
STUDENT TEACHERS’ PERCEPTIONS TOWARDS SCHOOL EXPERIENCE 

IN MUFULIRA DISTRICT 

 

 

BY 

 

 

IREEN CHILOMBO ZONDE 

 

 

A dissertation submitted to the University of Zambia in collaboration with 

Zimbabwe Open University in partial fulfilment of the requirements for the award 

of the degree of Master of Education in Educational Management 

 

 

 

 

The University of Zambia 

 

Lusaka 

 

2020 



i 
 

COPYRIGHT DECLARATION 

All rights reserved. No part of this dissertation may be reproduced or stored in any 

form or by any means without prior permission in writing from the author or the 

University of Zambia. 

© Ireen Chilombo Zonde, 2020 

 

 

 

 

 

  

 

 

 

 

 

  



ii 
 

AUTHOR’S DECLARATION 

I, Ireen Chilombo Zonde, hereby declare that this dissertation is my own work, and 

that all works of other persons utilised herein have been dully acknowledged and 

that the work this dissertation has not been presented before at the University of 

Zambia or any other institution for similar purposes. 

 

 

Signature…………………………………. 

Date ……………………………………… 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



iii 
 

 CERTIFICATE OF APPROVAL 

This dissertation by Ireen Chilombo Zonde is approved as partial fulfilment of the 

requirements for the award of the degree of Master of Education in Educational 

management. 

 

 

Supervisor: ………………………………. 

Signature: ………………………………… 

Date: ……………………………………… 

 

 

Programme Coordinator: ………………………………. 

Signature: ………………………………… 

Date: ……………………………………… 

 

 

  

 

 

 

 

 

 



iv 
 

ABSTRACT 

The aim of teaching practice is to ensure that student teachers are well prepared for 

the teaching profession. Teaching practice denotes the preparation of student 

teachers for teaching by practical training. It grants student teachers experience in 

the actual teaching and learning environment.  As such the thrust for the research 

was to find out student teachers’ perceptions towards school experience in Mufulira 

district. In this research study, a qualitative approach was adopted, using interviews 

and focus group discussions as a means of collecting data from the research 

participants. Qualitative data was gathered from fourteen student teachers, two 

lecturers and two permanent teachers. Findings showed that despite the positive 

experiences encountered during school experience, student teachers faced challenges 

which affected their perceptions towards school experience. Results showed that 

student teachers had idealistic views and expectations of what they expected to find 

prior to entering schools. This is an indication that teaching practice is a very 

important exercise in teacher professional development as it enables the student 

teacher to understand how to write lesson plans, apply different methods of teaching, 

manage time properly, and know how to handle students, prepare and use 

appropriate teaching and learning aids, learn how to manage school records and so 

on. Based on the findings of this study, measures like befriending student teachers 

and giving them professional coaching in order to boost their confidence and hope 

during school experience as well as supervisors consciously making an effort to 

assess student teachers comprehensively are suggested in order to improve school 

experience and also have a positive influence on student teachers’ perceptions 

towards school experience. 

Key Words: School Experience, Perceptions, Teacher Professional Development, 

Professional Coaching. 
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CHAPTER ONE: INTRODUCTION 

1.0 Overview 

This chapter, gives the background of the study followed by the statement of the problem, then 

theoretical and conceptual frameworks. Thereafter, the significance of the study and delimitation 

will be given and finally, the operational definition of terms will be outlined. 

1.1 Background 

1.1.1 Researchers’ Own Experience 

The researcher is employed in the Ministry of General Education as a subject teacher and has 

been working for the past 21 years. During her years of service, she has witnessed challenges 

faced by student teachers on school experience and listened to their lamentations. This motivated 

the researcher to carry out this study so that colleges of education and schools of practice work 

hand in hand to try and see how to improve student teachers’ practice. 

1.1.2 Other Researchers  

Teaching practice is an important component of a teacher. It grants student teachers’ experience 

in the actual teaching and learning environment Ngidi & Sibaya (2003, p. 18), Marais & Meier 

(2004, p. 220) Perry, 2004 p. 2). Marais & Meier (2004, p. 221) assert that the term teaching 

practice represents the range of experiences to which student teachers are exposed when they 

work in classrooms and schools. They further argue that teaching practice is a challenging but 

important part of teacher training. Kasanda (1995) also adds on to say that during teaching 

practice, a student teacher is given the opportunity to try the art of teaching before actually 

getting in the real world of the teaching profession.  

