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ABSTRACT

The purpose of this study was to see the role of mentorship in the development of
student-teachers’ professional identity development in Abi-Adi College placement
schools. This study was aimed to answer the basic research questions that; i. Do the
mentors in placement schools have the required mentorship competencies to provide the
support needed by student-teachers in practice? ii. To what extent does the mentorship
practice contribute to the development of student-teachers’ professional identity? iii.
What are the factors influencing mentorship practice in the development of student-
teachers’ professional identity? This study utilized descriptive survey design with mixed
research methodological approach. The total population included in this study was 486
practicum stakeholders from these, 154 were selected as sample through systematic
sampling, cluster sampling, and purposive sampling techniques. The sources of data for
this study were the vice dean, practicum coordinators, school mentors, college teachers,
directors and third year students. Questionnaires, interviews and document analysis were
used to gather the required data. The data obtained from the participant were analyzed
quantitatively and qualitatively. The findings of the study reveal that: i) Placement school
mentors lack the required competencies to serve as mentor: ii) Third year student-
teachers in the academic year 2016/2017 have not developed the expected professional
identity from the school-based practicum experience: and iii) Despite the fact that the
mentorship practice in the case Abi-Adi College of Teacher Education partner schools
has multiple challenges, the most serious problems reported include the failure of the
college representatives to go to school to discuss the problems of the student-teachers,
practicum coordinators’ inability to give clear and precise direction to mentor teachers,
unclear linkage between practicum placement schools and college, lack of adequate
school facilities, mentors’ shortage of time and incentive expectation on the part of the
mentors. From the finding, it is concluded that placement school mentors do not seem to
have the required mentorship competences to serve as mentor and the teacher identity
development of third year student-teachers from the school-based practicum experience
were low. Therefore, to alleviate the aforesaid deficits and to enhance mentors
competencies and student-teachers professional identity, Abi-Adi College of Teacher
Education in collaboration with the partner schools should provide the needed support for
mentor teachers.

Key words: mentorship competence; professional identity; student-teacher; mentor
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CHAPTER ONE
1. INTRODUCTION

This part of the study deals with background of the study, statement of the problem,
objective of the study, significance of the study, delimitation of the study and operational

definitions of key terms.

1.1. Background of the Study

In the efforts of developing the socio-economic and cultural status of a nation, education
is expected to play several key roles. However, it is impossible to think such essential
roles to happen without having academically qualified and professionally responsible
teachers in schools (TGE, 1994). On the other hand, for teachers to play their role
effectively in schools and to achieve the intended outcomes of educational objectives for
societal development, there must be a well-designed and successfully implemented
teachers training program that aims at producing academically qualified, professionally
skilled, and attitudinally and ethically committed to their profession (MoE, 2005).
Regarding this idea, Kumar and Ratnalikar (2005, cited in Tadesse & Meaza, 2007,p. 64)
suggested that “of all different factors which influence the quality of education and its
contribution to national development, the quality competence and character of a teacher
are undoubtedly the most significant.” Cognizant of these, Government of Ethiopia gave
due attention in its policies (see MoE, 1994; MoE, 2003; MoE, 2010) to teacher
education program for the reason that their trainings it has the potential to take affect the
changes in the society by creating individuals and society who can make active
participation in the development process by acquiring knowledge, skills and attitudes.
Thus, following such policies or frameworks in the teacher education program significant
changes have been observed in the curriculum, training and governance arrangements of

the Teacher Education Institutions in Ethiopia.

Researchers suggest that all teacher education institutions are supposed to include some
form of school-based field experiences and ought to make these field experiences the

central part of its programs (Hagos, 2013; Hussen, 2010 & Fekede, 2009). The Teacher



Development Program (TDP) in Ethiopia in order to improve teacher’s qualifications and
professional development has introduced a special practicum program for pre-service
teachers’ training (MoE, 2003). This practicum program is considered as one of the major
training courses of teacher training institutions that have been designed to shape pre-
service teachers’ knowledge, skill, and disposition. The provision of practicum to pre-
service teachers has had an immense contribution to teachers’ competence for it helps

integrate theory with practice (Panigrahi, 2013).

As stated above, to achieve the goal of training effectively, different programs to teacher
education have been emerged in teacher preparation program in Ethiopia. One of such
program was the introduction of Teacher Education System Overhaul (TESO) in teacher
education which was the most valued component of teacher preparation (MoE, 2003).
Teacher Education System Overhaul (TESO) emphasized teacher education as a key
factor in the country’s overall educational improvement, in facilitating the democratization
process and in bringing socio-economic changes. TESO program become a new paradigm
shift in teacher education program to replace the old practice that had multifaceted

problems (Hussein, 2010).

In the new paradigm (TESO program), the main concern of practicum is not putting
training theories into practice like the old paradigm teaching practice. But it focused on
the development of communities of practice and reflective teacher education programs
(Fekede, 2009). The new paradigm further urges practicum activities to be a forum for
developing communities of learning and practice that is supportive and promote
provisions of feedbacks by various stakeholders to the trainees (MoE, 2011). Similarly,
MoE (2003:12) also made clear that; “An essential element of practicum is the continual

support and guidance offered to each student teacher by mentors at partner schools.”

In this regard, Teacher Education program requires the would be teachers to spend a
significant portion of their pre-service programs in schools, observing teachers, schools,
classrooms, the school environment and practicing teaching specific subject related to
their field of study with the intention to integrate college experience with school based

practicum experience in a meaningful way (Hussein, 2010). Accordingly, the Abi-Adi



College of Teacher Education, like other colleges in the country, has been sending
student-teachers to different primary schools. Such experience is supposed to enable each
student teacher to achieve levels of competence that will qualify him/her for the entry in

to the teaching profession.

Graham (2006 cited in Maphalala, 2013) points out that there are two critical components
to the success of the teaching practice experience: the mentor teachers who guide and
support student teachers and the sites where the experiences occur. The role of mentor
teachers is crucial in the student teacher’s professional development. Mentor teachers as
practicing professionals should be aware of important issues in education, and they are
uniquely positioned to help student-teachers navigate the demands of the practicum,
particularly in matters of curriculum and classroom management. Due to this, mentoring
has become an important professional development scheme within school-based training

not only in Ethiopia but in many other countries in the present time.

As mentors are teachers, who support and assess less experienced colleagues through
professional training, supervision, peer-teaching, coaching, guidance, and counseling
therefore they expected to be competent. And the main ingredients of mentoring reside in
subject methodology, general pedagogy, needs assessment, counseling, negotiation and
conflict solving, observation, assessment of effective teaching, report writing, giving and

receiving feedback, setting targets, and working collaboratively (MoE, 2010).

Ismail (2001 as cited in Maphalala, 2013) found in his study that, mentoring had some
influence on mentees’ professional identity but there was still a need for more appropriate
training of the mentor teachers. Therefore mentors expected to provide necessary support
to student-teacher to develop professional identity. Whilst professional support and
guidance are important aspects of mentorship, emotional support to the student teachers

need to get an equal attention if not more.

Even though practicum is a central component of teacher education and has been the
subject of discussion among teacher educators internationally for more than a century
(Allen & Wright, 2013). Much of the debate has focused on the assessment provided by

school based supervising teachers and college representatives, the extent of the links



between the school and the college and an increasing focus on the teacher as reflective
practitioner rather than as competent technician are the main focus in teacher education

practicum (Clarke, 2006).

A study conducted by Cohen, Hoz and Kaplan (2012), indicated their presence of gaps
between the goals of practicum and actions in practical implementation, between the
practicum stockholders (tutors, mentors & student-teachers) and between the two systems
involved in the practicum (colleges and placement schools) that is supervisors and
mentors acting in different directions at the same time. Similarly, a research conducted by
Allen and Wright (2013) also indicated that there is confusion around the roles and
responsibilities of colleges, school staffs, students-teachers, mentors and tutors
throughout practicum implementation. Likewise, a study conducted by Hussen (2010), on
practicum in Ethiopia indicated that change on structure and content of teacher education
did not bring the desired outcome on student-teachers due to the failure of practical
implementation at school level. In addition to the above points, Tadesse (2014),
indicated that practicum implementation was not effectively implemented due to lack of
adequate supervision, clear and organized lay out, and indiscipline of placement school

students.

To sum up practicum program is one of the important parts of pre-service training in
Ethiopia currently, but the local researches conducted by Hussen (2010) and Tadesse
(2014) and others indicated that practicum program was not implemented effectively due

to different factors as stated above.

1.2. Statement of the Problem

Practicum program is currently given a priority in Ethiopia teacher training programs and
many researchers agree that it is helpful program to enable student-teachers to integrate
theory with practice (Hagos, 2013; Hailu 2006 & Fekede, 2009). Nevertheless, some
locally conducted researches affirm that there is still a gap in its actual implementation.
For instance, a study conducted by Kedir (2006), on the contradictions, challenges, and
chaos in Ethiopia teacher education, particularly on practicum program indicated that

significant number of educators had not significant acquaintance with the content and



form of practicum. Similarly a study conducted by Tadesse and Meaza (2007), indicated
that practicum was not effectively implemented due to inadequate supervision,
insufficient time for practice and the negative attitudes of society towards teaching
profession are the major problems of teaching practice. A study conducted by Mignot
(2009), also indicated that practicum was not effectively implemented due to factors such
as large numbers of student-teachers, insufficient time for practice, and lack of systematic

assessments.

Another local research conducted by Hagos (2013), at Abi-Adi college, same setting with
this study, indicated that student-teachers did not get adequate support and guidance from
their respective school mentors as well as their college tutors due to lack of partnership
among stakeholders, due to intermittent supervision of the college, due to lack of
appropriate criteria for evaluation and due to lack of school facilities. Despite such
existing evidence on the issue, as indicted above, the studies conducted in Ethiopia did
not comprehensively address the issue. The researcher’s observation of the practicum
experience in Abi-Adi College is also no different from the above researchers. That is, in
Abi-Adi College of Teacher Education, there is a gap in the actual implementation of
practicum program due to different factors as reported by (Hagos, 2013). However, the
studies conducted in practicum did not address one of the most essential professional
development components, i.e. mentoring, for student-teachers in developing their teacher
identity. After all, all the efforts made to include practicum in the teacher education
curricula and practice it in TEIs is to develop the professional identity of student teachers,
and overlooking this by studies may undermine the importance of conducting researches
on the other factors affecting practicum (see previous studies conducted by Kedir, 2006;
Tadesse & Meaza, 2007; Mignot, 2009 & Hagos, 2013). Thus, this study investigated the
role of mentorship in the development of student-teachers’ professional identity in Abi-

Adi College of Teacher Education.

Specifically, this study was aimed to investigate the mentorship competencies of
placement school teachers, professional identity development of student-teachers’ and
factors that influence mentorship practice in the case of Abi-Adi College of Teacher

Education.



1.3. Research Questions

This study was set out to answer the following research questions:

1. Do the mentors in placement schools have the required mentorship competencies
to provide the support needed by student-teachers in practicum?

2. To what extent does the mentorship practice contribute to the development of
student-teachers’ professional identity?

3. What are the factors influencing mentorship practice in the development of

student teachers’ professional identity?

1.4. Objective of the Study

The general objective of this study is to investigate the role of mentorship in the
development of student-teachers professional identity development. More specifically,

the study seeks to:

1. To examine the mentorship competencies of placement school teachers to support
student-teachers during practice.

2. To examine the professional identity or teacher identity development of student-
teachers from the school based practicum experience.

3. To examine the factors that influence mentorship practice of placement school

teachers.

1.5. Significance of the Study

This study is expected to help practicum stakeholders’ through providing real evidence
about the current mentorship practice in Abi-Adi College of Teacher Education partner

schools. Specifically, the results of this study would provide the following significances:

1. The result of this study may provide helpful information regarding placement
schools mentors competencies and professional identity development of student-

teachers for college community.



2. Concerned bodies like regional education bureau may also get some insights on the
current state of mentoring in practicum and use the result of this study for further
improvement of the practice.

3. The result of this study might be relevant to improve teacher education program
through planning appropriate measures in minimizing or overcoming the
difficulties observed in the school based-practicum experience.

4. Interested researchers may get some ideas for further studying on related topics.

1.6. Delimitation of the Study

This study was focused on the role of mentorship in the development of student-teachers’
professional identity in Abi-Adi College of Teacher Education. Even though there are
two Teachers Education Colleges in Tigray region, this study was only focused on Abi-
Adi College of Teachers’ Education. In addition to the above practicum program is
delivered for first, second and third year students, the researcher however, delimited the

scope of the study to third year students.
1.7. Operational Definitions of Terms

Mentor: is an experienced teacher who shares his or her experience for novice teachers.

Mentorship competence: refers to the mentor required skill and knowledge to support

student-teachers during the school-based practicum implementation.

Professional identity or teacher identity: it is ongoing process of integration of the

personal and the professional sides of becoming and being a teacher.
Didactical experience: refers to student-teachers’ reflection on their experiences.

Practicum Coordinator; is the college principal who manages and coordinates
practicum program through making a connection between the college and the placement

school.



Practicum program — is a structure field experiences for a pre-service teachers, in which
the student teacher practices the skills being learned in the teacher education program

under the direct supervision of the certified teacher in the school.
Placement schools: Schools, which accommodate trainee students during practicum.

Student-teachers/mentees: trainees of the colleges who are practicing in the partner

schools and working with school-based mentors.

1.8. Organization of the Study

This paper contains five chapters. Chapter one covers the background of the study,
statement of the problem, objectives of the study, significances of the study, delimitation
of the study and definitions of operational terms. Chapter two deals with a literature
review. The third chapter outlines research methodology. The fourth chapter presents
data presentation, analysis of result and discussion. Finally, chapter five presents

summary of major findings, conclusion drawn and recommendations.



CHAPTER TWO
REVIEW OF RELATED LITERATURE

2. Introduction

In this chapter, supportive theoretical issues and relevant research findings concerning
practicum in general, mentoring in pre-service teacher education and student-teachers

professional identity development in particular is discussed.

2.1. Practicum Program in Teacher Education Institutions

Practicum is an organized school experience of student-teachers, in which student-
teacher practices the skills being learned in the teacher education program under the
direct supervision and assistance of the trained teacher of the school or mentor (Hailu,
2006). Similarly, teaching practice is a form of work integrated learning that is described
as a period of time when students are work in the relevant schools to receive specific in-
service training in order to apply theory in practice (Kiggundu & Nayimuli, 2009).
Teaching practicum is the most important part of teacher education programs in terms of
pre-service teachers’ ongoing professional development (Howitt, 2007; Alemselam &
Wudu, 2012). It is viewed as the most critical factor in the development of teaching skills
and acquiring pedagogical knowledge (Tang, 2003). It provides opportunities for pre-
service teachers to internalize the theories learned in the campus courses into their own
knowledge by practicing the theories in classroom teaching under the guidance and
support of their school mentors. Therefore teaching practicum serves as a platform to
bridge the theory and practice gap in initial teacher education (Darling-Hammond, 2006).
Similarly, MoE (2011), suggest that the practicum is an important and essential
component of teachers’ pre-service experience. During teaching practicum, they find
opportunity to put theories into practice in the real school environment (Tang, 2003). Pre-
service teachers’ understanding of their professional and self-efficacy is shaped by
teaching practicum (Fekede, 2009). Identifying the supporting factors for pre-service
teachers learning in the teaching practicum could help improving the teacher education

(Howitt, 2007).



According to Grossmanetal’s (2009), Teacher Education programme could be articulated
by the framework of representation, decomposition, and approximation of practices.
Representation of practices comprises different ways that practice could be represented
through lectures and tutorials in the college. Decomposition of practices involves
breaking down the practice into its constituent parts and the engagement of mentors to
provide support to pre-service teachers. Approximation of practices refers to the
opportunity to engage in teaching practices. The campus-based courses and school
mentor supports of the model therefore exemplify the representation and decomposition
of practices. College educators present and decompose pedagogical theories and practices
including instructional design, assessment skills, activities management, and a range of
case study examples through the lectures and tutorials. The school mentors also support
the decomposition of the theories and practices to the pre-service teachers through learn-
by-doing approaches. They give pre-service teachers feedback on their skills in
instructional design, assessment, and managing activities. Both campus-based courses
and school mentor supports are essential factors for supporting pre-service teachers’
effective learning. Both the courses and mentor supports aim to activate participants’

self-efficacy (Cheng, 2013).

Teaching practicum should be aligned with the theoretical and evidence-based teaching
procedures taught in methods course to foster meaningful teaching experience (Cheng,
2013). Campus based course plays a very important role in the development of the pre-
service teacher which has a great impact on the quality of their teaching practicum (MoE,
2013). The programme design should be comprehensive enough to cover different
teaching strategies that could develop a concrete theoretical basis on their teaching. The
subject matter courses should equip them with substantial subject knowledge to cope with
the curriculum of the practicum schools and the pedagogy courses should also equip them
with substantial pedagogical content knowledge so that they are confident in their

teaching practicum (Tang, 2003).

