  

When a primary school classroom based mentoring program of student 

teacher on TP in primary schools is carried out by practicing, trained, 

experienced and serving primary school teachers who are willing to 

save as mentors of student teachers are chosen to mentor primary 

school student teachers on TP in primary school setups where all the 

teaching and learning resources are adequately provided and available 

and the dyadic relationship between the mentor and the mentee is 

cordial so as to promote effective mentoring of student teachers and 

learning of the real art of primary school classroom teaching and 

school social life by the mentee from the mentor.   
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Problems Affecting the Effectiveness of Classroom-Based Mentorship of Student 

Teacher on TP In Primary Schools. 

 

       Heads, mentors and student teachers who were interviewed were asked to state 

problems that are affecting the effectiveness of the classroom-based mentorship of 

student teachers. Below is the list of problems that were mentioned. 

The Problems 

 

  Lack of mentor training. 

 Shortage of resources. 

 Negative attitude towards mentoring by some mentors. 

 Uncordial relationships between mentors and mentees. 

 Allocating student teachers to mentors with special responsibilities. 

 Mentors who are frequently absent from work. 

 Student teachers being allocated to mentors in different grade with theirs. 

 Two student teachers being allocated to one mentor. 

 Lack of incentive for mentors. 

 Inexperienced mentors. 

 Less or no mentor interaction with student teachers. 

 Student teachers being overloaded with the teaching load. 

 Student teacher with no mentors. 
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Solutions to The Problems 

 

       The respondents were asked to provide solutions to the problems and some of the 

solutions they suggested were that: 

1. Mentors must be trained to help them to gain relevant classroom-based 

mentorship competencies so as to enhance their effectiveness in mentoring 

student teachers on TP. 

2. The government must provide teaching and learning resources needed by mentors 

and mentees during TP. 

3. The government must pay mentors some allowances for the role of mentoring 

they are undertaking in schools. The incentives may help to motivate mentors to 

play their role effectively. 

4.  Heads in schools should select teachers with relevant mentor qualities and skills 

who are willing to serve as mentors to help student teacher on TP. 

5. Heads should not select teachers with special responsibilities to serve as mentor as 

their special duties may interfere with time to help student teachers. 

6. No student teacher should be allocated to a class without a mentor since student 

teachers are on TP to learn from mentors. 

7. No two student teachers must be allocated to one mentor as student teacher on TP 

must have his /her mentor to enhance maximum help from the mentor. 
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8. Student teachers should not be allocated to mentors in different grades with theirs 

since such mentor are mentors on paper only who have no time to effectively help 

their mentees as they will be busy with their classes. 

 

Summery 

 

       The chapter presented data from the research`s findings. Biographical and other 

quantifiable data obtained through the interviews were presented using tables and graphs 

for easy interpretation while data from open ended questions was presented qualitatively 

basing on themes that emanated from interview responses from respondents. Problems 

affecting the effectiveness of classroom-based mentorship of student teachers on TP in 

primary schools were raised by respondents during the interviews. Solutions that can help 

to curb the problems were proffered by the respondents to help enhance the effectiveness 

of the classroom-based mentorship of student teachers on TP. The next chapter focused 

on the research`s summary, conclusion and recommendations. 
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Chapter Five: Summary, Conclusion and Recommendations 

Introduction 

 

     This chapter sought to summarize, conclude and give recommendations about the 

research`s findings concerning the effectiveness of classroom-based mentorship of 

student teachers on TP and on the sub problems of the research topic. 

 

Summary 

 

       The research revealed that heads, mentors and student teachers understood 

classroom-based mentorship of student teachers as when teachers in classrooms are given 

student teachers on TP so that the mentors will help the mentees to acquire knowledge, 
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skills and attitudes needed for them to be able to teach in real classrooms and when 

dealing with other school stakeholders. It was revealed that when the mentors are 

performing their duties, they play two main functions which are career functions and 

psychosocial functions. The two functions were also noted to have been proposed by 

Kram (1985) in Kram`s (1985) mentor role theory. Response from the interviewed 

respondents had also revealed that when the two functions, career and psychosocial 

functions, are effectively performed by mentors, classroom-based mentorship of student 

teachers is said to be effective. This was said to be possible when everything needed for 

effective mentoring is in place. Such things include among others competent mentors 

who are willing to assist student teachers on TP and adequate teaching and learning 

resources to be used by the mentors and mentees in classroom during student teacher TP. 