Perry (2004, p. 4) shares his experience on teaching practice that “although student teachers gain 

specialized knowledge from class lecturers, teaching practice adds value to this knowledge when 

students come into contact with the real classroom situation. He believes that it is during 

teaching practice that knowledge is affirmed. In addition, teaching practice is one of the most 

important components of teacher training (Britzman, 1999). It can be viewed from the 
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philosophical point of view, in terms of the relationship between theory and practice. 

Furthermore, it can also be viewed sociologically in terms of the tension between the tendency 

for the training institutions to advocate innovation and experimentation and the tendency for the 

schools to be pre-occupied with day-to-day operations and routines (Youngman, 1995). 

Teaching practice occupies a key position in the programme of teacher education (Furlong et. al, 

1988). It has a positive effect on student teachers’ attitude towards the teaching profession. This 

cannot be achieved without the support and cooperation from cooperating teachers in the field. 

Teaching practice is a vital part of a student teacher because it provides them with knowledge, 

experience, leadership and resources that effectively prepare them for their future teaching 

profession successfully. Throughout school experience, student teachers are introduced to 

elements of schools’ culture and its interactions, which help them to form and review their own 

teaching philosophy. Furthermore, it provides student teachers with opportunities to discuss the 

practical teaching experiences with specialists, and thus, link the theoretical teaching experiences 

with the practical one. 

According to Lingam (Brookfield, 1990) the success of teachers does not depend on only 

theoretical knowledge, but also it depends on meaningful practice that provides them with 

necessary skills and behaviours that develop their teaching practices. Theory without practice is 

empty; practice without theory is blind.  It is therefore crucial to highlight student teachers’ 

perceptions regarding this practical experience. 

1.2 Statement of the Problem 

Teaching practice is the vital component of teacher education and training because it provides 

student teachers with an opportunity to learn from experience in the work place. Student teachers 

believe that the practical experience of observing expert teachers, receiving feedback, and 

practicing strategies are most important factors in their growth as teachers. The supervision 

which occurs during field experience, also reflects theoretical and practical conditions and this 

has the tendency of building in trainee-teachers the requisite competences for future professional 

practice (Kauffman, 1992, Puckett & Anderson, 2002). However, there is a widespread outcry 

about the lack of proper supervision and mentorship to student teachers during their teaching 

practice. This dilemma prompted the researcher to establish student teachers’ perceptions of 
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teaching practice in Mufulira district, Zambia with a focus of improving supervision and 

mentorship to student teachers during teaching practice so as to bring about student competence. 

 1.3 Purpose of Study                                                                                                                                 

The purpose of this study is to establish student teachers’ perceptions in terms of their practice, 

factors affecting them during school experience, and the role of supervision and mentorship as 

they carry out their practice. 

1.4 Research Objectives 

The study was guided by the following objectives. 

1. To establish student teachers’ perceptions of school experience. 

2. To investigate the factors affecting student teachers during school experience. 

3. To identify the role of supervision and mentorship on student teachers’ preparation 

during school experience. 

1.5 Research Questions 

The following were the research questions of the study: 

1. What are student teachers’ perceptions of school experience?  

2. What are the factors affecting student teachers during school experience? 

3. How does supervision and mentorship help student teachers’ preparation during school 

experience? 

1.6 Significance 

It is believed that this study will make a theoretical contribution to the body of knowledge related 

to school experience among student teachers. The findings may bring more specific insights to 

the factors affecting student teachers during school experience as well as the role played by 

supervisors to prepare student teachers for effective teaching and learning. In addition, the results 

from this study may be helpful to colleges of education, practicing teachers and students at large. 

It would also contribute to the existing literature on teacher education. Decision makers, 

researchers, lecturers and practicing teachers might also find the study helpful. 
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1.7 Theoretical Framework 

This research was anchored by the Situated Learning Theory by Dewey, Vygotsky and others 

and then expounded by Jean Lave and Etienne Wenger in their study of the early 1990s who 

claim that students are more inclined to learning by actively participating in the learning 

experience (Clancy, 1995). 