Teaching practicum of an initial teacher education programme should address the need to
produce pedagogical knowledge including instructional design, managing the classroom

learning activities, and assessment of learning. Thus, pedagogical knowledge is also the
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expected key learning outcomes of the teaching practicum (MoE, 2011). According

Molenda (2003), and Strickland (2006, cited in Cheng, 2013),

Instructional design involves analysis, design, development and evaluation of
lesson plan. Pre-service teachers should demonstrate the competency in selecting
teaching materials, determining the subject knowledge of the topic before
formulation of lesson plan, making a balance between the curriculum goal and
students’ individual needs, and broadening students’ learning experience as their
principle on designing teaching activities in their teaching practicum.

Teaching practice is an important component of becoming a teacher. It grants student-
teachers experience in the actual teaching and learning environment (Marais & Meier,
2004:220; cited in, Kiggundu & Nayimuli, 2009). The best way to educate teachers is to
give them real experience of school and students very near the beginning of their course,
so that this can inform their further learning: theory about psychology or motivating
students or teaching methods can only be understood in the context of this reality (MoE,
2003). In other words, for student-teachers to learn how to teach effectively, it is essential
that the practicum and all aspects of teaching methods form the central core of their
learning process. In support to this idea, during teaching practice student-teacher is given
the opportunity to try the art of teaching before actually getting into the real world of the
teaching profession (Hagos, 2003). Student-teachers also know the value of teaching
practice and perceive it as ‘the root of their preparation for the teaching profession ’since
it provides for the ‘real interface’ between student hood and membership of the
profession (MoE, 2011). Similarly Student-teachers benefit through involvement in the
reality of schools and practicum helps them to reduce the practice shock during practice.
In addition, getting a more realistic view of the profession and the demands that it places

on teachers is another benefit of practicum (European Commission, 2007).

To conclude, practicum is a studying course in a school-based initial teacher education. It
is a way of educating student real experience of schools. It is a contextual learning
experience that enhances the trainees understanding of the theoretical basis of motivation
and teaching methodology. Accordingly, Abi-Adi College of teacher education see

practicum as one important program to integrate theory with practice in teachers training
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and due to this factor currently Abi- Adi College of Teachers Education offering

practicum program for 10" diploma program.

2.2. The Purpose of Practicum in Teacher Education Institutions

Practicum is the most important and relevant part of the pre-service teacher education
program (Fkade, 2009). It enables the student teacher develop some competences that can
best be developed and extended during the school based practicum experience (MoE,
2003). According MoE (2003), it also allows student teacher to practice teaching in their
respective areas, try out ideas, have the confidence to make mistakes and to reflect and
learn from them in order to develop new strategies. Similarly, Kiggundu and Nayimuli
(2009), field experiences need to provide time for pre-service teachers to integrate theory
into practice, to reflect on lessons taught, to receive meaningful feedback and to engage
dialogue with others regarding their beliefs and experiences. Although practicum is one
of the priority area given due attention in the pre-service teachers training program to
better prepare learners for the world of work, the success of the program depends greatly
up on the quality of experience the students gain to meet an ever increasing demand

(Mignot, 2009).

Teaching practicum is the most important part of teacher education programs in terms of
pre-service teachers’ ongoing professional development. It is viewed as the most critical
factor in the development of teaching skills and acquiring pedagogical knowledge (Tang,
2003). It provides opportunities for pre-service teachers to internalize the theories learned
in the campus courses into their own knowledge by practicing the theories in classroom
teaching under the guidance and support of their school mentors. Therefore teaching
practicum serves as a platform to bridge the theory and practice gap in initial teacher

education (Chenge, 2013).

Theory suggests that learning takes place when the learner has to make sense of things
that confront them the idea that development comes through the individual’s construction
of or invention of knowledge. Students can only learn about how to teach through a

mediated and graduated series of experiences of teaching (J. Dewey, 1904).
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According MoE (2011), practicum in the primary teachers’ training curriculum is

designed to:

a) To give early opportunity for student-teachers to observe the school environment;
the behavior of school students, their levels of performance, learning capacity
and receptivity; teaching methods used in schools, etc. with guidance from their
mentors and tutors;

b) To explore teaching methods and practices for themselves through micro-
teaching and direct experience of school teaching; and

c) To get opportunity to reflect on their experiences, on their own, with peers, and

with teachers in the school community and from their educational institution.

2.3. The Concept of Mentoring In Teacher Education Institutions

Yavuz (2010),view mentoring as a nurturing process in which a more skilled or more
experienced person serving as a role model teaches, supports, encourages, counsels and
befriends to a less skilled or less experienced person for the purpose of promoting the
latter's professional and or personal development. In the teaching profession, mentoring
deals with assisting student-teachers to learn how to teach in school-based settings
(McDonald, 2009). According MoE (2010), mentors are instructional coach who gives
physical and psychological space in the class room to try out strategies while supporting
student-teachers with feedback modelling and teachings materials (McDonald, 2009).
According MoE (2010), mentors are instructional coaches who give physical and
psychological space in the classroom to try out strategies while supporting student-
teachers with feedback, modelling and teaching materials. Therefore, schools that provide
mentoring programs assign an experienced teacher to act as adviser, teachers, and
coaches to student-teachers within their schools. In teacher education, mentoring has
been an important of becoming a teacher (Samkange, 2015). The mentorship has its main
value is the professional identity development of the student —teachers through the
counsel and guidance of the mentor (Maphalala, 2013). We can argue that a successful
mentoring relationship provides positive outcomes for both the mentee and mentors

through the expansion of knowledge, skill, energy and creativity.
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In teacher education programme the student-teacher and the mentor have to focus on the
development of competencies that will assist the student to become a competent teacher.
The focus is on helping the student-teachers to acquire professional qualifications in
teaching practice (Samkange, 2015). A mentor teacher must be a person who has
accumulated a wealth of experience in the teaching profession. He should be
knowledgeable and be specialist in their areas of specialization. According to Maphalala

(2013),

A good mentor is willing to teach what he/she knows and accept the mentee
where they currently are in their professional development. The role of the
mentor within the context of the competence model is that the mentor becomes
the coach and the student teachers are given responsibilities over their class.
Such an arrangement enables the student-teachers to teach as they learn and
learn as they teach. This promotes the student-teachers chances of trying their
own ideas. If the student-teachers are to develop the competencies noted above
it is important that they have full control and responsibilities of their classes
with the mentor coming in as a coach.

Mentors teachers should model the practice of teaching to the student teachers .The skills
of teaching will be learnt more effectively through modeling and pre-service teachers
view the mentor as a model to develop a greater understanding of their own strengths and

weaknesses to the student-teachers (Tang, 2003).
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2.4. Theoretical Framework of the Study

Teacher identity research is informed by various theoretical and research paradigms. It

includes that way teachers view themselves as professional determine to a great extent

how successful they are as teachers how long they stay in the profession, and how they

feel about themselves as teachers with in their class-room and school environment.

Generally the theoretical framework of this study was;
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The figure above displays mentorship competence has a profound influence on student-

teachers professional or teacher identity development. According to Hudson (2004),

constructivist mentorship competence is characterized by a model defined by five factors,
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namely: personal attributes, system requirements, pedagogical knowledge, modeling and
feedback. Similarly professional or teacher identity development of student-teachers
tested in terms of content knowledge, pedagogical knowledge and didactical experience
of student teachers during practice. To sum up mentorship competencies have positively
influence on the professional or teacher identity development of student teachers through

supervision, peer teaching, coaching, guidance, and counseling (Yavuz, 2010).

2.5. Mentorship Competence

Mentors need to be competent teachers because they need to provide student-teachers
with a model of effective teaching with key skills of curriculum planning, classroom
management, organization, and demonstration of good interpersonal and pedagogic skills
(Maphalala, 2013). Thus, good mentors are able to work collaboratively with trainees,
partners in higher education, and with other colleagues in school. According to Hudson
(2010), constructivist mentoring is characterized by a model defined by five factors,
namely: personal attributes, system requirements, pedagogical knowledge, modeling and
feedback. Personal attributes related with characteristics the mentor to develop
relationship with mentee during practice, system requirements pertained to obtainable
goals for teaching, relevant school policies, and curriculum content. The next factor,
pedagogical knowledge, involved content knowledge as well as planning, timetabling
lessons, teaching strategies, problem solving, classroom management, questioning skills,
implementing effective practices and assessment. Modeling, as the fourth factor, implied
willingness by the mentor to model effective instruction through enthusiasm. Feedback,
as the fifth factor, described a type of communication between mentor and mentee when
evaluating the outcome of student learning and setting clear expectations for the mentee.
The following section outlines each of these five factors and how the five-factor model

may be utilized for professional identity development of student teachers during practice.

2.5.1. Mentor’s Personal Attributes

Personal attributes to encourage positive attitudes and confidence for teaching practice
and to assist mentees to reflect on their teaching practices (Hudson, 2010). Therefore, a

significant part of the mentor’s role is exhibiting such personal attributes that would

16



best facilitate the mentee’s development of teaching practices. For example, if the
mentor takes a keen interest in the mentee’s discussion of lesson plans and the mentee
is supported with positive comments and constructive advice, then the mentee may gain
more confidence in teaching the lesson. Conversely, mentors who do not display
supportive and positive personal attributes may limit, or even reduce, the mentee’s

confidence to teach.
2.5.2. System Requirements

Most education systems have curriculum requirements for each school subject (Hudson
& Greenwood, 2007).The curriculum, its aims, and the related school policies for
implementing system requirements are fundamental to any educational system, as they
provide uniformity and direction for practice. Mentors need to be familiar with the
content of current system. The mentor’s role must include addressing system
requirements so that mentees can be more focused on planning and implementing
quality educational practices. This requires mentors to outline the school’s policy and
curriculum so that mentees may note how system requirements are implemented within

the school setting.

2.5.3. Mentor’s Pedagogical Knowledge

The mentor’s pedagogical knowledge is a key reason for providing field experiences
(practicum/internship) within pre-service teacher education programs (Skamp &
Brooks, 2005). Indeed, the mentor’s knowledge of how to teach in the classroom
context can provide mentees with a deeper understanding of teaching practice (Hudson,
2010). Pedagogical knowledge can differ from subject to subject and lesson to lesson;
hence mentors need to conceptualize what constitutes subject-specific pedagogical

knowledge in order to articulate this clearly to their mentees.

2.5.4. Mentor’s Modeling Ability

Similarly to pedagogical knowledge; modeling of teaching practices has considerable
effect on a mentee’s development if included in authentic classroom experiences.

Indeed, mentors are defined as experts who can model effective teaching practice
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(Appleton, 2008). Subject-specific mentoring allows mentors to focus on modeling the
particular unique aspects of that subject. Modeling of teaching practices by the mentors

needed to be consistent with current educational system requirements.

2.5.5. Mentor’s Provision of Feedback

Feedback is any response made in relation to students’ work such as an assessment task, a
performance or product (spear et al., 2006). It can be given by a teacher, an external
assessor or a student peer. Student teachers on block school experience expect, indeed
request, feedback about the lessons they teach, their planning and their classroom
management. Students recognize that this feedback informs them about their
development as teachers, and usually helps them to improve their teaching. The provision

of feedback is seen as a high priority by most students (Hattie & Timperley, 2007).

Bishop (2001) has reported that constructive feedback in pre-service teacher education is
a vital ingredient in the mentoring process. Feedback allows the pre-service teachers to
reflect and improve teaching practice, and mentors need to observe practice in order to
provide oral and written feedback on aspects associated with the mentor’s pedagogical
knowledge which also includes reviewing plans and assisting in developing the student
teacher’s evaluation of teaching. And feedback provides suggestions on how to improve

instruction, increase student learning, and encourage the classroom teacher.

Hudson (2010), points out that giving proper feedback is the most essential part of the
mentor’s role and requires systematic and accurate observation of a mentee’s teaching
performance. Feedback should facilitate reflection and foster critical thinking skills of
student teachers on their own teaching skills. And he also stated that, quality mentoring
will cause improved instruction, better teaching skills and more analytical mentee
reflection. Similarly feedback increases teacher awareness and results in promoting
positive change in teaching. Earl (2003), argue that feedback must be presented in a
collegial spirit, with opportunity for genuine dialogue about the matters in question
therefore teachers should believe that feedback should not only the weakness of the
student-teachers, but also their strong side, a detailed feedback to the student-teachers

about their teaching performance should be provided, feedback to the student teachers
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should also entail their language skills and in providing feedback the student teacher

should also be afforded opportunities reflect about their own teaching performance.

2.6. Types of feedback
2.6.1. Oral and Written Feedback

Oral feedback usually occurs during a task and it is sometimes underestimated because it
is less formal, but it can be a very powerful and effective tool as it can be provided easily
in the teaching learning process (Hattie & Timperley, 2007).While written feedback
mostly given after a task. Effective written feedback provides student-teachers with a
record of what they are doing well, what needs improvement and suggested next steps

(Akcan & Tatar, 2010). According Earl (2003), written feedback needs to include:

e Where the student has met the learning intentions and/or success criteria.
e Where the student still needs to improve.

e A way to think through the answer for themselves.

2.6.2. Feedback During and after Learning

According Padua (2003), feedback during learning allows students to take feedback on
board immediately and to try to realize improvement during the learning process. This is
often more effective and productive to the learning experience than end-of task feedback
measures (usually summative); which require students to remember the feedback and
apply there commended strategies to a future task. Too often feedback that is provided to
students after learning has concluded is not used by the students to improve their work
(Akcan & Tatar, 2010). This often results in teachers making the same comments over
and over again and wondering why the student has not transferred the information to
another context. For such feedback to influence subsequent learning, students must
remember it, translate it into advice that is transferable across tasks, and apply it the next
time they encounter a task in which this learning could apply. According Earl (2003),
feedback during and after learning should focus on what is being learnt (learning

intention) and how students should go about it (success criteria): Provide information on
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how and why the student has or has not met the criteria: Provide strategies to help the

student to improve.

2.6.3. Informal Feedback and Formal Feedback

Informal feedbacks occur when the teacher visits students as they are engaged in a task to
make sure they are on the right track. Informal feedback can quickly and effectively steer
students in the right direction or enhance learning (Akcan & Tatar, 2010).Informal
feedback can also occur when students approach the teacher to seek feedback. Formal
feedback can be also provided through structured conferences with specific goals.
Teachers can meet with a few students a day or a week depending on specific projects,
deadlines, and individual student needs. It is important to set up these conferences in a
structured way with a focus on individualized goals so both teacher and student make

good use of their time.

2.6.4. Evaluative and Descriptive Feedback

Evaluative feedback, in the form of grades or brief general comments, provides some
information about learning, but does not convey the information and guidance that
students can use to improve (Hattie & Timperley, 2007). According Earl (2003)
descriptive feedback is linked to the learning that is expected: Addresses faulty
interpretations and lack of understanding: provides students with visible and manageable
‘next steps’ based on an assessment of the work at hand and an image of what ‘good
work looks like’ so that they can begin to take on the responsibility of self-assessing and

self-correcting.

2.6.5. Self-feedback and Peer-feedback

Self-feedback is the ultimate goal of feedback for learning and during the provision of
feedback; teachers have the opportunity not only to provide direction for the students, but
to teach them, through explicit modeling and instruction the skills of self assessment and

goal setting, leading them to become more independent students (Akcan & Tatar, 2010).

Peer feedback can provide students with the opportunity to give and receive feedback

about ongoing work, especially when the focus is on improvement rather than grading
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(Earl, 2003).A positive aspect of the peer feedback process is that students get to see
other students’ work which can also deepen understanding of the learning goals.
According to Hattie & Timperley (2007), teachers need to model and role play how to
give feedback in a constructive way: explicitly teach students how to provide effective
feedback to each other: hold students accountable for the comments, suggestions and
feedback they give one another; use scaffolds like peer feedback forms, which can be
checked by the teacher to provide more structure to peer conferences. This also keeps
students focused on giving the right kinds of feedback and lets them know what the

expectations are for peer conferences.

2.7. Professional Identity Development of Student-teachers

The concept of identity is defined in various ways in the more general literature. It seems
that the concept of professional identity is also used indifferent ways in the domain of
teaching and teacher education. In some studies, the concept of professional identity was
related to teachers’ concepts or images of self (Meijer & Meirink, 2011). Similarly in
other studies the emphasis was placed on teachers’ roles (Lamote & Engels, 2010). But
most of the researchers saw professional identity as an ongoing process of integration of
the ‘personal’ and the ‘professional’ sides of becoming and being a teacher (Tickle,
2000).In an occupation where who one is as a person is so much interwoven with how
one acts as a professional, both sides cannot be separated: ‘it seems unlikely that the core

of the personal will not impact the core of the professional’ (Beijaard et al., 2004).

Teacher identity is continuously formed and reformed through experience, it is possible
to become an expert practitioner by actually doing the job by performing the skill and
true professional teaching involved in other dimension, an intellectual dimension (Meijer
& Meirink, 2011). Such a view promotes the teacher as a flexible, lifelong learner, able to

participate in ongoing change confident in himself.

Aspects of professional identity strongly determine the way teachers teach, their
professional development and their attitude toward educational changes (Cohen,
2010).Tickle has also emphasized the importance of paying attention to identity as crucial

to the practice of teacher education (Tickle, 2000). According to Beijaard (2004) an
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understanding of student teachers’ views on learning and teaching and themselves as
teachers is of vital importance for teacher educators as it is the foundation for ‘meaning-
making’ and ‘decision-making’. The mentor teacher has the greatest influence on the

development of the student teacher as a teaching professional.