       The research also revealed that mentor training is one of the key aspects that can help 

to enhance the effectiveness of classroom-based mentorship of student teacher as it helps 

mentors to acquire requisite competences needed for them to be able to mentor student 

teachers on TP. A number of problems were also revealed as affecting the effectiveness 

of classroom-based mentorship of student teachers on TP. Among them were shortage of 

teaching and learning resource needed for use by mentors and mentees during TP; lack of 

mentor training and problematic mentors who are unwilling to assist student teachers on 

TP. Solutions to help curb the problems were suggested by the interviewees, among them 

were that mentors needs to be trained to help them to acquire mentoring expertise; the 

government should provide schools with teaching and learning resources needed for use 
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during student teachers’ TP and that mentors need to be given some incentives to help 

motivate them to do their work effectively. 

       The research also revealed that some mentors do not understand how the phases of 

mentoring should unfold. This came to light when the researcher asked the mentors to tell 

when they let their student teachers start teaching full lessons when enrolled for TP in 

schools. Some of the response revealed that the mentees were being made to teach full 

lesson starting from day one, an indication that the phases that are supposed to be 

observed like the apprenticeship phase were not being followed by mentors as they do not 

know how to go doing the actual business of mentoring. Some mentor stated that what 

they were doing was utter guesswork as they do not understand how to go about 

mentoring students since they are not trained in mentoring. Such facts as the above ones 

brings to light that classroom-based mentorship of student teachers on TP in Zimbabwe is 

not following laid down phases of the program, hence the need to train mentors to help 

them to understand how mentorship of student teachers on TP unfolds so as to unify its 

practice in all schools. It seems to reveal that the only thing that is common are  the 

durations of the TP phases which are either five(5) terms or three(3) terms depending on 

whether one is following the 2-5-2 or the 3-3-3 model of teacher training respectively but 

to help one`s mentee to pass TP, it is a matter of the end justifies the means.  Hence, the 

whole system`s practice is compromising the effectiveness of the classroom-based 

mentorship of student teachers on TP. 

Conclusion 

 



84 
 

  

       From the data that was presented, analyzed and interpreted, it was concluded that that 

the effectiveness of the classroom-based mentorship of student teachers on TP was 

theoretically understood and can be defined by heads, mentors and student teacher in 

schools. It can also be concluded that the respondents had knowledge of what contribute 

to the effectiveness of classroom-based mentorship of student teachers on TP and of what 

is the effectiveness of classroom-based mentorship of student teacher on TP in the 

primary school system. It was also concluded that beside having all the above knowledge, 

some of the respondents lacked the competences of how  classroom based mentorship of 

student teachers on TP should practically be conducted as was indicated by lack of 

knowledge of how the mentorship phases of mentees on TP should unfold resulting in 

some mentors making their novices start teaching full lessons from day one or week one 

of their TP yet the TP policy state that for the whole of the first TP term, student teachers 

should be on apprenticeship observing their mentor doing the work and being guided on 

how to write lesson plans, how to manage the class among other vital issues the mentee 

needed to understand first like how to  present parts of lessons  through being given small 

doses of how to teach after observing their mentors in action(Chakanyuka et al; 

Samkange, 2015). It therefore sufficed the researcher to conclude that classroom-based 

mentorship of student teacher on TP in Zimbabwe`s primary schools was not following 

laid down phases like the apprenticeship, the competence based and the reflective phases 

that are supposed to be followed when mentoring student teachers on TP (Samkange, 

2015). The major problem that was noted to be causing this was mentors were not being 

workshopped on how to conduct classroom-based mentorship of student teachers. 
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       It was also concluded that a number of challenges, besides lack of mentor training, 

where compromising the effectiveness of classroom-based mentorship of student teachers 

in Zimbabwe`s primary schools. Such challenges include among others shortage of TP 

resources, the issue of mentor selection which seemed not to follow any criteria and of 

heads who enroll student teachers into their schools to help solve their school problems 

like of troublesome teacher who frequently absent themselves from work and shortage of 

teachers in schools. Such challenges, among others, were concluded to be affecting the 

effectiveness of classroom-based mentorship of student teachers, hence the need to 

correct them. 