Situated learning is essentially a matter of creating meaning from real activities of daily living; 

where learning occurs relative to the teaching environment (Stein, 1998). For example, 

internship activities where students are immersed and physically active in an actual work 

environment. It entails that students are actively involved in addressing real world problems. As 

the practice implies, the student is ‘situated’ in the learning experience and knowledge 

acquisition becomes part of the learning activity, its context and the culture in which it is 

developed and used (Oregon Technology and Education Council, 2007). Students form and 

construct their own knowledge from experience they bring to the learning situation. 

Traditional learning occurs from abstract, out of learning experiences such as lectures and books. 

Situated learning on the other hand suggests that learning takes place through the relationship of 

people and connecting prior knowledge with authentic. In this situation, a student’s role changes 

from a beginner to an expert as they become more active and immersed in the social community 

where learning often is unintentional rather than deliberate (Oregon Technology and Education 

Council,2007). 

Situated learning involves students in cooperative activities where they are challenged to use 

their critical thinking and kinaesthetic abilities. These activities should be applicable and 

transferable to students’ homes communities and work place. Situated learning environments 

place students in authentic learning activities where they are actively immersed in an activity 

while using problem solving (critical thinking) skill. These activities should involve a social 

community which replicates real world situations. In the end, the situated learning experiences 

should encourage students to take their prior knowledge and encourage others in their 

community (Stein, 1998). 
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Table 1: Situated cognition principles relating to learning environments 

Learning in context: Thinking and learning make sense only within particular situations. All 

thinking learning and cognition is situated within particular contexts; there is no such thing as 

non-situated learning.  

Communities of practice: People act and construct meaning within communities of practice. 

These communities are powerful repositories and conveyers of meaning and serve to legitimate 

action. Communities construct and define appropriate discourse practices. 

Learning as active participation: Learning is seen in terms of belonging and participating in 

communities of practice. It is a process of interaction with other people, tools, and the physical 

world. Cognition is tied to action. To understand what is learned is to see how it is learned.  

Knowledge in action: Knowledge is located in the actions of persons and groups. It evolves as 

we participate in and negotiate our way through new situations. The development of knowledge 

and competence, like the development of language continued knowledge-using activity in 

authentic situations. 

Mediation of artefacts: Cognition depends on the use of a variety of artefacts and tools. Chiefly 

language and culture. These tools and constructed environments constitute mediums, forms or 

worlds through which cognition takes place. Problem solving involves reasoning about purposes 

in relation to the resources and tools through which a situation affords. 

Rules, norms and beliefs: Cognitive tools include forms of reasoning and argumentation that 

are accepted as normative in society. Using a tool in a certain manner implies adoption of a 

cultural belief system about how the tool is to be used. 

Interactionism: Just as situations shape individual cognition, individual thinking and action 

shape the situation. 

 

Source: (Wilson and Myers, 2000) 
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The theory was used to guide the researcher with reference to its principle. For example, under 

learning in context, the theory states that thinking and learning makes sense within particular 

situations. It also talks about knowledge in action, knowledge evolving as we participate in and 

negotiate our way through new situations. This agrees with the researcher in the sense that 

student teachers are given the real classroom situation for them to put theory into practice. They 

put to use the knowledge that they acquired from lectures, providing them with an authentic 

situation. Hence the context of the school shaping the student teacher’s cognition  of the school 

experience as well as the student teacher’s thinking of school experience shaping the context of 

the school.  

For my study, the context is the school where student teachers are learning how to teach. The 

school situation will provide interactions that will help in establishing what perceptions student 

teachers hold about school experience. The student teacher becomes the dependent variable 

while the supervisor and mentor are the independent variables. In order for the student teacher to 

carry out his or her practice, there is need for the supervisor and mentor to provide the needed 

environment in which the student teacher can thrive. 

1.8 Conceptual Framework 

A conceptual framework is a plan or framework that shows or explains either diagrammatically 

or in narrative form, the main things to be studied. It spells out the key factors, concepts or 

variables to be used and the presumed relationship among them (Miles and Huberman, 2008). 

The conceptual framework for this study was formulated from the literature which was reviewed 

and the concepts used in the theoretical framework. We can therefore, indicate that the 

perception of student teachers towards school experience is very critical. 
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Independent                                                      Dependent                                         Independent 

  

 

 

 

 

 

Figure 1: The conceptual framework on student teachers’ conceptions of school       

experience 

Student teachers attached to a school will interact with the school culture and activities thereby 

giving them an opportunity to reveal their abilities and talents, with the help of supervision and 

mentorship. The school situation will help in establishing what perceptions student teachers hold 

about school experience which could lead to an improved practice. 