2.8. The Beijjard, Verloop, and Vermunt concepts of Professional or
Teacher Identity

Beijjard, Meijer, and Verloop (2004), maintained that the construct of identity was not
defined adequately in teacher education research and called for a more consistent
conception of what is meant by identity, professional identity, and teacher identity.
However, they argued that while views of identity may differ, researchers concurred that
the construct of teacher identity was an ongoing integration process of the personal and
professional sides of becoming and being a teacher (Beijjard, et al., 2004). Beijjard et al.
(2004) described identity in terms of the factors influencing what a teacher does by
asking teachers to allocate their expertise across three areas: content, pedagogy, and
didactics. Teachers were able to devise their professional identity on how they saw
themselves regarding to these three areas, namely content knowledge, pedagogical

decisions, and didactical experiences.

2.8.1. Subject Matter Knowledge or Content Knowledge

Beijjard et al. (2004) emphasize the significant role that student-teacher subject matter or
plays in determining teacher effectiveness. Content knowledge can be defined as the
extent a teacher understands their own subject area. When studying the role of teacher
identity development and success, they maintain that teacher subject matter knowledge be

included in the study of teacher identity development and its role in teacher effectiveness.

2.8.2. Pedagogical Knowledge

Beijjard et al. (2004) placed emphasis on teachers’ pedagogical knowledge, a second key
component in teacher identity development. They defined a pedagogical expert as
someone with good balance between his or her pedagogical side as well as didactical
side. Someone considered a pedagogical expert showed an awareness of their clients’

needs, the funds of knowledge they bring to class, the personal problems or issues
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students may have, as well as an overall awareness of broader societal issues and
challenges affecting learning and teaching. The importance of teachers’ pedagogical skill
is consistent with a preponderance of prior research related to the role of knowledge

(content and pedagogical) on teachers’ practices and student achieve.

2.8.3. Didactical Experience

A third significant aspect of the Beijjard et al. (2004) framework pertains to student-
teachers’ reflection on their experiences. The framework maintains that reflected
decisions teachers make in the classroom in terms of what works and what does not work
were critical in advancing not only their content knowledge but also their pedagogical
skills. Student-teacher reflection had a number of documented benefits including an
enhancement of student-teacher practices, which can often be linked directly to students’
academic achievement. Indeed, teacher reflection has been shown to play a pivotal role in
teacher development (Cohen, 2010). While reflection has been commonly deemed a
personal endeavor, some educators view the importance of reflection as a professional

practice and a shared experience among teachers.

Beijjard et al. (2004) further argue that candidate teachers’ professional identity
perception affects their efficacy, professional development, and willingness to change
and adapt new innovative ideas. Similarly Verloop (2004) expands on the above ideas
stating that “professional identity is not something candidate teachers have, but
something they use in order to make sense of themselves” (pp.123). They further
proposed four features they consider essential for candidate student-teacher professional

identity development.

They maintained that candidate teacher professional identity is an ongoing process.
Indeed researchers and practitioners generally agree that identity formation is constantly
evolving and shaping, not only during student teaching, but by previous schooling
experiences, and will continue to change with additional teaching experience. Hong
(2010) suggests there are clear connections between identifiable characteristics and the
developing process a candidate teacher may make throughout their career. Teaching

generally takes place within professional learning communities, which promote teacher
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collaboration and continuous professional development and growth. As well, beginning
and pre-service teachers come into the profession with tentative ideas about what a
“teacher” should do and be prior to any professional preparation.

Beijjard et al. (2004) argue that teacher professional identity consists of sub-entities.
They note that these sub-identities harmonize together and may or may not be a central
core identity. When there are conflicts among these identities, tension may arise. This
tension may cause sub identities to lack the balance essential for many pre-service
teacher candidates.

Teacher professional identity involves agency. In this case, agency is defined by the
candidate teacher’s need to be an active participant in their professional development.
They maintained that “professional identity is not something teachers have, but
something they use in order to make sense of themselves” (p.123). Given this conception
of agency, candidate teachers are able to refine or enhance their professional identities
through decision-making, adaptation to change, and continued professional learning
throughout their careers.

Beijjard et al. (2004), states that a teacher’s professional identity implies both person and
context. Practicing candidate teachers engage in continuous negotiation between the
contexts in which they work and their own teaching philosophies, styles and preferences.
Adapting and learning to work within this “teaching culture” is a part of becoming who a
teacher is in their career, and this process starts as a person’s identity begins in the early
stages of their teaching career and continues developing throughout their professional
lives. Even beginning teachers do not simply adopt the building culture. While they may
differ in how they initially fit in within their school cultures, they often have their own
ways of dealing with the relationship between their person and the context of pre-service
teaching.

The Beijard framework adds many elements to what typical student-teachers do in their
classrooms. Using this research as a contributing framework in the present study helps
considerably in identifying which data elements were consistent, clear, and focused upon
during the student teaching semester practice. This framework also makes it possible to

align which factors occurred in a pedagogical, content, and/or didactical capacity, and if
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those specific instances aid or hinder identity development during a pre-service teacher

candidate’s student teaching semester.

To sum up the concept of practice can be best translated as ‘professional situation’ and it
is a learning environment with materials, tools and actors in which a profession is
practiced. The professional worker in that environment has been trained to act
professionally, that is to say to act adequately on the basis of (practical) knowledge. A
student-teacher can also be considered as someone who practices a profession (Hussein,
2010).Teacher education programs must prepare student-teachers to become professional
practitioners in their field of practice. From the Vygotskian perspective, the overall aim
of a teacher education program is best conceived as the development of professional

identity (Ugaste, 2010).

2.9. Selection of Mentors or Cooperating Teachers

Mentors are the key persons to the success of the practicum (Musingafi, 2014). The
mentor is the person in the school with responsibility for managing and coordinating the

student-teachers learning as it relates to subject teaching.

When an administrator selects and assigns a mentor to a new teacher, that administrator
should not then feel that the responsibility is ended. The mentor requires support from the
administration as well. Hudson (2004) writes of the need for administration to carefully
consider the match between mentors and beginners, for the administrator to support
professional development for mentors, and for administrators to allocate time for mentors

to adequately support novices.

According MoE (2011), qualified and capable teachers, who wish to assume the
responsibilities of guiding student teachers, is selected by practicum committee or
principals, with reference to the following criteria:

e Has at least three years of successful teaching experience;

e Is recognized as an above-average teacher who can serve as a model for handling

both content and student;
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e Shows concern, care and enthusiasm for working with their own students as well
as the student teacher;

e Is interested in working with an individual student teacher and with the college’s
teacher education program and sees it as another arena for teaching;

e Has interpersonal skills to communicate effectively with student teachers and
college supervisors in offering evaluation;

e Is willing to share information and materials, and to allow the student teacher to
assume the position of lead teacher for a minimum of three weeks during the
practicum;

e s able to be supportive as a mentor;

e [s willing to spend time planning, analyzing and reflecting with the student
teacher; and

e [s comfortable in allowing the student teacher to explore various teaching styles

and strategies.

2.10. Relationship between Mentors and Student-Teachers

In the mentoring process, among a number of things expected to influence the
effectiveness of the practicum experiences is mentoring relationships (Yavuz, 2010).
Research suggests that mentoring consists of complex social interactions that mentor
teachers and student teachers construct and negotiate for a variety of professional
purposes and in response to the contextual factors they encounter; for example, by
influencing student teachers' capacity to reflect on teaching strategies and to incorporate

them into their own practice.

To sum up the assignment of mentor student teacher relationships is a primary
component of the Ethiopian teacher education programs intended to influence student

teachers' beliefs and practices (MoE, 2010).
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2.11. The Role and Responsibilities of Mentors

As mentioned in the previous sections, mentoring refers to the personal guidance
provided by experienced teachers to novices (student teachers) in schools. Sampson &
Yemans (2002, cited in Hailu, 2006), mention the role of mentors as three dimensional:
structural, supportive and professional dimensions. According to these scholars, school
mentors in their structural role dimension are enablers, establishing and modifying social
and organizational structures. They are considered as planners, organizers, negotiators
and inductors. The supportive role dimension of mentoring is closely linked to the nature
of the relationship created between mentor and mentee, a mutually open and trusting
relationship is both the means to, and outcome of effective support. So, the supportive
dimension of mentoring minimizes stress for student- teachers. In this role dimension,
mentors are considered as hosts, friends and counselors. In their professional role
dimension mentors are trainees, educators, and assessors. Similarly Hailu (2006) mention

comprehensive roles of mentors as the following:

I.  The process of nurturing which is a developmental process where the nurturer helps
the charge provide appropriate environment by recognizing the ability, experience,
and psychological maturity of the person being nurtured and provided appropriate
growth-producing activities so that the person develops into fuller maturity.

II.  The act of serving as a role model, here mentors provide for student-teachers with a
sense of what they are becoming.

III. The five mentoring functions (teaching, sponsoring, encouraging, counseling and
befriending). Teaching includes modeling, informing, confirming, prescribing and
questioning.  Sponsoring involves protecting, supporting and promoting.
Encouraging involves the behaviors of affirming inspiring and challenging.
Counseling is a problem solving process that includes behaviors such as listening,
probing, clarifying and advising. And befriending mainly includes, among other
behaviors, accepting and relating with student-teachers.

IV.  The focus on professional and /or personal development...

As it indicated above school mentors have the responsibility of observing, evaluating and
nearly supporting student-teacher during the practicum program such as: providing
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constructive feedback immediately after school observation; encouraging student-
teachers to engage vigorously in to their lessons and school co-curricular activities and
showing positive attitude towards the profession. Mentor teachers need to model effective
teaching strategies and classroom management skills to support pre-service teachers in
their teaching practices (MoE, 2011). This is because it is imposable to attain the aim of
school based field experience without the supports of school mentors. Generally,
researchers suggested that the school mentor have professional responsibilities of serving
as a professional role model in providing appropriate feedback after observation,
modeling effective instructional techniques for the beginner teacher, orientating student-
teacher and helping student -teachers to make best practice in the classroom. According
MoE (2011), practicum guideline for primary school teachers training program in
Ethiopia school monitors are expected to arrange dedicated times for review and
discussion with the student teacher: they observe student-teachers teaching, and provide

feedback and constructive criticism on practice.

In addition to the above mentor teachers provide appropriate information and
documentation for the student-teacher about school policies, school and class
organization, curriculum documents, information sources, special needs policies, class
lists, registration arrangements, room allocations, timetables, behavior policies and

practices, particular students’ needs, homework policies and practices.

Furthermore, placement school mentors expected to review and discuss with student
teachers aspects of their practice and development: review action plans for the student
teacher’s development: assess record and report the student teacher’s progress against
specific criteria: attend in mentor development programmes and review and participate in
assessment and moderation meetings. Similarly placement school mentors expected to
facilitate the organization of peer mentoring and reflection among student teachers. There
must be an hour peer reflection among student-teachers in every week. Each student
teacher must observe at least two of the independent teaching of another student-teacher.
Reflection has to center on teaching styles, students involvement in the lesson, different

ways of enacting the lesson, management of the class and how teach that specific content.
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2.12. Role and Responsibilities of College Educators

The supervisors of practicum program have a responsibilities of accomplishing
different activities such as supporting student- teachers in range of subjects, consultation
with experienced school teachers ( mentors) and fostering school university partners
(Russell, 2002). An essential development of practicum is ensuring through the sustained
support and guidance offered to each would be student-teachers by tutors from the
college and mentors from the school who have the responsibilities of organizing the
placement of student-teachers in the school (MOE, 2003). Thus, teacher educators must
seek to continually encourage the formation of a teacher identity by facilitating pre-
service teacher activity that empowers them to explicitly build upon and challenge their
experiences and beliefs (Walkington, 2005). According MOE (2011), college educators
or tutors is responsible for to make the student-teachers aware about the purpose of the
practicum. And college teachers expected to support and evaluate student teachers
throughout the course. Assess students’ performance, give oral feedback and written

feedback within a day of observation are the main cancers of college teachers.

2.13. Duties and Responsibilities of Student-Teachers or Mentees

During the student teaching/practicum process there are many opportunities to practice
and improve the competencies necessary for effective teaching/learning. Accompanying
these opportunities are roles and responsibilities to the school and to the college. During
the implementation of practicum program student-teachers are required to accept the
feedbacks delivered by their respective mentors and tutors for their professional
development and participate actively in the co-curricular activities of the school.
Generally, student-teachers have the responsibilities of observing the school situation,
writing portfolio, reflecting what they have observed in the school to their peers and
tutors, conducting action research and seminar, preparing lesson plan and instructional
aides, and participating in the school co-curricular activities. And Educating young people
is a serious endeavor and profession; thus, the responsibilities of the Student Teacher are
numerous and varied (Kitchen & Stevens, 2008). According MOE (2011), student

teachers are responsible to prepare lesson plan and attend in all class room observation
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and peer reflection section, furthermore student-teachers expected to participate in co-

curricular activity of the school.

2.14. Factors that Affect Mentorship Practice

Handling field experiences is a challenge that many teacher education programs are facing
and it presents a range of problems, including: supervision of students, difficulty in
developing and maintaining collaborative relationships between host teachers and college

instructors, communication between all parties etc.

Beginning in any new job can be stressful and the teaching profession, in particular has
been ranked as a high stress occupation (Means and Lin, 2006). Thus, Practicum program
is viewed as stressful component in teaching and managing school students’ behavior.
Similarly, Fekede (2009) indicated that student-teachers shows unhappiness during their
practicum due to stresses of being overloaded, being not watched by their supervisors,
poor rapport with schools communities, and problems with understanding the needs of
their student given that they had a very short time in the schools. The way that the college
educators and the school teachers think has greater impact on student-teachers teaching
practice. Pertaining this, Russell (2002) stated that school-teachers and college educator’s

reflection had much greater impact on student-teachers thinking about practicing.

A research conducted on the problems of the new pre-service teachers training program by
Tadesse and Meaza (2007), the findings of the study show that lack of sufficient school
facility and services; low attention of administration systems to satisfy the needs and
interest of trainees; and the attitude of the student-teachers towards their profession are
challenges that influences the implementation of the program. The study concluded that
lack of social respect, Economic problem as the salary is less, misbehavior of school
students, working in remote areas where there is lack of infrastructures, and technological

advancements are the most serious observed challenges of pre service practicum trainees.

Many designers of teacher education program describe the importance of a collaborative
work between school communities and teacher educational institutions to prepare student-

teachers for the teaching profession. Sustaining this, Fekede (2009) stated that “the
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collaboration nature of university and school partnership fosters comprehensive
development in candidate teacher training and a seamless curriculum for theory to
practice”. This is because, an effective partnership between colleges and partner schools
helps for pre-serves teachers to enhance the relation between theory and practice. Thus,
closely communicating about the program among student-teachers, college educators, and
school teachers and administrators bodies is perceived as important factors for a
successful field experience program (Freeman, 2009). Concerning the importance of the
collaboration among the school and college communities, (Wellman and Wold, 2006)

stated that:

The school and college collaboration effort build a reciprocal foundations between
partner institutions. Teachers in public schools become acquainted with the college
faculty members and have opportunities to develop genuine working relationship
with them. At the same time college faculty members build important collegial
relationships with practicing teachers to solidify efforts to improve the teaching
skill of the teacher candidate placed in their care. Public schools often benefit by
recruiting new teachers from the pool of teacher candidates (p. 60).
Russell (2006) express that practicum experiences as the most crucial components of pre-
service teachers education program were school and TEIs must have strong collaboration
if they required to provide practicum placement for these learning to teach. As a result,
these prospective teachers become competent, well equipped, and committed to handle the
challenges of classroom situations. This robust partnership between TEls and partners
schools can be served as excellence recourses in both teaching and team teaching of
prospective teachers (Freeman, 2009). According to Freeman, the initiatives for such
partnership includes research, teaching, community based professional development,
mentoring, and school supports are the promoting components of partnership scopes.

Therefore, TEIs and public schools should work to gather to increase practicum

experiences for future teachers (Wellman and Wold, 2006).

The impact assessment of education embraced by USAID (USAID, 2010) states that by
means of linking schools to higher education institution as locations for practicum,
student- teachers will get the opportunity to put into practice what they have learned

theoretically at the college/university. Thus, by making close relationship among these
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stakeholders of practicum program, it will be helpful for practicum stakeholders to have
common understanding about the program and to design cooperatively meaningful

practicum experience for the student-teacher (Fekede, 2009).

For better and successful accomplishment of practicum program, the key participants in
the program are the pre-service teachers, the host school teachers, and the
university/colleges instructors, and administrative bodies (Freeman, 2009). He added that
it is through the collaborative efforts of these practicum stockholders that practicum
program can be properly implemented as it is designed. Pre- service teachers can learn
essential experiences as collaborative effort of both host teacher and college or university
instructors. Professional partnership between university /college educators and classroom
teachers provides a positive learning environment for pre service teachers to able to
connect what they have learned in the college course to real classroom settings(Wellman
and Wold, 2006). The experiences that they get from the key participant of the program,
helps them to become a reflective practitioner and to bridge theory and practice in to the
actual classroom environment. This school—college partnership have a mutual benefit, that
is, the School—college partnership benefits all stakeholders in such a way that school
teachers learn from college and college educator learn from school teachers as well as
student- teachers learn from both. Generally, the above reviewed literature exhibits that
strong partnership among the different Stakeholders is critical in order to implement the
program effectively as it is designed. In order to ensure the aims of the program teacher
education institutions needs to have effective partnership with schools that can be actively

involved in planning and implementing the activities of the practicum program.