Recommendations 

 

In view of the above conclusions, the study recommends that:     

 The selection of mentors to undertake classroom-based mentorship of student 

teachers be rationalized so that only mentors with specific qualification, known 

qualities and defined years of experience are selected for mentorship. 

 Teachers` colleges and universities should hold regular mentor training 

workshops to help improve the quality and effectiveness of mentorship provided 

to student teachers as such mentorship training will help mentors to carry out 

their roles much more effectively and to improve mentor-student relationships. 

 The government must give schools teaching and learning resources to be used by 

mentors and student teachers during TP so as to alleviate the shortage of 

resources for TP needed in schools. 
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 The government should motivate mentors through paying them some mentoring 

allowances. 

 School heads should not select mentors from teachers with extra responsibilities 

as such responsibilities are likely to interfere with the teacher mentoring business. 

 No student teacher on TP should be allocated a full class without a mentor since 

the mentee is on TP to learn from a mentor. 

 Only mentors who are willing to assist student teacher must be given the 

responsibility to mentor student teachers on TP 

 No student teacher should be allocated to a mentor in a different grade or class 

with his /hers as this translates to that the mentor will be a mentor on paper only 

who is not able to assist the novice effectively as the mentor will be busy with 

his/ her class. 

 As this study used a single case study design, in view of the single case study 

design, the researcher recommends that the same research be carried out on a 

wider scale using a different research design.  
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Appendix A 

 

Interview guide 

 

For Mentors 

 

Research topic:   Effectiveness of School Classroom Based Mentorship of Primary 

School Student Teachers on Teaching Practice 

Name of District:            Murewa                                          Date of Interview:           

2019 

Name of Interviewer:     Chesango Ladson 

Biographical Data of Respondents 

1. Gender M/F  (Not asked but ticked by interviewer) 

2. Age range of respondents 
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(A) 21-25      (B) 26-30               (C) 31-35    (D) 36-40      (E) 41-45    (F) 46 and 

above 

3.  What is your highest professional qualification? 

……………………………………………………………………………………… 

4. Can you tell me your highest academic qualification? 

……………………………………………………………………………………. 

Mentor Selection 

5. On what basis are mentors selected at your school? 

…………………………………………………………………………………… 

6. Who selects mentors at your school? 

……………………………………………………………………………………… 

7. Are mentors selected from expert teachers? 

……………………………………………………………………………………. 

8. Are mentors selected from teachers with extra responsibilities? 

……………………………………………………………………………………… 

9. Are mentors selected from weak teacher? 

………………………………………………………………………………………

…………………………………………………………………………………….. 

Mentor training  

10. Had you ever attended a mentor training? 

…………………………………………………………………………………….. 

11. Do you think mentor training is important? State some benefits of it. 
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……………………………………………………………………………………. 

Mentor-student Teacher Relationship  

12. Are there any challenges you are facing in your relationship with your mentee? 

…………………………………………………………………………………….. 

13. Do you understand how the process of mentoring student teachers on TP unfolds? 

………………………………………………………………………………………

……………………………………………………………………………………… 

  

 

14. Do your mentees appreciate your effort? Explain  

………………………………………………………………………………………

……………………………………………………………………………………… 

Mentors Roles in Teacher Education 

 

15. Do you understand your roles in teacher education? State them 

…………………………………………………………………………………………

…………………………………………………………………………………………   

  

16. Are there any factors affecting your effectiveness as a mentor in teacher   

education?   
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………………………………………………………………………………………

………………………………………………………………………………………   

17. Mentors need to be given some incentives to help to motivate them to perform 

their roles better. How do you view it? 