Independent variables (Supervisors and Mentors). These are the variables which provide the 

information, materials, and pedagogical skills to the dependent variables (Students) for them to 

know and understand what is expected of them during their practice. 

The school is another independent variable in this study. The school provides the culture and 

environment where the student teacher with the help of the mentor depend on.  
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1.9 Delimitation 

The study was limited to two colleges of education in Mufulira district on the Copperbelt 

Province in Zambia. One being a government college while the other a private college. The 

target group for the two colleges of education was second year students. 

1.10 Operational Definition of Terms 

Mentor - An experienced teacher who is in-charge of the student teacher to offer help and 

guidance during school experience. 

Perception - How a student teacher looks at or thinks about teaching practice. 

Practice - The act of doing something in order to learn. 

Student teacher - One who is studying or training to be a teacher. 

Supervisor - Lecturer from colleges of education where students are training from. 

Teaching practice - Referred to as school experience 

1.11 Summary 

This chapter has focused on the background of school experience by highlighting issues like 

teacher education, teaching practice and its importance, factors affecting student teachers on 

school experience as well as the role of supervision and mentorship to student teachers during 

practice. Despite the efforts being made by colleges of education, we still have students who lack 

the desired competences. The next chapter reviews literature in relation to the topic under study. 

 

 

 

 

 

 



9 
 

CHAPTER TWO: LITERATURE REVIEW 

2.0 Overview 

This chapter reveals literature related to several aspects of the study that are considered essential 

factors in teaching practice. It first presents an explanation on teacher education, a summary on 

what teaching practice is, the factors affecting student teachers’ during school experience, and 

the role of supervision and mentorship on student teachers’ during school experience. The 

selected literature will help in establishing the perceptions of student teachers during school 

experience. 

2.1 Teacher Education  

The requirement a person must fulfil in order to become a teacher is to undergo a teacher 

education programme of some sort. This according to Furlong et al, (1988) is to make sure that 

the person is competent enough to be a teacher. He points out that the most effective way to 

assure that persons admitted to practice are competent is through a formal, rigorous, scholarly, 

prescribed programme of preparation. Institutions offering teacher education programmes have 

to be concerned with requirements needed to produce teachers. The concern is justified because 

it is the only way that reasonable standards can be enforced for admission to practice, and it is 

the only way the members of a recognized profession can be protected from the competition of 

unqualified persons. 

There are those who express grave thoughts about the value of professional education courses, 

instilling the feeling that anyone who knew his subject would be able to teach it (Chandler, 

1993).  These people are of the opinion that a teacher only needs a thorough knowledge of 

subject matter in order to be effective in teaching. However, as pointed out by Richey (1993, p. 

71) 

“…… a passenger who has travelled by air may feel that his experience qualifies 

him to pilot a plane. He may know much about aerodynamics, theory of flight, 

engines, flight patterns, regulations and schedules, etc. But if he should attempt to 

take charge of a flight, without having gone through the necessary long and 
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intensive program of training, he immediately would discover the difference 

between being a pilot and flying as a passenger.” 

The importance of undergoing a teacher education programme to be teachers is highlighted by 

Turner & Fattu (1993). In their research, it was clearly indicated that teachers who have had a 

methods course perform better than those who have had none. They also found out that teachers 

who have had teaching experience perform significantly better than those without these 

experiences. The same goes to teachers with one year of experience where they perform better 

than those with no experience and teachers with three to five years’ experience perform 

significantly better than those with one-year experience. Therefore, it is very important for these 

students to have an experience of what it means to be a teacher. This informs my study in the 

sense that the experience gained during teaching practice is what will help in changing student 

teachers’ perceptions towards school experience.  

2.2 What is Teaching Practice? 

Teaching practice is an important component of a teacher. It grants student teachers’ experience 

in the actual teaching and learning environment (Ngidi et al, 2003). Marais & Meier (2004, 

p.221) asserts that the term teaching practice represents the range of experiences to which 

student teachers are exposed when they work in classrooms and schools. They further argue that 

teaching practice is a challenging but important part of teacher training. Kasanda (1995) also 

adds on to say that during teaching practice, a student teacher is given the opportunity to try the 

art of teaching before actually getting in the real world of the teaching profession.  