From the above literatures the researcher comprehends that practicum program in general
mentorship practice in particular influenced by different factors. And specifically the local
researchers also have shown practicum program was not effectively implemented due to

different factors.
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CHAPTER THREE

3. RESEARCH DESIGN AND METHODS

This chapter presents the research design, sources of data, sample and sampling
techniques, and data gathering instruments, validity and reliability of questionnaires,

methods of data analysis and ethical consideration.

3.1. Research Design

For this study descriptive survey research design was employed. This method was more
appropriate to collect adequate information from various participants (Kothari, 2004).
Moreover, mixed research approach was employed in this study, this is because a mixed
research approach provides more comprehensive evidence for studying a research
problem and better understanding than either quantitative or qualitative research alone

(Creswell, 2009). Therefore, descriptive survey design was chosen for this study.

3.2. Source of Data

The main source of data included in this study were the vice dean of Abi-Adi College of
Teacher Education, practicum coordinators, placement schools mentors, college teachers,
placement school directors, and student-teachers of third year attending in the academic

year of 2016/2017.

3.3. Sample Size and Sampling Technique

The total populations included in this study were 486 practicum stakeholders and out of
these 154 of them were selected as a sample. Accordingly, out of the total of 269 student-
teachers, 80 (30%) student-teachers were selected using systematic random sampling and
the starting point of the systematic sampling was also selected through random number
selection i.e. 3. Furthermore from 176 mentors from 27 placement-schools 63 (36%)
mentors were selected by using cluster sampling technique from ten cluster schools. The
ten cluster schools were also selected from 27 schools through random sampling

technique lottery method. Moreover, the total number of college instructors who were
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assigned as tutors was 11 in number. From the 11 college instructors, 4 instructors were

selected by purposive sampling technique based on their teaching experience.

In addition to this, one academic vice dean of the college, four school directors (based on
the maximum number of students in the school) and five student-teachers based on
cumulative GPA were purposefully selected as sources of data in this study. Furthermore
the two practicum coordinators were also selected through comprehensive sampling
technique. The one academic vice of AACTE was selected from the others because of all
academic issue including practicum is more concerned to academic vice dean and

research.

3.4. Data Gathering Instruments

The main data gathering tools for this study were questionnaire, semi-structured

interview and document analysis.

3.4.1. Questionnaire

Questionnaires were developed to collect data about the mentorship competence of
placement school teachers, professional identity development of student-teachers and
about factors that influence mentorship practice. The questionnaires were distributed to
student-teachers, and placement school mentors. The questionnaires comprised both open
and close ended questions. The close ended items were prepared on five-point likert-
scales ranging from strongly disagree (1) to strongly agree (5). The open-ended
questionnaires were targeted in order to give freedom for participants to express their
views on the issue under study. The questionnaires prepared for school teachers
(mentors) and student-teachers were translated from English in to the local language

Tigrigna, in order to make clear for participants to answer the questions.
3.4.2. Semi-structured Interview

As a means of triangulating data interview was held with one vice dean of the college,
two practicum coordinators, four college teachers, five student-teachers and four

placement school directors.
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3.4.3. Document Analysis

To see the quality of feedback provided by mentors to student teacher document analysis
were used. The researcher saw ten student-teachers’ portfolio (annual and daily plan).
And these papers were taken from the high achievers and lower achievers purposefully
from three sample schools to see the type, qualities and clarity of feedback provide by

mentor teachers to student-teachers.

3.5. Validity and Reliability of the Instruments

Before the actual data collection, the instruments were given to colleagues so as to get
valuable comments and criticisms on the strengths and weaknesses of the items. Based on
the comments obtained, necessary modifications were made and were given to the thesis

advisor for further comments, criticisms and evaluation.

Eventually, the questionnaires were pilot tested in advance of ten student-teachers, and
eight school mentors found in the placement school of Gelebeda (other than these
mentors involved in the sample of the study). Consequently, Cronbach’s alpha was
calculated for each of the items prepared for the study participants. Thus, the alpha result
for the items prepared to student-teachers to assess placement teachers mentorship
competencies and student-teachers professional identity development were 0.845 and
0.772 respectively (see Appendix G). Similarly the alpha result for item prepared to
placement school mentors to study factors that influence mentorship practice and student-
teachers professional or teacher identity development from the school based-practicum
experience were 0.756 and 0.782 respectively (See Appendix G). Hence, the test

conducted confirmed that the instruments were reliable to collect data for the main study.

3.6. Methods of Data Analysis

The researcher followed the following data analysis techniques or procedures:

After data were collected from each participant, the questionnaire was sorted and each
item was assigned a unique number or code. The process included a careful examination
of the completed questionnaires. This was done to examine the collected raw data to

detect errors and omissions.
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The collected data were entered in to the SPSS version 20. The prepared data had to be
rechecked to ensure that a problem or an error did not occur in the process of coding and
entering all the data in the computer. In short, there was a need of reviewing the data-

entry process and making sure all the data had been entered.

Descriptive statistical analysis such as mean, standard- deviations, and inferential
statistics such as one sample t-test, independent sample t-test and chi-square was applied
to analyze the collected data. Moreover, the data obtained through open-ended questions,
document analysis and interviews were coded, categorized in themes and finally analyzed
qualitatively in the form of narrative descriptions. Direct quotes were used to depict the
view of participants as they reflect it. What is more, the obtained data was analyzed and
interpreted aligned with the basic research questions. Finally, based on the results,

summary and conclusion were drawn and recommendations were forwarded.

3.7. Ethical considerations
As to the ethical issue, the following ethical and moral concerns were addressed; harms
and benefits were assessed for the wellbeing of research participants, informed approval
were secured (participants understanding of whom it mean to participate in the study
were ensured), privacy and confidentially were kept (participants identity were coded

through code and data were protected through password).
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CHAPTER FOUR
4. RESULTS AND DISCUSSIONS

This chapter deals with data presentation, analysis of results and discussions of
quantitative and qualitative data collected from the study participants. First, it presents
the background of the respondents and then proceeds to the main data collected from

study participants to seek answer for the basic research questions raised in this study.

4.1. Background Information of Study Participants

The focus of this part was to summarize the important characteristics of the respondents.
Respondents’ characteristics in terms of sex, academic status, teaching experience and

their departments are illustrated in Table 1 below.

As seen from Table 1 below, the research participants were school mentors, placement
school directors, college teachers, and third year student-teachers. Moreover, these
placement school mentors, college teachers and placement school directors of
participants incorporated the details of their sex, academic status, teaching experience
and their departments. The student-teachers and school mentors participants comprise of
a greater number of male respondents 62.5% and 53.9% respectively. Concerning the
academic status of mentors, most of them were diploma holders (71.4%). Further to this,
the work experiences of mentors were categorized under four groups of 1-5, 6-10, 11-15
and above 16 years of work experiences. Majority of the mentors have lower teaching
experiences, that is below 5 years (55.6%) and 6-10 years (25.4%). And the mentor
participants were selected from the departments of Natural science, Social science,

Language and Aesthetics.

Furthermore, 11 college teachers were included in this study. And their work experiences
were found to be dominantly in the range of 6-10 year (54.5%) and 1-5 years (36%). As
far as the academic status of the college teacher’s participants, most of them were master
holders (72.5%). Therefore, great numbers of the college teacher’s participants are master

holders and the lowest share of the college teachers respondents are degree holders. In
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addition to the mentor and college teacher’s participants, student-teachers were also taken

from fields of studies specifically, from the department of Social Science and Aesthetics.

Table 1: Characteristics of Study participants

Research participants
Characteristic Mentors Student- College School
teachers teachers directors
No | % No | % No | % No | %

Sex Male 34 1539% |50 |[62.5% |8 |72.7% |3 75%
Female 29 |46.1% (30 |37.5% |3 273% |1 25%
Total 63 | 100% |80 |[100% |11 |100% |4 100%

Academic | Certificate 8 12.7% | - - - - - -

status
Diploma 45 | 71.4% | - - - - - -
Degree 10 | 15.9% | - - 3 27.5% |4 100%
Master - - - - 8 72.5% | - -
Total 63 | 100% |- - 11 | 100%

Teaching | 1-5 years 35 | 55.6% | - - 4 |36% - -

erperienee 6-10 years 16 |254% |- - 6 |54.5% |- -
11-15 Years 8 12.7% | - - 1 9.5% |3 75%
Abovel6 years | 4 6.3% |- - - - 1 25%
Total 63 | 100% |- - 11 | 100% |4 100%

Departme | Language 19 130.2% |- - - - - -

s Social science | 10 | 15.9% |34 [42.5% |6 |54.5% |- -
Natural science | 21 | 33.3% | - - - - - -
Aesthetics 13 120.6% |46 |57.5% |5 |455% |- -
Total 63 | 100 80 [100% |11 |100% |- -

Source: Abi-Adi College of Teacher Education registrar and practicum office
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Generally, the data was collected from such participants who have diversified work
experiences, academic status and from various fields’ of studies. Moreover, qualitative
data also collected from practicum co-coordinators, academic vice dean of the AACTE,
student-teachers, college teachers and selected school directors in orders to supplement

the quantitative data.

4.2. Student-teachers’ Perception towards the Mentorship
Competencies of Placement School Teachers

This part deals with the views of student-teachers towards the mentorship competencies
of placement school teachers. In this study student-teachers evaluated their mentor
teachers’ competencies along five dimensions that was proposed by Hudson (2010) i.e.
the mentors’ pedagogical knowledge (skill), mentors’ modeling ability, mentors’ personal
attributes, mentors’ ways of feedback provide to student-teachers during practice as well
as the mentors’ awareness and understanding about the policy and objectives of
practicum (system requirement). Therefore, the Tables presented below (Table-2 up to
Table-6) depicted the data collected from student-teachers pertaining to the
aforementioned issues.

Table 2: Means, standard deviation and t-test for student-teachers’ views towards
mentors awareness and understanding about the policy and objectives of practicum

(system requirement). (N=80)

Expected Actual
Variable Mean Mean SD MD t df P

System requirement 4 2.56 9  -143 -14 79  .000

Note: SD= standard deviation, MD=mean difference

As it can be seen in Table 2, the obtained mean score of student-teachers’ views of the
mentors’ understanding of the policy and objectives of practicum or system requirement
was (M=2.56, p<0.05) lower than the expected mean, which is (4). The t-value of
student-teachers views about the mentors understanding about the policy and objectives
of practicum or system requirement was (t=-14 at 0=0.000). Thus, this mean value

revealed the existence of significant mean difference between the expected mean (M=4)
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and the obtained mean (2.56). And the overall mean result indicated that the obtained
mean was significantly lower than the test-value. Additionally, the standard deviation of
the mentors understanding about the policy and objectives of practicum or system
requirements were less than 1. Thus, the smaller standard deviation indicated that there
was no much variation from the mean, in the responses. Generally the test result showed
that placement school mentors do not have adequate awareness and understanding about
the policy and objectives of practicum program (the system requirements). Thus, study’s
results are consistence with previous ones. For instance, a study conducted by Cohen et
al., (2012), on practicum in pre-service teacher education in Israel indicated the presence
of gaps between the goals of practicum and actions in practical implementation, among
the practicum stakeholders (tutors, mentors & student-teachers) and between the two
systems involved in the practicum (colleges and placement schools) that is supervisors
and mentors acting in different directions at the same time. Similarly, a research
conducted by Allen and Wright (2013), on pre-service practicum in Australia also
indicated that there is confusion around the roles and responsibilities of mentors

throughout practicum implementation.

Table 3: Means, standard deviation and t-test for student-teachers views towards

mentors pedagogical knowledge and skills. (N=80)

Expected Actual

Variable Mean Mean SO MD t df P
Mentors pedagogical
knowledge and skill 4 2.47 9 -1.5  -15 79 .001

Note: SD= standard deviation, MD=mean difference

As it can be seen from Table 3, student-teachers perception about whether mentor
teachers have the required pedagogical knowledge and skill to serve as mentor or not
during practicum implementation is significantly lower than expected (t= -15.12 at
0=.001), because here the expected mean result was (M= 4) and the observed mean result
that was obtained from 80 students questionnaires showed (M=2.47, SD=0.9 with p <

0.05). This indicated that student-teacher perceived partner school mentors do not have
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the required pedagogical knowledge and skills to serve as mentor during practicum

implementation program.

So as to supplement the questionnaire responses of student-teachers’, interviews were
also carried out with two practicum coordinators. Accordingly, they were asked to answer
whether placement school teachers have enough pedagogical knowledge and practical
experience to serve as mentors or not; and based on this one practicum coordinator stated
as follows:

Since training was not given on mentoring skill, it is difficult to say partner school
teachers have enough pedagogical and practical experience to serve student-
teachers during practicum implementation program. But some of the mentors
have long teaching experience, though some are new graduates. So, those with
long teaching experience might have enough practical experience to share with
the student-teachers they work with.

Another practicum coordinator reflected in the way that:

Most of placement school mentors did not have the required pedagogical
knowledge and skills to support student-teachers during practice, this is due to the
fact that some of them were new graduate that have under three years of
experience, and due to this and other factors most of them have no enough
practical experience to share with the student-teachers during practicum
implementation.

Corroborating the above idea, the vice dean of Abi-Adi College of Teacher Education
also reflected that placement school mentors do not have the desired pedagogical
knowledge and skills to support student-teachers during practicum implementation
program. The academic vice dean of Abi-Adi College of Teacher Education elaborated

his view as follows:

Based on the need assessment made by the college to provide training to
placement school mentors, most of the placement school teachers proposed to get
training related to how to teach students (pedagogical part) and this indicated that
placement school teachers have knowledge gap how to guide and support class
room students in general and student-teachers in particular.

In general based on the data collected from the different sources via different instrument
regarding the mentors’ pedagogical knowledge, it is possible to say that placement
schools mentor teachers do not have the required pedagogical knowledge and skill to

serve as mentor. And this finding is not in line with what Hudson (2010) suggested
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saying that competent mentors should have good (the required) pedagogical knowledge
and skills on how to utilize active teaching method, how to select and prepare relevant
teaching aid, how to manage and assess student-teachers and how to integrate methods
and content with ability and needs of the learner etc. Similarly MoE (2011) substantiated
that pedagogical knowledge can differ from subject to subject and lesson to lesson; hence
mentors need to conceptualize what constitutes subject-specific pedagogical knowledge

in order to articulate this clearly to their mentees.

Table 4: Means, standard deviations and t-test for student-teachers’ views towards

mentors modeling ability. (N=80)

Expected Actual
Variable Mean Mean SD MD T df P

Mentors modeling ability 4 2.6 93 -14 -13.6 79 .001

Note: SD= standard deviation, MD=mean difference

As it can be seen from Table 4, student-teachers were asked to rate their perceptions
towards the mentors being model for them during practice or not was significantly lower
than the expected (t=-13.671 at 0=0.001). Thus, the expected mean result of (N=80) was
4, but the observed mean result was 2.6 with SD=0.9 that is below the expected mean.
And the result of one sample t-test point out that student-teachers realized, placement

school mentors were not as such good model to them during practicum implementation.

In addition to the above, student-teachers were interviewed about their mentor teachers
were role model to them or not during the school base practicum experience. Three

student-teachers said as follows:

We need support from the school teachers and school administration to gain the
entire in-school experiences, we need also their help to practice effectively and
better understand teaching profession. Because we are trainee not experts...we are
new to the school and to teaching profession However, there is no meaningful
support given to us from the subject teachers instead they told us the grade level
and section we are expected to teach and left the school by giving us all the
responsibilities. ...and mentor teachers were not acting as teachers...totally they
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have not kept their professional demeanor. They see the period of practicum as a
break.

Contrary to the above idea two student teachers have almost positive idea about their

mentors and they said:

Our mentor teachers have good personal attribute and they treat as friend and
professional colleagues and we obtain important things from our mentor teachers,
due to this we can take our mentors as reference in our teaching profession.

Based on the above quantitative and qualitative results, one can deduce that placement
school mentors were not good models for the novice teachers during practice. And this
finding is not in line with the MoE (2011) practicum guide for primary schools in
Ethiopia, and Hudson five factor model for mentorship competence (Hudson, 2010).
According to MoE (2011), mentor teachers need to model effective teaching strategies
and classroom management skills to support pre-service teachers in their teaching
practices. This is because it is imposable to attain the aim of school based field
experience without the supports of school mentors. Generally, Hudson (2010) also
suggested that the school mentors have professional responsibilities of serving as a
professional role model in providing appropriate feedback after observation, modelling
effective instructional techniques for the beginner teacher, orientating student-teacher and

helping student-teachers to make best practice in the classroom.