……………………………………………………………………………………… 

18.    What sort of knowledge and skills do student teachers coming for TP possess, in 

relation to classroom-based teaching? 

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

19.  Which competencies are they supposed to master during their TP? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………. 

20. Is there any form of organizational support you think will help you to perform 

your roles as mentors effectively? 

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

21. What are your recommendations towards improving mentoring of student 

teachers on TP? 
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………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

 

 

Thank you very much for all the information you have contributed in this this paper.  
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Appendix B 

Interview Guide 

For Heads 

 

Research topic:    Effectiveness of School Classroom Based Mentorship of Primary 

School Student Teachers on Teaching Practice 

 

Name of District:     Murewa              Date of Interview:     2019       

Name of Interviewer:  Chesango     Ladson 

Biographical Data of Respondents 

1. Gender        M/F (Not asked but ticked by interviewer) 

2. Can you tell me your age, academic qualifications and professional 

qualifications? 

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………… 

Mentor Selection 

3. Who selects mentors at your school and what criteria does the person use? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

…………………………………………………………………………… 

4. Do you train your teachers to become mentor? 

…………………………………………………………………………………….. 

5. Do teacher education colleges hold workshops with mentors of their student at 

this school? 

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

……………………………………………………………………………………… 

6. Do you think mentor training is of importance and why? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

7. What sort of support do you think mentors and student teacher needs to help 

improve the effectiveness of classroom based mentorship of student teachers on 

TP? 

Student Teacher Mentoring 

8. What sort of knowledge and skills do student teachers coming for TP possess, in 

relation to classroom-based teaching? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

…………………………………………………………………………… 

   4. What competencies are they supposed to master during their TP? 
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………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

…………………………………………………………………………… 

     5. How do you help them to master needed competencies? Explain. 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………… 

     6.    Are there any challenges you are facing in your attempt to help student teachers   

             to master the competencies? State them. 

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

…………… 

   7. Do you think your mentees are benefiting from your mentoring? Explain in brief. 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………… 

  8. When do you allow your mentees to start teaching? 

................................................................................................................................................

... 

9. How often do you allow them to teach per week? 

........................................................................................................................................... 

10. What are your recommendations towards improving mentor effectiveness in teacher   

     education? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

…………………………………………………………………………… 

Thank you very much for the information you have contributed during this interview.  

 

 

 

Appendix C 

Interview Guide 

For Student Teachers 

 

 Research topic:    Effectiveness of School Classroom Based Mentorship of Primary 

School Student Teachers on Teaching Practice 

 

Name of District:     Murewa              Date of Interview:     2019       

Name of Interviewer:  Chesango     Ladson 
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1. Gender       M/F 

2.  Can you tell me your age and academic qualifications? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………… 

3.  Who selects mentors for you at this school? 

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

4. What criteria is used to select the mentors? 

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………. 

5. What qualities do you expect your mentor to possess in connection with 

mentoring? 

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

……………………………………………………………………………………… 

6. Do you think your mentor has such qualities? 

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………………… 

7.  When coming from college to school for TP, what sort of teaching knowledge 

and skills do you possess? 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………… 

8.  What sort of competencies do you wish to possess after the completion of 

your   TP? 

 

 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………
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………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………… 

9.  How do you wish to be helped to master the competencies you name above? 

........................................................................................................................................ 

10.  When did your mentor make you start teaching? 

........................................................................................................................................ 

11.  How often do you teach per week? 

..................................................................................................................................... 

12.  Do you appreciate your mentor' s efforts in assisting you to master 

classroom?  

teaching skills?   Can you make a brief explanation?                                  

....................................................................................................................................... 

13. Do your mentors receive mentor training to help them understand how to 

assist you during your TP? 

…………………………………………………………………………………

…………………………………………………………………………………

………………………………………………………………………………… 
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14. Is there any form of support you think will enhance the effectiveness of your 

TP if you receive it during TP? 

…………………………………………………………………………………

…………………………………………………………………………………

…………………………………………………………………………………

………………………………………………………………………………… 

Thank you very much for all the information you greatly contributed during this 

interview.  
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