Perry (2004, p. 4) shares his experience on teaching practice that “although student teachers gain 

specialized knowledge from class lecturers, teaching practice adds value to this knowledge when 

students come into contact with the real classroom situation. He believes that it is during 

teaching practice that knowledge is affirmed. In addition, teaching practice is one of the most 

important components of teacher training. It can be viewed from the philosophical point of view, 

in terms of the relationship between theory and practice. Furthermore, it can also be viewed 

sociologically in terms of the tension between the tendency for the training institutions to 

advocate innovation and experimentation and the tendency for the schools to be pre-occupied 

with day-to-day operations and routines (Youngman, 1995). 



11 
 

There is overwhelming consensus that teaching practice is central to teacher education 

programmes everywhere in the world (Kasanda, 1995, Ngidi & Sibaya, 2003, p. 18; Marais & 

meier, 2004, p. 220; Perry, 2004, p. 2). Different institutions and teacher training programmes 

adopt or design teaching practice policies that are informed by the institutions mission and 

vision. This mission must be anchored on the belief that aspiring teachers need to clearly 

understand the responsibilities they are about to undertake. Additionally, aspiring teachers need 

to be adequately prepared for the classroom by providing enough hands-on practice during 

teaching practice field experience. Denner   and Burner  (2007) reiterates the notion of teaching 

practice as an experiential practice by highlighting literature associated with the apprenticeship 

model to the concept of field or school experience. Similarly, Lave & Wenger (1991) point out 

that regardless of how it may be envisaged, the notion of teaching practice is entrenched in 

experience-based learning, initiated by Dewey (1938), Vygotsky’s (1978) social cognitive 

theory, and founded on the premise of situated learning. 

As aforementioned, student teachers also perceive teaching practice as their preparation for the 

teaching profession and “as a result, teaching practice creates a mixture of anticipation, anxiety, 

excitement and apprehension in the student teachers as they commence their teaching practice” 

(Manion, Keith, Morrison and Cohen, 2003 and Perry, 2004, cited in Kiggundu and Nayimuli, 

2009, p.345). However, it can frustrate students if they are not well prepared to handle subjects 

they are expected to teach. These challenges if not addressed, may affect student teachers’ 

performance during teaching practice and may in the long run affect their perception of the 

teaching profession (Quick & Sieborger, 2005). 

Different authors have shared their experiences on the rationale of teaching practice. According 

to www.btc.uob.edu.bu/Academic  The purpose of teaching practice is to prepare student 

teachers for the careers as teachers by incorporating them completely into the school atmosphere 

so that they feel as if they are part of the school to think and meditate on the practical reality of 

the teaching (Retrieved from www.btc.uob.edu.bu/Academia). School experience also pushes to 

encourage student teachers to be creative and to develop their abilities as a professional teacher. 

School experience or teaching practice is not alien to the teaching fraternity. It is that which 

ushers a student teacher into what he or she can expect in a real classroom situation. One cannot 

become a teacher minus passing through school experience. This is the more reason why the 

http://www.btc.uob.edu.bu/Academic
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novice puts his or her skills into practice and behaves in a normal school situation before he or 

she graduates from the School of Education to start practicing as a teacher (Chalikosa, 1990). 

Teaching practice prepares student teachers adequately and if these students are not well 

prepared, it affects their performance. Teaching practice also brings about creativity and the 

development of hidden abilities. These works inform my study in that they help remove the 

phobia of teaching practice from the students, which will make them confident as they deliver 

their lesson. 

2.3 The Importance of Teaching Practice 

Lecturers and other academic members’ value teaching practice as the bridge between theory and 

practice, but research findings indicate that student teachers sometimes find it difficult to relate 

course content to everyday classroom practice. They tend to place theory in one component and 

practice in another (Waghom & Stevens, 1996 in Marais & Meier, 2004) It is for this reason that 

the researcher will try to establish the perceptions of student teachers towards school experience.  