Table 5: Means, standard deviation and t-test for student-teachers views towards

mentors personal attribute or characteristics. (N=80)

Expected Actual
Variable Mean Mean SD MD t Df P

Mentor personal attribute 4 4.16 04 16 34 79 .001

Note: SD= standard deviation, MD=mean difference

As can be observed from Table 5, student-teachers views toward mentors personal
attribute or characteristics (M = 4.16, SD = 0.408) was significantly higher than the
expected mean (M=4). And as indicated by one sample t-test in the above table (t= 3.493,
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p < .005). This mean value implies placement school mentors have good personal

characteristics.

In the above table 5, the result from one sample t-test showed that placement schools
mentors have good personal attribute during the school based practicum. Therefore the
finding of the study indicated Abi-Adi College of Teacher Education partner school
mentors worked with student-teachers freely as a friend or professional colleague and this
kind of personal attribute encouraged student-teachers to freely express their views about
teaching. In line with the above idea, Hudson (2010), also stated placement school
mentor takes a keen interest in the mentee’s discussion and the mentee is supported with
positive comments and constructive advice, then the mentee may gain more confidence.
Conversely, mentors who do not display supportive and positive personal attributes may

limit, or even reduce, the mentee’s confidence.

Table 6: Means, standard deviation and t-test for student-teachers views towards

mentor’s ways of feedback provide to student-teacher. (N=80)

Expected Actual
Variable Mean Mean SD MD t df P
The quality of feedback

provided to student-teachers 4 5 44 1 156 -12 79  0.001

from the mentor teachers

Note: SD= standard deviation, MD=mean difference

Table 6 displayed the results from student-teachers who were asked to rate their
perception towards the quality of feedback provided to them from their mentor teachers
during the school-based practicum experience. And as indicated by one sample t-test the
observed mean result on the variable feedback was (M=2.44), the expected mean result
was also (M=4) with mean difference (MD) 1.56, here the observed mean result was
significantly lower than the expected mean result that (t= -12.63, p < .005) and this
revealed that placement school mentors were unable to provide quality feedback to

student-teachers during the school based practicum experience.

44



In addition to the above quantitative data, interviews were held with student-teachers to
get relevant data about the quality and forms of feedback provide to student-teachers
from their mentor teachers’. Accordingly ST1 (student-teacher one) and ST4 (student-

teacher four) said:

We need support and constructive feedback; however the feedback given to us
from the mentors was not clear and consistent. In addition to this the feedback
given to us was not on time and it is insufficient.

In addition to the above ST2 (student-teacher two) and ST3 (student-teacher three)
mentioned the difficulty in getting feedback from the mentor for future adjustments. And
they stated that ‘our mentors are always very busy, never has time for us and always says

you are fine and OK’.

To sustain the above mentioned inference, the researcher also realized that placement
school teachers were unable to provide constructive feedback to student-teachers. To
comprehend the points that the researcher observed from the document analysis section;
first the main intent of the document analysis was to see the ways and feedback clarity
that provided to student teacher during practice. And from the document analysis section
placement school mentors teachers were not concerned about establishing criteria how to
evaluate and provide feedback. In addition to the above point most placement school
mentors unable to provide the required feedback on student teachers portfolios (annual
and daily lesson plan). To elaborate the idea from ten students’ portfolios only four
papers commented in written form in good manner. But the remaining six were not any

visible feedback in the paper but they simply put the result only.

Finally, based on the quantitative, qualitative and document analysis results one can
deduce that placement schools mentors were incapable to provide appropriate and
constructive feedback to student-teachers. But the above findings deny the Hudson
(2010) five factors model for mentorship competencies. Hudson (2010), points out that
giving proper feedback is the most essential part of the mentor’s role and requires
systematic and accurate observation of a mentee’s teaching performance. Feedback

should facilitate reflection and foster critical thinking skills of student-teachers on their
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own teaching skills. And he also stated that, quality mentoring will cause improved

instruction, better teaching skills and more analytical mentee reflection.

4.3. Student-Teachers Professional Identity Development or Teacher
Identity Development

This part was intended to assess whether student-teachers develop the required
professional identity or not from the school-based practicum experience. Accordingly, the
following Tables (from Table 7 up to Table 13) depicted the results of the data collected
from student-teacher and placement school mentors pertaining to the professional identity
development of student-teachers. At this point student-teachers professional identity
development was measured based on the Beijjard, Meijer and Verloop (2004),
framework. According to Beijjard et al. professional or teacher identity development
measured based on the three dimensions that is based on student-teachers content
knowledge, pedagogical knowledge and didactical experience. Therefore in this study
student-teacher professional identity development was assessed based on student-teachers

content knowledge, pedagogical knowledge and didactical experience.

Table 7: The perception of student-teachers and placement schools mentors towards

student-teachers pedagogical knowledge and skills.

Expected Actual

variable PR Mean Mean SD MD T df P
Mentees’ STP 4 2.77 1 -1.23  10.7 79 .000
pedagogical

knowledge MTP 4 2.48 6 -1.52 -199 62 .000

Note: M= mean,; SD=standard division; MD=mean difference

As it is indicated in the above Table 7, student-teachers were asked about their
pedagogical knowledge progress from the school-based practicum experience (about how
to utilize active teaching method, how to select and prepare relevant teaching aid, how to
manage and assess students and how to integrate methods and content with ability and
needs of the learner) and the mean result for above mentioned issues (M = 2.77, SD = -

1.23) was significantly lower the expected mean result (M=4) and as indicated by one
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sample t-test in the above table (t= -10.7, p < .005). The one sample t-test implies that
pedagogical knowledge and skill progress of student-teachers from the school-based

practicum experience were not to the expected level.

Similarly, placement school mentors were questioned to rate their responses towards the
student-teachers pedagogical knowledge progress from the school-based practicum
experience. Based on this the calculated mean result was (M=2.48) and the expected
mean result was also (M=4) with the standard division (SD= -1.52). At this point the
calculated mean result of the placement school teacher’s views towards pedagogical
knowledge progress of student-teachers was lower than the expected mean result (M=4,
t=-20, p< 0.05). This showed that placement school mentors alleged that pedagogical
knowledge and skills progress of student-teachers from the school-based practicum

experience were low.

In addition to the above one sample t-test, independent sample t-test was used to see the
perceptional difference between student-teachers and placement school mentors towards

student teachers pedagogical knowledge progress. (See Table 8 below)

Table 8: Perceptional difference between student-teachers and placement schools

mentors towards pedagogical knowledge development of student-teachers.

STP MTP Difference
Characteristics M SD M SD M SD t |
Mentees’
pedagogical 2.77 1 2.48 0.6 0.291 0.4 1.9 0.048
Knowledge

Note: SP= student-teachers perception;, MP= mentor teachers perception;, M= mean,

SD=standard division

As presented in the Table 8, independent sample t-test was computed to find the mean
differences within students-teachers and placement schools mentors perception towards
the pedagogical knowledge progress of student-teachers from the school-based practicum
experience. Accordingly, the independent sample t-test result in the table above showed
that there was statistically significant difference in perception between student-teachers

and placement school mentors towards pedagogical knowledge progress of student-
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teachers. Student-teachers scored higher mean (M=2.77, SD=1) than placement school
teachers (M=2.48, SD=0.6) for the items designed to see the perception of student-
teachers and placement school mentors whether student teachers developed the required
pedagogical knowledge and skill from the school-based practicum experience or not.
Even though there is mean difference between student-teachers and mentor teachers
perception (MD= 0.29), but both student-teachers and placement schools mentor teachers
almost have similar perception that student-teachers did not develop the required
pedagogical knowledge and skills from the school-based practicum experience. (See

Table 7 above)

In general, based on the result of one sample t-test and independent sample t-test (in the
above Table 7 and Table 8), the finding of the study showed that student-teaches
pedagogical knowledge and skills progress from the school-based practicum experience
were low. However pedagogical knowledge progress is the expected key learning
outcomes of the teaching practicum (MoE, 2011). Likewise the school based practicum
experience is the one most important part of teacher education programs in terms of pre-
service teachers’ ongoing professional development (Howitt, 2007; Alemselam & Wudu,
2012). And Beijjard et al. (2004) also confirmed that student-teachers pedagogical
knowledge progress is one dimension of professional or teacher identity development, but
the finding of this study showed student-teachers were not developed the required

pedagogical knowledge and skills from school based practicum experience.

Table 9: Means and standard deviation and t-test for perception of student-teachers

and placement schools mentors towards student-teachers content knowledge.

Expected Actual
Variable PR Mean Mean SD MD T df P

Student-teachers subject STP 4 4.2 38 2 4.8 79 .000

matter content

knowledge MTP 4 3.7 S =210 32 62 .002

Note: M= mean,; SD=standard division, MD=mean difference
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As presented in the Table 9, one sample t-test was computed to find if there were mean
differences within the expected mean and actual mean of the variable student-teachers
subject matter content knowledge. Based on this, student-teachers perceptions (views)
whether they have the required subject-matter content knowledge or not, (M=4.2,
SD=.38) was significantly above the expected mean result (M=4, t=4.8, p< 0.05) and this
showed that student-teachers perceived as they have the required subject matter content

knowledge.

Similarly, placement school mentors were also asked to rate their view whether student-
teachers have the required subject matter content knowledge or not, based on this.
(M=3.7. SD=.51) was significantly lower than the expected mean result (M=4, t=-3.2,
p<0.05). And this result indicated that placement school mentors perceived that student

teachers do not have the required subject matter content knowledge.

Table 10: Perceptional difference between student-teachers and placement schools

mentors towards subject-matter content knowledge development of student

teachers.
STP MTP Difference
Variable M SD M SD M SD t P
Student-teacher 4.2 38 3.7 Sl 0.5 0.13 5.6 .000

content knowledge

Note: SP= student-teachers perception;, MP= mentor teachers perception; M= mean,

SD=standard division

As presented in Table 10 above, independent t-test was computed to find the mean
differences within students-teachers and placement school mentors towards student
teachers’ subject-matter content knowledge progress. Accordingly, the independent t-test
result in the table above showed that there was statistically significant difference in
perceptions (views) between student-teachers and placement school mentors towards
student-teachers subject matter content knowledge. At this point Student-teachers scored

higher mean (M=4.2, SD=.38) than placement school teachers (M=3.7, SD=0.51) and the
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mean difference between student-teachers and placement school mentors was (MD=0.5)
for the items designed to see whether the student-teachers have the required subject
matter content knowledge or not. Here both student teachers and placement schools
mentor had different perception that student-teachers were believed as they have the
required subject matter content knowledge but the placement schools teachers mean
result was lower than the expected mean, the mean difference between student-teachers
perception and placement schools teachers perception was small (MD=0.5), therefore one
can say that placement school-teachers almost have similar view with student teachers,

that student teachers have good subject matter content knowledge.

The above finding coincides with the literature that read that student-teacher subject-
matter knowledge more enhanced when they share experience with their colleagues
during the school-based practicum (Yavuz, 2010). Similarly MoE (2011), also stated
school based practicum experience provide opportunities for pre-service teachers to
internalize the theories learned in the campus courses into their own knowledge by
practicing the theories in classroom teaching under the guidance and support of their
school mentors. In addition Beijjard et al. (2004), supplemented, when studying the role
of student-teachers’ identity development and success, student-teacher subject-matter
knowledge be included in the study of student-teacher identity development and its role

in student-teacher effectiveness.

Table 11: The perception of student-teachers and placement schools mentors

towards student-teachers’ didactical experience.

Expected Actual

Variable PR Mean Mean SD MD T df P
student-teaches STP 4 2.91 96 -1.09 -10.12 79 .000
didactical
experience

MTP 4 2.38 .9 -1.62  -14.27 62 .000

Note: PR= participants, STP= student-teachers perception; MTP= mentor teachers

perception; SD= standard deviation;, MD= mean difference
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As indicated above in Table 11, student-teachers were questioned about their didactical
experience enhancement from the school based practicum. And to compare the mean
result of student-teachers views towards their didactical experience one sample t-test
were used. Hence the actual mean result of student-teachers view towards their didactical
experience enhancement from practicum experience was (M= 2.91; SD= .96) and with
mean difference -1.09 and that was significantly lower than the expected (t=-10.12,
P<0.05). This shows that student-teachers didactical experience was not enhanced to the
required level, thus student teachers unable to reflect their portfolio confidently, evidently

as well as in well-informed way.

Furthermore placement school mentors were also asked to rate their views towards the
enhancement of student-teachers didactical experience from the school-based practicum
experience, and mentor teachers agreed that student-teachers didactical experience was
not enhanced to the required level from the school based practicum experience. And as
shown in the above (Table 11), the actual mean result of placement schools teachers
towards didactical experience enhancement of student-teachers from the school-based
practicum experience were M=2.38, SD= 0.9 with mean difference -1.09 was
significantly lower than the expected (t=-14, P< 0.05). This indicated that student-
teachers’ didactical experiences did not increase to the required level from the school

based practicum experience.

In addition to the above, to see the perceptional difference between student-teachers and
placement school mentors towards didactical experience enhancement of student-teachers
from the school-based practicum experience independent sample t-test was used. And
based on this, Table 11 above depicts the independent sample t-test to see the
perceptional difference of student-teachers and placement school mentors towards
didactical experience enhancement of student-teachers from the school-based practicum

experience.
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Table 12: Perceptional difference between student-teachers and placement schools
mentors towards student-teachers didactical experience enhancement from school-

based practicum experience.

SP MP Difference
Variable M SD M SD M SD t P
student-teacher 291 97 238 9 .53 0.07 3.36 0.01

didactical experience

Note: SP= student-teachers perception;, MP= mentor teachers perception;, M= mean,

SD=standard division

As presented in the Table above, independent sample t-test was computed to find if there
were mean differences within students-teachers and placement school mentors towards
student-teachers didactical experience enhancement from the school-based practicum
experience. Accordingly, the independent t-test result in the table above showed that
there was statistically significant difference in perceptions (views) between student-
teachers and placement school mentors towards student-teachers didactical experience
enhancement from the school-based practicum experience. At this point, student-teachers
scored higher mean (M=2.91, SD=.97) than placement school teachers (M=2.38, SD=0.9)
for the items designed to see perception of student-teachers and placement school
mentors whether student-teachers developed the required didactical experience from
practicum experience or not. But both student-teachers and placement schools mentor
teachers agreed that student-teachers did not develop the required didactical experience

from the school-based practicum experience. (See Table 10)

In general, based the one sample t-test and independent sample t-test results, student-
teachers’ didactical experience were not enhanced to the required level and the finding of
the study were not in line with what MoE (2011) clearly stated. According to MoE
(2011), school based practicum creates opportunity for student-teachers to reflect on their
experiences, on their own, with peers, and with teachers in the school community. But the
finding of the study showed that from the school-based practicum, student-teachers

didactical experience did not increase to the required level.
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Table 13: Chi-square to the perceptional responses of student-teachers and mentor
teachers towards whether student-teachers developed the required professional

identity or not.

STP MTP value

Variable Yes % No % yes % No % ofx2 df P

Student-teachers
professional identity 34 24 46 32 15 10 48 34 546 1

Development

019

Note: STP= student-teachers perception; MTP= mentor teachers perception, x2= value

person chi-square; p<0.05

As seen in the above Table 13, 94 of the respondents (46 student-teachers and 48
placement school mentors) believed that student-teachers have not developed the required
professional identity or teacher identity from the school-based practicum experience and
the remaining 39 of the respondents (24 of school mentors and 15 of student-teachers)
also believed that student-teachers were developed the required teacher identity from the
school based practicum experience and the chi-square result also (y2=5.46, df=I,
p<0.05). Therefore, the above result showed that student-teachers professional identity
development from the school-based practicum experience was not developed to the

required level.

In addition to the above, college teachers were interviewed whether student-teachers
acquired the required professional identity or teacher identity development from the

school-based practice or not. And the key information suggested that;

Most of the students did not develop the required competencies from the school-based
practicum experience that, when they were asked to present their action research paper
in front of the class students, they feel shy and unable to reflect their idea clearly and
confidently because student-teachers have pedagogical knowledge gap how to interact,
how to use black board, how to express their ideas and their feeling.

Therefore the result of the chi-square and the interview result of the college teachers’
showed that student-teachers have not developed the required teacher identity or

professional identity from the school based practicum experience. But the finding is not
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in line with the objective of practicum in teacher education institutions in Ethiopia.
According to the MoE (2011) practicum guideline for primary school teachers’ training
program in Ethiopia and TESO document school based practicum experience is supposed
to enable each student teacher to achieve levels of competence that will qualify him/her

for the entry into the teaching profession.

4.4. Factors that Influence Mentorship Practice

This section of the study or the research question was planned to assess the magnitude of
the problems that influence mentorship practice during practicum implementation. In the
Table below (Table 14 andl5) different types of problems were listed and the listed
problems are related to college and school factors that influence mentorship practice. And
those factors that influence mentorship practice were taken from review literature and
research findings of other researchers; here the main intention of the study (the research
question) was to see which factors (problem) negatively affect the mentorship practice of
placement schools of Abi-Adi College of Teacher Education during practicum

implementation.
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Table 14: Means, standard deviations and t-test for college factors that influence

mentorship practice during practicum implementation. (N=63)

Expected Actual

College factors Mean mean SD MD T df P
Failure to provide appropriate
training to mentor teachers

3 2.63 1 -36 -279 62 .007
Lack of incentive provided to
placement school mentors while 3 2.17 82 -82 -8 63 .000*
they work
Lack of close discussion with
placement school mentors and
student-teachers 3 3.37 78 36 3.67 62 .001*
Practicum coordinator failures to 3 341 S5 41 587 62 .000*
provide clear direction
Unclear linkage system between 3 3.33 J1 33 3.68 62 .000%*
college and partner schools
College failure to provide teaching 3 3.54 6 54 693 62 .000*
Materials
Student teachers’ lack of adequate 3 2.62 92 -38 -327 62 .002%*
knowledge about the current teaching
theories, methods and techniques
Lack of appropriate criteria to evaluate 3 2.16 1.1 -84 -586 62 .000*

Student-teachers during practice.

Note: SD= standard deviation, MD= mean difference

As presented in the Table above there are lists of college factors that might influence

mentorship practice of Abi-Adi College of Teacher Education partner school teachers

during practicum implementation. From the above listed factors, partner school mentors

identified the serious challenges that hinder them to implement practicum program in the

desired condition. The most serious challenge that influence mentors practice was failure

of the college representatives to come to school to discuss the problems of the student-
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teachers (M=3.37, SD=.78) was significantly higher than expected mean [(M=3), t=3.67
at 0=.001)] with mean difference (MD=.36) and this showed that from the listed college
factors the failure of the college representatives to come to school to discuss the problems
of the student-teachers were identified by mentor teachers as one serious challenge or

hindrance for effective mentorship practice.

The other serious challenge that identified by partner school mentor teachers that
influence their mentorship practice were the college practicum coordinators’ unable to
give clear and precise directions to mentor teachers on how to implement practicum,
(M=3.41, SD=.55) was significantly higher than expected mean [(M=3, t=5.87 at
0=.000)] with mean difference (MD=.41) and the one sample t-test result showed that
from the listed college factors that influence mentorship practice during practicum
implementation, college practicum coordinators’ unable to give clear and precise
direction on how to implement practicum was other serious problem that influence the
mentorship practice in partner schools of Abi-Adi College of Teacher Education in 2017

academic year.

Moreover, the other problem that was rated by placement school mentor teachers as
serious problem was the unclear linkage system between college and partner schools to
implement practicum program, (M=3.3, SD=.71) was significantly higher than expected
mean [(M=3), t=3.68 at a=.000)] with mean difference (MD=.33) and the result of the
one sample t-test indicated that there is no clear linkage between college and practicum

placement schools to implement practicum program in effective way.

The other partner school mentors identified as serious challenge or problem was the
college failure to provide teaching materials to implement practicum program, (M=3.54,
SD=.6) was significantly higher than expected mean [(M=3), t=6.93 at 0=.000)] with
mean difference (MD=.54) and the result indicated that college unable to provide
appropriate teaching materials to implement practicum program becomes a serious

problem for partner schools mentors while they worked.

In addition to the listed factors in the above Table 12, interview was held with four

partner schools directors. And the area focus during the interview was the challenges that
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encountered partner school mentors during practicum implementation program. Based on
the interview school director (D1) and school director four (D4) stated their views as

follows:

Director one (D1) side that, the relationship between college and partner schools
was very loose and college have little relationship with partner schools and this
becomes one obstacle for effective mentorship practice in our schools. During the
interview, the school director (D4) also mentioned that, apart from sending the
student-teachers to schools, the college did not check what had been going on in
the school. They even did not know who the school based mentors were and did
not orient them (from time to time) as what was expected from them.

Another director (D2) reflected in a similar way and stated:

The usual time the student-teachers come to our school is around the end of each
semester. As a result our teachers feel some inconveniences to work with student-
teachers since they are on the urge of completing their semester duties.

Corroborating the above idea, the third school director (D3) also said that;

The number of the student-teachers coming for practice and the number of our
teachers do not match some time, we accept more student-teachers than the school
teachers. So, we are obliged to assign 2 or 3 student-teachers at an average to
work with one school teacher.

Generally, the qualitative and quantitative data revealed that the serious problems that
influence mentorship practice of placement schools and related with college factor were,
the failure of the college representatives to go to school to discuss the problems of the
student-teachers, college practicum coordinators’ unable to give clear and precise
directions to mentor teachers on how to implement practicum, unclear linkage system
between college and placement schools to implement practicum program, the failure of
college to provide teaching materials to implement practicum program and lack of close
relation between college and partner schools were serious problems that influence
mentorship practice of Abi-Adi College of Teacher Education placement schools.
Previous researches also illustrated similar result about the factors that influence
practicum implementation in general mentorship practice in particular. For instance
Tadessse (2014) indicated that practicum implementation was not effectively
implemented due to lack of coordinated work and absence of close follow up and support

system.
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Table 15: Means, standard deviation and t-test for school factors that influence

mentorship practice during practicum implementation. (N=63)

Expected Actual

School factors Mean Mean SD MD T df P
Lack of assistance from the
school administrators 3 2.33 1 -66 -49 62 .000*

Lack of readiness of the school

administration to discuss

problems and exchange ideas

with practicum coordinators 3 2.43 1 -57 44 62 .000*

Lack of adequate school
facilities 3 333 .77 33 3.08 62 .001*

Number of student teachers
given to mentor teacher to
work with. 3 2.25 9 75 -6.5 62 .000*

Poor administration of the
school 3 3.06 .94 .06 .53 62 .597

Lack of enough time to work
with the student-teacher 3 3.27 .8 27 2,65 62 .001*

Note: SD= standard deviation, MD= mean difference: P<0.05

As presented in the Table 15 above, there is listed of problems that are related with
school factor that influence the mentorship practice in general. And in this section,
partner school mentor teachers were requested to identify the serious problems that
influence them while they worked with student-teachers during practicum
implementation period. Based on, the one school factor identified as serious problem by
partner school mentors was lack of adequate school facility to implement practicum
program, (M=3.33, SD=.77) was significantly higher than expected mean [(M=3), t=3.08
at 0=.001)] with mean difference (MD=.33) and the one sample t-test result indicated that
lack of school facility become one factor negatively affect mentorship practice in Abi-

Adi College of Teacher Education partner schools.
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The other problem identified by placement school mentor teachers as serious problem
was lack of enough time to work with student teachers, (M=3.27, SD=.8) was
significantly higher than expected mean [(M=3), t=2.65 at 0=.001)] with mean difference
(MD=.27) and the result indicated that placement school mentors was faced shortage of

time to work with the student-teachers during practicum implementation.

To triangulate the quantitative data gathered through questionnaire, the two practicum
unit coordinators were also interviewed on factors affecting the success of the practicum
in general and mentoring practice in particular. They mentioned incentive expectation on
the part of the mentors and limited support of the schools as the typical problems during

practicum implementation.

To sum up, the result of the data that were collected through questionnaires and
interviews regarding school factors that influence mentorship practice indicated that lack
of school facility, mentors lack of time to work with student-teachers, incentive
expectation on the part of the mentors were identified by the partner schools mentors as
serious problems that affect the implementation of practicum program. Therefore, it is
possible to generalize that lack of school facility and mentors lack of time to work with
student-teachers were the serious problem that influence the mentorship practice of Abi-
Adi College of Teacher Education placement schools. Similar to this finding, the research
conducted by Mignot (2009), also indicate that practicum was not effectively
implemented due to factors such as mentors’ insufficient time and lack of systematic

assessments.

To know the source of problem and to suggest for solution Abi-Adi College of Teacher
Education vice dean was interviewed on the criteria that the college and partner schools

used jointly to select mentor teachers. He said:

Our college proposes performance evaluation of the school and work experience
as criteria. A teacher with maximum evaluation point and work experience can be
a mentor. But many times these criteria were violated and now nearly everyone
teachers in the school are mentors. This shows that even a teacher with little or no
experience (zero service) can also be a mentor.
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Similar to the above question practicum coordinators were also interviewed about the

selection procedure of mentor teachers; and the one practicum coordinator (C1) said:

... There is no criterion for the selection of the mentors; mentors were simply
selected without any consideration (teaching experience, mentoring experience
and efficiency....).

The second practicum unit coordinator of Abi-Adi College of Teacher Education (C2)

also said that, ‘the selections of mentor teachers are left to the school principals’.

Therefore, based on the interview results of the Abi-Adi College of Teacher Education
vice dean and the two practicum coordinators it is possible to generalize that Abi-Adi
College and practicum partner schools have no pre-specified criteria to select mentor
teachers. But this finding is not in line with the practicum guideline for primary school
teachers’ training in Ethiopia (MoE, 2011). The ministry of education practicum
guideline for primary schools teachers training program outlined per-specified criteria to
select mentor teachers, and the pre-specified criteria’s are; teachers should have at least
three years of successful teaching experience, should be above-average teacher who can
serve as a model for handling both content and student and it should based on the interest
of the teachers etc. But the finding of the study showed that mentors were not selected

based on the pre-specified criteria’s of MoE.

The other question rose during interview with college teachers and vice dean of Abi-Adi
College of Teacher Education was about the challenges that college faced during
practicum implementation in general and mentorship practice in particular. Base on this

they said:

Lack of common consensus among practicum stakeholders, the remoteness of the
practicum placement school from the college, inappropriate placement of student-
teachers during practicum program to their subject area, lack of commitment and
carelessness of partner school mentors and the student-teachers failure to behave
in a professional manner when they interact with students are the major
challenges to implement practicum program.
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Finally, practicum coordinators and partner schools directors, college teachers as well as
vice dean of Abi-Adi College of Teacher Education were interviewed about what
possible measures should be taken to maximize the mentoring roles of the school teacher,

and they mentioned the following as major considerations:

Experience sharing with similar institutions in and out of the region, the selection
of mentors should be based on teaching experience, mentorship experience,
efficiency and as well as academic rank and the colleges and partner schools
should provide enough teaching materials to implement practicum program
effectively, there should be close communication among practicum stakeholders’,
the college should establishing accountability system to the whole process and the
program coordinator should encourage and motivate school mentors during
practicum implementation.
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CHAPTER FIVE
5.SUMMARY, CONCLUSUIONS AND
RECOMMENDATIONS

5.1. Summary

The main purpose of this study was to see the role of mentorship in the development of
student-teachers professional identity. More specifically, this study was set out to seek

answer for the following basic research questions:

1. Do the mentors in placement schools have the required mentorship competencies to
provide the support needed by student-teachers in practicum?

2. To what extent does the mentorship practice contribute to the development of
student-teachers’ professional identity?

3. What are the factors influencing mentorship practice in the development of student

teachers’ professional identity?

For this study, descriptive survey design was employed. The sources of data for this study
were the academic vice dean, practicum coordinators, school mentors, college teachers,
school directors, and student-teachers’ of third year attending in the academic year of
2016/2017. The total numbers of population included in this study were 486 practicum
stakeholders, and out of these, 154 samples were taken through random and non-random
samplings techniques. And before the main data was collected, the instruments were pilot
tested in advance of ten student-teachers, eight school mentors. After doing so, the
questionnaires were distributed to student-teachers and school mentors. Moreover,
interview was also conducted with one academic vice dean, two practicum coordinator,
four school directors, four college teachers and five student-teachers. The data obtained
from the study participants were analyzed through both quantitative and qualitative
analysis techniques. Descriptive statistical analysis such as mean, standard-deviation, and
inferential statistics such as one sample t-test, independent sample t-test and chi-square

was applied to analyze the collected data. On the other hand, the data collected through
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the interviews, open-ended questions as well as from document were analyzed
qualitatively in the form of narrative descriptions. Thus, from the analysis of both

quantitative and qualitative data, the following major findings were obtained.

One sample t-test showed that the existence of significant mean difference between the
obtained mean values of the 5 dimensions that proposed by Hudson (2010) to measure
mentorship competencies. Therefore, the quantitative results showed that placement
school mentors do not have the required mentorship competence to serve student-teachers
during practicum implementation. In addition to the quantitative result, the qualitative
result also indicated similar result. Thus, both quantitative and qualitative results
indicated that Abi-Adi College of Teacher Education partner school mentors have no the

required mentorship competencies to serve as mentor.

Regarding the second research question both qualitative and quantitative data that were
collected from different participants indicated that the professional or teacher identity

development of student-teachers form the school-based practicum experience were low.

Regarding the third research question of the study the finding of the research reveals the
following issues as the factors that seriously affect mentorship practice of partner school
teacher. These issues include; the failure of the representatives of the college to come to
school to discuss the problems of the student-teachers, college practicum coordinators’
unable to give clear and precise directions on how to implement practicum program, the
failure of the college and partner schools to provide teaching materials to implement
practicum program, the unclear linkage and unstructured system between college and
placement schools to implement practicum program, the failure of the college and partner
schools to use the per-specified criteria of MoE for selection of mentor teachers and
incentive expectation on the part of the mentors while they work with student-teachers
during the school-based practicum experience are factors that influencing mentorship

practice of AACTE placement schools.
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5.2. Conclusions

Based on the findings the following conclusions were drawn:

Based on the finding one can conclude that partner school mentors have no the required
competencies to serve as mentor. With regard to professional identity development of
student-teachers from the school-based practicum experience, the researcher conclude
that professional or teacher identity developments of third year students of AACTE were
not to the required level. Furthermore, the present study showed that practicum program
surrounded by multiple challenges. But in this study based on the findings, one can
conclude that the serious problems that hampered mentorship practice in the case of Abi-
Adi College partner schools are the failure of the college representatives to come to
school to discuss the problems of the student-teachers, college practicum coordinators’
unable to give clear and precise direction on how to implement practicum, unclear
linkage between partner schools and college, lack of adequate school facilities, mentors’
shortage of time to work with the student-teachers, lack of close communication between
college and practicum placement schools and incentive expectation on the part of the

mentors while they work with student-teachers during practicum implementation.

5.3. Recommendations

In view of the above conclusions, the study recommends that the following:

e In view of the fact the very important of school-based mentoring in pre-service
teacher education is sharing professional expertise and experiences to student-
teachers, therefore teachers who serve as mentors should have the necessary
competence and experiences. So, Abi-Adi College and partner schools should
adequately implement the pre-established criteria of MoE for selection of
mentors. Moreover selection of mentors in teacher education should be favor
teachers with better qualifications, years of experiences and efficiency.

e The college should invest more time and resource towards the development of a

pool of mentor teachers to assist student-teachers during their placement schools.
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e College teachers should support partner school teachers at school level instead of
leaving all the responsibilities to partner school mentors to train student-teachers.

e School based mentors should be given training courses from college in the form
of seminars, workshops and discussion forums; etc which would make them see
problems and seek solutions to the prevailing problems of school based
mentoring.

e Teacher Education Colleges and partner schools should establish strong
relationship. They should arrange frequent visits and discussions on their joint
responsibilities. The Colleges are expected to give some material and intellectual
support to their partner schools to strengthen their relationship, which in turn
facilitates the student-teachers school, based training.

e Incentives for mentor teachers in recognition of the responsibility they have
assumed should be provided by college and regional education office to motivate
and make them contribute better for the professional development of student-

teachers.

Issue for Further Research

e The focus of this paper was delimited only on investigating mentorship
competence and professional identity development of student-teachers from the
school-based practicum experience. Therefore, the researcher would like to
suggest that future research should be undertaken with regard to ethics of student-

teachers in the sample schools.
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APPENDIX A

Bahir Dar University
College of Education and Behavioral Sciences
Department of Teacher Education and Curriculum Studies
Questionnaires to be filled by student-teachers

Dear trainers the purpose of this questionnaire is to gather data from student-teachers for
a project that has been designed to study “The role of mentorship in student-teachers’
professional identity development in Abi-Adi College.” The questionnaire has three parts.
Part I is about background information; Part II is about the student-teachers views about
mentorship competencies of placement school teachers during practice. Part III is about
the contribution of mentorship experiences to the development of student-teachers
professional identity development. I, therefore, kindly request you to read all the items in
this questionnaire and give clear responses. Your genuine contribution is essential for the

success of the study.
Thanks in advance for your cooperation!

Note that: Writing your name in any part of the questionnaire is not required.
Part I: Background information

1.1.  Sex:Male []| female [ |

1.2.  Department:

Part I1. Student-teachers views about mentorship competence of placement school
teachers

Directions: please indicate your responses to the following statements by putting a tick
mark “V” in one of the boxes for each statement.

1= strongly disagree = 2= disagree 3=havenoidea 4=agree 5= strongly agree
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Statements

Rating

scales

Issues related to system requirement

2.1 | My mentor has clear understanding about the policy and objectives of
practicum program.

2.2 | My mentor notified me in detail the rules and regulations and the
administrative structure of the school, as well as how to deal with the
school community.

2.3 | My mentor provided me with appropriate information and documentation
about the school policies.

2.4 | My mentor observed, assessed, recorded and reported my progress
against specific criteria.

Issues related to mentors’ pedagogical knowledge/skill

2.5 | My mentor is familiar with the recent theories of teaching/learning
methods.

2.6 | My mentor played a significant role in connecting theory that I learned in
college to practical situation.

2.7 | My mentor has adequate skill in selecting teaching methods relevant to
the lesson.

2.8 | My mentor worked with me in planning the lesson and team teaching.

2.9 | My mentor has adequate skill how to support and guide student-teachers
during practice.

2.10 | My mentor has adequate skill how to prepare subject-relevant teaching
aid.

2.11 | The mentor has adequate skill how to assess student-teachers during

practice.

Issues related to mentors’ modeling ability
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2.12

The mentor teacher showed me the direction on how to communicate or I

behave with my students within and outside the class room.

2.13

The mentor wanted me to teach just like she/he did and criticized me

when I deviated.

2.14

My mentor invited me to his/her class while she/he was teaching, to

observe her/his lesson presentation and learn from it.

2.15

My mentor has had a positive influence on my self-esteem (more

confidence, higher self-esteem...).

2.16

My mentor is an important resource/reference in terms of my growth and

development.

Issues related to personal attribute of mentors

2.17

Whenever I wanted the mentor for discussion or any sort of consultation,

the mentor was available and warmly accepting.

2.18

My mentor encouraged me to freely express my views about teaching.

2.19

The mentor introduced me to other teachers and administrative workers.

This helped me to feel at home (relaxed) in the school compound.

2.20

The mentor treated me as equal and approached me freely as a friend or

professional colleague.

Issues related to mentor’s ways of feedback

2.21

My mentor was observed my teaching practice, and provided me

constructive feedback and criticism during practice immediately.

2.22

The feedback provided by my mentor was clear.

2.23

I got additional knowledge and skill form the feedback provide from my

mentor teacher.

2.24

My mentor assesses my work (assignment, report, portfolio, lesson plan)

and provides me feedback through written and oral forms immediately.
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Part I11: Student-teachers’ view on their teacher identity development

Directions: This questionnaire is designed to assess the contribution of mentorship experiences to
the development of student-teachers’ teacher identity development in terms of pedagogical skill,
subject knowledge and didactical experience in the placement schools. So, you are requested to put
a tick mark “V” under the option that you think it represents your views from the given alternatives.

The number in the box represents:

1= strongly disagree = 2= disagree 3=havenoidea 4=agree 5= strongly agree

No | Statements Rating
scales

112/3 4

Issues related to student-teachers’ pedagogical knowledge/skill

3.1 | I'learned the necessary skills from my mentor on how to utilize active

learning method.

3.2 | I have enough knowledge and skill about how to prepare lesson plan.

3.3 | I gained concrete experience from my mentor about how to manage my

students effectively during teaching learning process.

3.4 | I gained concrete experience from my mentor about preparation of

subject- relevant teachings aides.

3.5 | I learned the necessary skills from my mentor on how to assess student

during teaching-learning process.

3.6 | I gained concrete experience from my mentor about how to integrate

methods and contents with abilities and needs of the learner.

Issues related with student-teachers’ content knowledge

3.7 | I believed my mentor has great contribution to my good subject matter

knowledge and skill.

3.8 | I am clearly enjoying the lesson in class room because my mentor teacher

supports me.

3.9 | Working with my mentor teacher had an important role in the confidence
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to teach subject matter content efficiently.

3.10 | I made meaningful connections to other content areas and real-life

situation while I teach.

Issues related with student-teachers’ didactical experiences

3.11 | I made reflection on my portfolio (annual and daily lesson plan) in front

of my classmate and my teacher

3.12 | I made reflection confidently to my teacher about the co-curricular

activity preformed in placement schools.

3.13 | I made reflection on my classroom experience clearly.

3.14 | I have knowledge of the idea that I reflect about.

1. Do you believe that you developed the required class room teaching competencies
from the school-based practicum experience?

A. Yes I believe B. No I believe
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APPENDIX B

Bahir Dar University
College of Education and Behavioral Sciences
Department of Teacher Education and Curriculum Studies
Questionnaires to be filled by placement school mentors

Purpose: This study is aimed to investigate the role of mentorship in the development of
student-teachers’ professional identity in Abi-Adi College of Teacher Education.
Therefore, you are kindly requested to answer all the items honestly and carefully after

you read it thoroughly. The information that you give will kept strictly confidentially.
Thanks in advance for your cooperation!

Note that
e The term student teacher, pre-service teacher and candidate teacher are
interchangeable used.

e Writing your name in any part of the questionnaire is not required.
Part I: Background information
1.1. Sex: Male []  female [ |
1.2. Year of teaching experience:  1-5years [ | 6-10 years [ |

11-15 Years [ | above 15 []
1.3. Departments:
1.4. Academic rank: Diploma [ | Degree [ ]

1.5.  Years of experience engaged as a mentor:
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Part: II. Factors that influence mentorship practice

Direction: This questionnaire is intended to gather data in relation to the factors that
influence mentorship practice during practicum program. Please indicate the magnitude
of each of the following problem by putting a tick mark “\” in one of the boxes for each

statement.

1= strongly disagree 2= disagree 3= Agree 4= strongly agree

Issues Related to college factors that influence mentorship practice Rating
scales

1 (213

2.1 | The college’s failure to provide me with appropriate training on how to

implement practicum program.

2.2 | Getting little or no payment/incentive during the practicum I assume

during the practicum in working with the student teachers.

2.3 | Failure of the representatives of the college to usually come to my school
to discuss the problems of the student-teachers and solve them for further

improvement.

2.4 | The college practicum coordinators’ failure to give clear and precise

directions on how to implement practicum.

2.5 | The college and placement school have not a well-structured and clear cut

linkage system pertaining to practicum placement program.

2.6 | The college failure to provide teaching materials to implement practicum

program.

2.7 | Student teachers’ lack of adequate knowledge about the current teaching

theories, methods and techniques.

2.8 | Lack of appropriate criteria to evaluate student-teachers during practice.

Issues Related to school factors that influence mentorship practice

2.9 | Lack of assistance from the school administrators while I was working

with the student-teachers.

2.10 | Lack of readiness of the school administration to discuss problems and

exchange ideas with practicum coordinators about the existing problem.
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2.11 | Lack of adequate school facilities to implement practicum program.

2.12 | Number of student teaches given to me to work with.

2.13 | The whole situation in the school was so discouraging to me because of
its maladministration.

2.14 | Lack of enough time to work with the student teacher due work over load.

15. Please list down other problems that you think are not included in this questionnaire

but that have negatively affected your mentoring role.

16. What should be done for better and effective implementation of the program?

Part III: Questionnaires to mentor teachers about whether the student-teachers develop

professional identity or not.

Direction: This questionnaire is intended to gather data about whether the student-teachers

development professional identity or not. So that, you are requested to put a tick mark “v”

under the option that you think represents your view. The number in the box represents:

1= strongly agree 2=agree 3=have noidea 4= disagree 5= strongly disagree
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Statement

Rating scales

1

2

3

4

Issues related with student-teachers content or subject

knowledge

3.1 | Student-teachers have enough subject matter knowledge to
teach students in the placement school.

3.2 | I observed the student-teachers clearly enjoying the lesson
while teaching.

3.3 | I observed that the student-teachers have confidence to teach subject matter
content effectively.

3.4 | Student-teachers make meaningful connections to other content
areas, and to real-life situations.
Issues related with student-teachers' pedagogical
knowledge

3.5 | Student-teachers have adequate skill and knowledge how to
utilize active learning method.

3.6 | Student-teachers have enough knowledge and skill about how
to prepare lesson plan.

3.7 | Student-teachers have good ability to manage students during
teaching learning process.

3.8 | Student-teachers have adequate skill and knowledge how to

assess

Students during practice.

3.9 | Student-teachers have adequate skill on how to prepare subject
relevant teaching aides.

3.10 | Student-teachers integrate methods and contents with abilities
and needs of learners
Issues related with student-teachers didactical experiences

3.11 | Student-teachers made reflection on their portfolio in front of

their classmate and their teachers.
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12 | Student-teachers made reflection confidently about the co-

curricular activity preformed in placement schools.

3.13 | Student-teachers reflect on their class room experience clearly.

3.14 | Student-teachers have knowledge of the ideas they reflect

about.

1. Do you believe student-teachers develop the required class room teaching
competencies in terms of their content knowledge, pedagogical skill and their
didactical experiences development from the school based practicum experience?
B. Yes I believe B. No I believe

2. If your answer for question number one is yes please explain by giving examples.
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APPENDIX C

Bahir Dar University
College of Education and Behavioral Sciences
Department of Teacher Education and Curriculum Studies
Interviews guides for Vice-dean

1. Are there any criteria used in the selection of teachers who serve as mentors? If yes,
what are they?

2. Do you think the mentors have the required pedagogical knowledge and skill to
equipp the trainees with practical skills of teaching? Please explain your perception
by giving concrete example.

3. What are the challenges that encounters during the implementation of practicum
program?

4. What should be done for better implementation of practicum program for the future?
Interviews guides for practicum coordinators

1. Are there any criteria used in the selection of teachers who serve as mentors? If yes,
what are they?

2. Do you think the school teachers have enough pedagogical knowledge and practical
experience to serve as mentors? Please explain your perception by giving concrete
example.

3. What are the challenges that encounters during the implementation of practicum
program?

4. What should be done for better implementation of practicum program for the future?
Interviews guides for placement school directors

1. Do you think the mentors have played the role they are supposed to play in the
process of equipping the trainees with practical skills of teaching? Please explain

your perception by giving concrete example.
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2. What are the challenges that encounters during the implementation of practicum
program?

3. What should be done for better implementation of practicum program for the future?
Interviews guides for College teachers

1. Do you believe that the student-teachers acquire the required professional
identity/teacher identity development from placement school practice? Please explain
your perception by giving concrete example.

2. How do you check whether or not student-teachers developed the required skills from
the school based practicum program?

3. What should be done for better implantation of practicum program for the future?

Interviews guides for student-teachers

1. Did you take your mentor as role model for you during the school based practice?
Please explain your perception by giving concrete example.

2. Did the practicum coordinator office worked with for bitter implementation of the
program?

3. How do you evaluate the feedback provide you from you mentor teachers.
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APPENDIX D

MWCAC SLacht

avCy MG Lchl. °LF
FUCET A1-QUCT éhAat
bchd-L @t INAMTE (che-£T PI°VET)

0A7Y: GRH. avdG ot aP( IR 04T Al I T0EE ATPIPL: A T910EE ATPIPL HIPLN AOC
Py HAPP NP%t 0L 1% THIPYE &6 9% HAPI® 4P, N9k *@7 AIC aPIPYLT Al
Adm7t +/C G avPPYC PLE reAL AUCET NPT NIPHICHNA 79N HANGD A
QR bl AN AdA. 1l B0 aPOLF R 6ATIF NFOATL AR P850t AL AIC aPIPVe7 A
TU0EE AIPICL: HOTIPPI® 0191 OL G 07P4IT T9°Che NN ¢zt ik hTUNP ANGS bl
THIPUCHR 0091 @A, TRAA TIC HE@-0A 9° N+ hh0C 24 AAH. 6ATT GRH. aP45 ot AH. IO
TLANT FRNAT 02l8A 3 TRV Vhdvts RAN:

TRFTNCP P hNOC hPL.av Pav(TY!
A NA:- AI° PAAG KPLA T

héd\ hL:- Wl Lhd 02

1.1 23+ 0 |:| K7 |:|

1.2 AFOAT 1IN/ 20 TIPUCT e,

hé-A hivt:- AZARS ha-2T1 aIPVLT Al §8 AIC aPPPVLT 1P DL G §8 PO I6 G,

(Y- A Fht 0l R6S AL hal oS Aaviit avalydt +Pamg® KA. (PP
QoG T 3 AANNI® ATHAT HIABANI® NIPT°%0 AL HHPIN A8~ SO “\” AR
APIOM Al L9, hCchS A6~7 HAQ. RoCHT D9° HOON LD-Nre::

1=4.9.0° A207109°07  2=hROT1069°07 3=No07 L0070

4=L07167100 5=NM671. L0T10710
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o)

HCHC AaQt

avTYl 4t

QL hOC aPPYC AGAM A 70N T/

2.1

AIC aPPYLT Al 770 TIPUCTT A 0A9T HO106R ATPTPL Al AFAM
ANDP::

2.2

AOC aPPPYLL HOO PPIOhREE aPPCT v L7 (T TPPUCE ThEAT
N9°0C 9°0 “UhNLAN (L TIPUCTE havg DBGA NIPHAL &0F L1

23

AIC ao9PYLL, 1HON §L (L TIPUCT 7 AL HIhe- mPI>t: dchdt hihN
1047

24

AJC av9°YsT Al I +106-P AIPIPL 1av3eC HDE~ a3+ +oHAL
NIURLL HAL GP9Y, &40 AN FRNAT “IH QR0 O-0A1L hEAT 1841
c?‘::

G& AIC aPYC FAMT? hAdT? (1-9°9°7C

2.5

AIC ao9PYle Al ALOT hAO AAQT JPI°YCT A10( AdPYYET Alkd ASAM
ANP::

2.6

AIC avdPYLL A AAN AN DAL Htev/Ch® Nta0C heve head®
NI°HADL &6 AN °7(0 HA%GA ANChF 18P

2.7

ADC avPPYLL PN aPGAF R F/t HMGGI® A0 AdP7Ue- Al T°9°6- HAN
FAMT7 hANTT 12CP=

2.8

AIC avPPYLL arOA P TATL Al PTAIPE Al AP IPIPYC TPAL AN
LACh:

2.9

AIC aPgPYLL THIPYE NTore L& NTNLA° NIPHAL Alrd AFAM AAP:

2.10

ADC aPPPYLL 9PN HIPUCE %L 1T -t/ F: HHAP&. avgdP ¢ htt Al POLAD- Alvd
FAMT7 hANTT AAP:

2.11

AIC avI°Yl.e A\ °IH 1°104-P AIPIPL: V6-L1 avgPy - harg, hegoav-
NI°HAL Ald GAMTT hANTT AAP::

HCHC AT 9°0 §& AIC aPF°YC Al “IH TI0-R AT°I°L ACKL PP P07
Hitchhit

2.12

AIC avdPYLL o0 TIP7C hore NASAT N10VS hnG99™ 7 NIPHAZ h(LE2:

2.13

AIC av9PYLe Ndéot N9t Al HIPUC TRIPUC 904 £10CE A0 HHIThP ©Il,
£99 7nikRhd ol
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2.14 | A2C ar9PVLL G HIPUZA hFAL N9°0.99° HE.AP A0 AgPYUCh THOH
AAHINLYL A1 @7 HAR +HPhe a0z

2.15 | A2C ao9PYLL GCA-hI°TrHL Al PPO-AN HA%GA L 18.CP=

2.16 | A2C av9PlL A PP NP2 NI° aoCh e hdOL9° h-(l HhAaN AhAt AL
Q::

HCHC AAGT P°0 §& AIC aPF°YC OV6 Nittehehi

2.17 | A2C aoule Thes. et AN HAADP I NA0N N9°PAA NbNP
a7 N ATH S1NLALS:

2.18 | A2C av9Pule NHOO hes. °9°YC POHIPYC HIPANt AAQt ThTed
VATV EE

219 | A2C av9PYle PO AF & avIPVeTT P°PPhASC (-ch ST Ot FIPUCTEY
AAH4-AMZ 19 D21 NHE 9°ane: A(LL hACh hAA AP

220 | A2C av9UlL Al N2, (\é-ch 197 1007 nR1 AAHPCA hPach L hG
Gk 184 PCNL:

HCHC AAOT PO §& AIC aPF°YC APTUN IMNEL-aPN. Hrtehchit

221 | A2C aP9PUCL AT APV e-R NTPOHA 7998 TML-9PAN NRAM-E LU

2.22 | IAOC aePPul e HPYOL IMNL-9PNN “1N67 7567 R

2.23 | A2C aPPYLL Al HUNLZ “IM0L-P0( TOAN FAmt7 hadT? hdh aa=

2.24 | A2C a°9ULL G HTPYNL ot T POt Ak @7 G& 60907
TCFEATT 0L PO Ndh-4T7 NPT LUNL:

1. &N < 49062 AT HOO AOC avdPUC HTGHONe/Me APTFR 11T Al AdA
AL 1007 AAN/ N, FAICT/ 18 0chT/ b
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h4-0:-3 KRR ch-PT aPPULT Al §L NO0C® F200A PR PANR QUCET aPPPUCTH

oY~ AH. Ochd R aPM@P AH. PG 0ATCh §& AIC YT NPT Al I, IR AIPOL:
N729050 HAhA ANl G8 +9°7C 9°00A PP aPAAR. AUCET aPPPUCTE AD-m, NIPHIPOA T9°E T
HAAaP @z GL +IPYE PONA PPP aPANR. AUCET aPfPuCht 971 19°70C AN HIPUCP 9Lt
FPPUCE NHAPP GAMT: GAMFT AT A1-9°9°7C 1A ‘@7 AAOTF G2 99948 +hhde avalt
N9°0C A Lo Hoe A8~7 TPTLm- Adex AAH, A1l PLTL, h8h 8 AB-T hav it P29 3T AAD-x
NARI® ket a0TILpF Tt AANN/TL ANAT DIAG A0 TRAA 487 §& “N” PART APPOT/m.x
Al (h&hC 467 HAD. RACHT HD-hAP::

1=4.9.97 A@NT109°0 2=hL2N7109°07 3=N@07 0716710 4=L0710710
5=NM671. 010710

6D fAMT? hAdT? O1-°9°YC G2 Va2t avgPyly avT)\9 It

(Issues related to student-teachers’ pedagogical knowledge/skill) 1 12134

3.1 TNE TLA AdPYYL- A aP9PY4 &AL hare n9PHAHNC ()l ADC aPIPUlL
havy/C LAz

3.2 AL T/ E horg h9° Ha0e Aed FAMT7 DANTT AdL:

33 Al @A FOI°YC-IP0TIPYC PR har hade9® NIPHAL HhAN FOMmT7

hANFT AL

34 AIC av9PYle N+ 9°0 HIPUC %L1t TI°UCT HHaP&. avdye, kit
have, ng°HA ke +°hE 201

35 Nl AoC ao9PYLL 6t ORI hI°HT HAAA 4G hare h9*HSAe hd AT
hAaA:

3.6 HPUE Tttt P/t 09k h@7 K100 AP7VEL PN G TIPIC LORT
P°9°7C %o hhaz

FOMT Tt TIUCT T8 -t aPFPULTy

3.7 AIC agPYLL, K Al HIPUC 481t H/h 80P GAmt ThuAoy h9°HINC
LAT

3.8 NIUNLET T KOG aPIPULLe &06 THIPYE A0 h9PUC A=

3.9 Al HPPUCE 92T /1 80P GCA AP AAL:

3.10 | HPUC Fhtf /E 90 HHLAAR 104D Bt TI0E 90 (T Lo+ 8P
AOF N> FhhH NIPUC NLAA:
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AA0T G 948 Thhde §& che-f1 TPIYLY

3.11

HALhhPI® Al-chl Al TCRLAL NIPOHGE/NIPNGC 784 h&AL 1avAhd
oNEP hPoN:

3.12 | o0 RO TPéI Tt (W bR NGCA-APTE 18E hEAL Navhhd 6P
AboN::

3.13 | A0 9 8NP HANL NIAL P A=

3.14 | 0180LF apAhd THPCO AAN Alrd AFAM AAL:

1.

2.

NhLA Nav76C HAY/ L SOt th i F FIPUCT T hadTT FAM 7 A1-9°9°7C aPAl+ 19°90C
PP Jo00A avPyYCTH/NL AaP9h AP AN & ThI°T 1haPL 1AL/ 627

V. h® BRI AKRATOT T

ANl Fé kb6 1 avhOn/n. apalt 19°0C PFL PLE PO0A @rdPuCTHh/ AdAPL ¢t
TahAL 0L 1G Fh PR N7 An?
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APPENDIX E

NVCAC ezacht:
aoCy G Ll PPLP
TPVCF? AT-QUCT $haqt
G aPPPYLT AAMTT OC%T-T/47 TIUCE hEA
bcved-® T NRIC-2I°UST HIPAR

0ATY:- GRH. aPaSht aP(LF R OATT & AIC aPIPUCT 1L Al FPIPONA °LP aPAN. aP9PUCTT
MPEHTU HAATP R AAH. 6ATT SRH. aPdGHt: +HLARTIP hRgP HAPY-ANI® It P06
MFROTET TEORPT (VthtS Stt: AFUNP al8h 00T AL a8Got aPnlI P
hoHDY LAMDg® TFHANT h0&F Thiui ean:

FMICP PPFRNOC APEIP 00N
Al (A= NF° TPOAT APLAT:

héa-1:- Ao Ll 0

1.1 g3+ 0 [ ] A7 ]

1.2 &0 POTPYC HAWN, Qdch AFPR-1-5 Gavit [ ] 6-10amt [ ]
11-15 9t [ ] aon. 15 9ot [ ]

1.3 HtevZPhn/hie heA, T9°UCE:-
1.4 88t -actent [ 8.Toe [ ] ewe [ ]
1.5 Al 49C a2YCrt /Mentor/ HAR/N. Qé-ch ATP4.:-

h4A-2:- 8ch&R ot T ThIC aPPPUET QGBI ARG TRACH HYTP4 AeF 19Phh
Heaht

Al 8h4P aochett AOC aPIPULT Neehe P I° NAINNE ThRACH HATP4 h1F T T9°ANN HAATP R

ANTTY £09 NP9 AN AB<7 HPTLMIP HAD. ACAGT a0TILeFT 8 NFPFeH G0 “N” PAht
UG h& h& RS LT n9° HAON L@-hdh::

1= 4397 K2OT109°077 2= KRNOTI69°07 3= 207107704 4= NM671. L0070
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6o HCUC AT 0 GL AP 019%T Htthehit TR
1 (2|3

2.1 DAP HOO A7FL 17 AT1006T T9106P AFPIPL HI°ANT Ahrd
AAMS HEIP71::

22 | Whe-ft aoPusT &6 19PN AN HA%GA €H T THACAH +@0AN, Qdch
NP7 av 0%, HLIPVAD-::

2.3 | G2 hAR Fohdct 9o0 A0t HE S8 PO Cl NIPEANC Feh6-0T
ad°Ys7 HOMPPPI® 0171t hédotch HEIP DA

24 | 9@ DAE aoth00S TN APPL NHON AH100E Odcht: 1AL
WY a9°Ceh, HEIPYA::

2.5 | A0 7 DAY A0St /BT A APY R ATPIOL: WIFL ¢
AWTaeR7 10777 NIPHACh HCA, aPPHCT 1AL WY AOC-ChY
He.IPVAD-::

2.6 | DAE veft oYLt NP Ge  FPUCE  aPash It
H@.IOPL-(1::

27 | @&t aePusT NHON AN AANT 9P9PYCT A0 AdPYULT Alké
FAMT HEIPVAD-::

2.8 [ AN b 0GR APPL hme-fT aPIPULT 1PN HRAA 16-C
av9°17Y, Lk, HEIPVAD-:

HCHC HANT 90 §& (bt A/ @171 Hdtehehit

2.9 J°°hAC (Wt kAN G F0ER AIPIRL TAIC aPIPUETT LD
HEI7::

2.10 | 9°9°ha8C (LT TIPUCT: A °H o106 ATPIPL: HOMav: §rbé-F 9o
avth((14 0GP AIPTCL FH-GNN 19PE I ch 1850 TE HEIPUAD =

2.11 | 49042 APPe: 9PRLL AN O HPUCE At So-k /[P0t
HeIPYAD-::

212 | QU d8-£T aPIPULTT G hL aPgPYC FPIP81::

213 | NI"N28T °°h4%e-R 0199t O+ +9PUCt @-LAIT R Oéch hOCh

AghANN T

2.14

o0 h6-£ T avIPYs7 ALCh 7IPOCch AlA °1H, HEIPYAD-::
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15. &l UM TR APPL W/ MAGF HOAD- 0179 AN ABA ART06T AW/,
FehA0/A1P NHCHC B/

16. 1902 AL THNAS TRAINCT 0477 ho@ 7 K3FL RANC AAP FNN/A?

h4A-3:- 8chvdR Pt ThIC aPIPVET NHOA P200A PR aPANR. aPF°UCTT Al hdfT aPTPVLTY
HPANT

aPChi- NP 0ATT Al bGP PNt AL hO-£T aPIPYLT PO0A PP aPANR. aPdPyUCTT
728 MNhAhd h9PHIPOA 79°&F0 HGAP ‘R AANTY 1l ARI° NHOY0 Aot ava9lost
AAANI® NHAT NIAG WRAN AL NPT “\? PANT AFC AN HHPYN A7 APIPMe: AP
ROCHT ND-HAPI® &7

1=4.99° A20T109°07  2=hLNT107107  3="19P0-A7 STNL R

4=0"10770 5=0MpY, LOTI6T0

HCHC AAOT PO §L he-OT aPFoYLT GAMT T i F/h: Hrtbohchie a NSt

3.1 BT aPTPULT Al HPPUCP G211 TPUCTE Al €AmT AAPIPx:

3.2 -9 a9V LT NBO-P 9P E AN aP9°7 4 NEA, hGIP7S ToHN=

3.3 Mot aPgPYLT A HPPUCP GLYE FPPUCT 80kP  GCA-AIPTET
NP7 gPV4 +9HN=

3.4 ch@-£ aPgPYLT HIPUCE b if H/E 0 WAL 1049 heidt T10t

o0 spr(p Lo+ LE AT N9°FchhH 9PV +SH.Nx:

HCHC AAOF PO §& 6P @PPUET FAmT? hAATT Q1-9°9°7C
Witehehit
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35 ch@-£F aPPPYLTT & LA JPIPYC here DIPHHOINC Ahed AFAM
ANPIO::

3.6 ch@-£t avgPy LT aPGAF P AL TIPUCT hove IPHAN AT\ FAMTT?
NAANTT RAPIP:

3.7 ch@-£t aoIPYE7 NHOA AFRAAL HI°YC Alrd FAMTT hadT AAPIP:

3.8 hB-2 avgPyYsLy Gy, +9oYE 39P99°29° Hhad Ah-d GAMT7? hadt
ANPIO::

3.9 hB-0T apgPyYLT PQ aPGA TP FIPUCT HOGL: av9°Y 4 ATH Al PI°L-0
o0-F Hhhde ALAPI::

3.10 | ch@-@T ao9uey HIPUCP vt H9PUCT 9°0 S8 TI°YC P97, JPI°YC
APE.LIP PP

HCHC AA0t P00 §& he-fT aPPVLT HAT G8 %9144 Thade
Witehehit

3.11 | the-2F ap9PyLT HACAKPI® Alecht Al TCRLAL NIPOME/NIPNGC
TRIC aPIPYC ONLP PPCrx

3.12 | cho-fF av9Pue7 NHOO LOP TTé It (L F/ L NGCA-Art  N6NLP
PPC:

313 | ch@-0T ao9Pue A ¥l 60T AANT® 010D PPC=

314 | he-0TF aoPuLT N8P aPANS THPCANP Al AN AGAM AAPTO:

1. et avust NHAPT® SAmt thHft THPUCE A ‘@7 &hmt? hadt? 01-9°9°7C
ao(\-t NFPINC 200N T°LP aPANR. aPIPYCTT AFPLAT® ‘I° AN & ThT°Y/1?

U. h® GAhT7 A. ARATT T

2. oo/l A0 Jré- 86 1 e aPIPULT TPO0A TPLE dPAAR. aPFPYCTT AFPLAT® A9 TNA
AR A1t NI/ ANEUCY/ L
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APPENDIX F

WGAC RzaCHE
FIUCHT A1-QUCT 4hAt
GB aPPYLT NAMST NC%T-T/17 F9°UCT e
FA-oMLP TPNTA 47

1. AJC aP9PysT hRTI° THACH aPIPUeT T9°I°e6 T TPavh avAh%, AAI®’ &7 aPANT-I° hD
AT DR 1L 90?7

2. KIC aIYC hb-£T avdPYeT DANT PPOTIYC 7100 hACh HANA Adch QAT ASAhT°
AP9° AADI® & ThIOH?

3. A 9 H0ER AP W38 014 /019° AOMLIPIPNIP?
4. 190 AIPICL: NA10( 79°FII° AL hNC AAP H0?

PA-0OMEP 10+ MNOCH: TINEE ATOIPL:

1. AD2C av9PYLT nR.TI° THACH. aPIPYLT 19T T PPavi avAnG, AANI™’ &7 aPANTHI° hD
ATFDRT W18 99?
2. &l U TP AIPI°L: WL 07P4T /019° A IPI°h-9°?

3. AIC aIPYC h6-£T avIPylT hant PO HIPYC T 100 hACh HONA Ad-ch NA0N \ShIP
AP AANIC & FRIVR?

4. +0LP AJPIPL: MR- TIPEI9° A73-2 hoNG AAP A2
PO-OMEP TRIC aPIYLT

1. A2C aPPUC et aeIPuLT hadet POHIP7C The1o-0h hACAH A (éch A0 AGhIP
Ae9° AOD-I® & FRIOH?

2. A M 0GR AT W1 074 /019° ADaLTPION-I?
3. 06P APIPL AN TIPFIT° A2 L hlC AAP F?

PA-OMLP ThAS ATHT: PIYLTY

1. 0 0P AIPIPL: he-OT aPPPULTT HEA G aPIPUC TPLP aPANR. AVSLT ATT0(LACT° “P-9°
AANG° & TRIPH?
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2. he-ft aogPYLr HEA NP%T FONFIPYC NIPHIPOA NI 3L, FOFIPTO?
3. 0P AIPIPL: NRN( TIPEII° W72 haNC A0 02

PA-TOMLP TGP aPIOYLTT

1. AIC aP9°UET 1dhvd £ aPIPV LT £ 0G/MTH Y970 HAPI® 0001 harg, Fo1geaged::
2. avt+hO04 0P ATPIPL A 9H To10E-P AIPIPL: HEA. £.96 Al 970 A58 LaPAA?
3. AJC ao9Pys 7 HUNRI® 91 9PA (L have, 9P P?
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APPENDIX G

Pilot Test Result of student-teachers

A) Questions prepared to assess mentorship competence of placement school

mentors

Reliability Statistics

Cronbach's N of
Alpha Items

.845 24

Item-Total Statistics

Scale Scale Corrected Cronbach's
Mean if | Variance if | Item-Total |Alpha if Item
Item | Item Deleted | Correlation Deleted

Deleted
item 2.1 65.20 238.844 .159 .847
item 2.2 64.90 229.211 350 .841
item 2.3 65.20 223.067 .604 .832
item 2.4 65.30 220.233 588 .832
item 2.5 65.00 213.778 .630 .829
item 2.6 64.80 230.844 376 .840
item 2.7 65.60 225.378 .589 .833
item 2.8 65.50 233.833 334 .841
item 2.9 65.00 219.333 746 .828
item 2.10 65.60 251.600 -.142 .858
item 2.11 65.10 235.211 254 .844
item 2.12 65.40 244 .489 .000 .856
item 2.13 65.30 228.233 392 .839
item 2.14 64.90 235.656 204 .846
item 2.15 64.80 215.289 .597 .830
item 2.16 65.10 246.989 -.042 .855
item 2.17 64.90 227.878 436 .838
item 2.18 64.50 217.167 763 .827
item 2.19 64.80 217.733 .640 .829
item 2.20 65.30 236.011 208 .846
item 2.21 65.40 224.933 .543 .834
item 2.22 64.30 224.900 473 .836
item 2.23 65.20 237.289 197 .846
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litem224 | 6460]  207.822 862 820

B) The overall item loads and Cronbach’s alpha result for student-teachers
(Questions prepared to assess professional identity development of student-

teachers)
Reliability Statistics

Cronbach's N of
Alpha Items
172 14

Item-Total Statistics

Scale Scale Corrected Cronbach's
Mean if | Variance if | Item-Total | Alpha if Item
Item Item Deleted | Correlation Deleted
Deleted
item 3.1 36.84 76.523 734 733
item 3.2 36.84 92.656 -.116 .807
item 3.3 36.64 79.963 410 756
item 3.4 37.94 80.125 534 748
item 3.5 37.44 73.892 789 124
item 3.6 37.52 81.015 278 770
item 3.7 37.74 73.387 .658 731
item 3.8 37.64 74.852 .599 137
item 3.9 37.54 75.894 .524 744
item 3.10 37.64 76.318 .686 734
item 3.11 37.92 80.820 319 765
item 3.12 38.14 78.329 538 745
item 3.13 37.94 100.880 -.373 .831
item 3.14 36.64 79.963 410 756
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C) The overall item loads and Cronbach’s alpha result for mentor teachers (Questions
prepared to assess factors that influence mentorship practice)

Reliability Statistics
Cronbach's N of
Alpha Items
7156 14

Item-Total Statistics

Scale Scale Corrected Cronbach's
Mean if | Variance if | Item-Total | Alpha if Item
Item Item Deleted | Correlation Deleted
Deleted
item 2.1 29.63 43411 -.287 791
item 2.2 29.63 36.554 332 745
item 2.3 29.13 34.125 728 712
item 2.4 29.38 34.268 477 729
item 2.5 29.25 34214 .396 740
item 2.6 29.38 33.696 .529 7123
item 2.7 29.25 32.500 745 702
item 2.8 29.63 39.125 .064 175
item 2.9 29.25 39.929 142 758
item 2.10 29.13 40.411 .063 762
item 2.11 29.63 36.554 332 745
item 2.12 29.25 32.500 745 702
item 2.13 29.38 34.268 477 729
item 2.14 29.25 34214 .396 740
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D) The overall item loads and Cronbach’s alpha result for mentor teachers (Questions
prepared to assess professional identity development of student-teachers)

Reliability Statistics

Cronbach's N of

Alpha Items
782 14

Item-Total Statistics

Scale Mean Scale Corrected Cronbach's

if Item Variance if | Item-Total [ Alpha if Item

Deleted Item Deleted | Correlation Deleted
item 3.1 24.88 22.125 368 173
item 3.2 25.00 27.429 -.357 817
item 3.3 24.63 18.554 .801 722
item 3.4 25.50 24.000 273 179
item 3.5 25.00 23.143 275 781
item 3.6 24.75 23.071 218 .790
item 3.7 24.88 26.696 -.303 .803
item 3.8 24.63 18.554 .801 7122
item 3.9 25.25 23.357 479 767
item 3.10 25.00 24.286 115 795
item 3.11 25.63 22.268 .651 754
item 3.12 25.38 22.268 .651 754
item 3.13 25.25 20.214 786 733
item 3.14 25.25 19.643 .673 .739
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