According to National Universities Commission (NUC, 2007) Benchmark and National 

Commission for colleges of Education (NCCE, 2015), the following sets of objectives have been 

established for why teaching practice is a mandatory component of teacher training. 

i. To expose student teachers to real life classroom experience under the supervision of 

professional teachers. 

ii. To provide the forum for student teachers to translate educational theories and 

principles into practice. 

iii. To enable student-teachers discover their own strengths and weaknesses in classroom 

teaching and provide opportunities to enable them address their weaknesses and 

enrich their strengths. 

iv. To familiarize student teachers with real school environment for further acquisition of 

professional skills, competences, personal characteristics and experience for full-time 

teaching after graduation. 

v. To help student teachers develop a positive attitude towards the teaching profession. 

vi. To serve as a means of assessing the quality of training being provided by training 

institutions. 
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The objectives of teaching practice inform my study in that they are helping the researcher to see 

whether student teachers are exposed to real life classroom experiences, put theories and 

principles into practice, discover student teachers strengths and weaknesses, familiarise student 

teachers with real school environments as well as help student teachers to develop a positive 

attitude towards the teaching profession.  

The importance of field experience in teacher training cannot be over emphasized. It has been 

established over time that one of the biggest influences within the student teacher education 

course is the field-based experiences student teachers encounter in real teaching situation 

(Farrell, 2001) 

This might probably be because it has been observed that field-based experiences offer Student 

teachers the opportunity to observe and work with the real students, teachers and curricular in 

natural settings (Huling, 1997). Sleeter (2008) further adds that teaching practice has been found 

to also help to offer training to student teachers in the context in which they would be working 

after their training. 

Again, research has revealed that some of the prospects of field experience, as indicated by the 

objectives of such exercises, included a diverse range of skills that were considered important for 

Student teachers to acquire. Some of such skills include: classroom management skills, lesson 

planning, awareness of teaching styles, and ability to interact with students (Richards & Crookes, 

1988).The experiences acquired during the teaching practice sessions may help student teachers 

develop their own potentials which will equip them to perform their future roles as teachers with 

a lot of precision. These potentials include skills in lesson planning, decision making, problem 

solving and application of learner centred methods of teaching just to mention but a few. 

Scholars such as Alsaid (2001); Bhagara & Party (2011) have also demonstrated that teaching 

practice provides an opportunity for student teachers to put into practice these skills before they 

begin to work as professionals. Therefore, where there is maximum supervision and mentorship, 

these student teachers will receive the needed skills before they join the teaching profession.  

By actively engaging student teachers in school situations, they will increase their professional 

knowledge and enhance their learning. Consequently, as a result of teaching practice, student 

teachers may discover their own intellectual resources and will make them better able to work in 

changing contexts (Alsa’eed, 2006). The training provided for student teachers which leads to 



14 
 

the development of the appropriate teaching skills and professional proficiencies, paves way for 

student teachers to secure employment after field experience. It has been established that 

designing and planning exemplary field experience for education programmed candidates is 

essential for retaining teachers on the job (Gold, 1996).  This agree with my study in the sense 

that teacher retention provides the needed workforce thereby doing away with the issue of 

teacher shortages in schools 

Furthermore, field experience is also important because student teachers enter education 

programmes with strong beliefs and values about teaching and learning as they have been 

students for the majority of their lifetime (Darling-Hammond, 2006). Field experience helps to 

change student teachers’ misconceptions about teaching and the teaching profession as a whole 

(Feiman-Nemser & Buchman 1987, P. 9; Marx, 2004). This informs my study in that as students 

are enrolled in these colleges, they come with their beliefs, values and misconceptions with 

which they build their conceptions about teaching practice. 

Some previous research discussed student teachers’ in the classroom. For example, a study to 

examine student teachers’ perceptions of the course of school experience in a teacher education 

programme in Turkey. The results showed that student teachers felt their chances of gaining real 

teaching experiences were minimal. In addition, Caires et al, (2012) conducted a study of 

teachers’ experiences and perceptions about teaching practice. The results brought out key 

issues: Supervisor student teacher relationship has an important role in the Student teachers’ 

learning and professional development, as well as on their emotional and physical balance, 

socialization process and career development. Hence, this focuses on my study in that 

relationships between supervisor and student helps in building the perceptions that student 

teachers hold about teaching practice. 

Another study was conducted by Al-Ajez and Hallas (2011). The study investigated the 

practicum practices at the Faculty of Education in the Islamic University in Gaza. Specifically, it ; 

1) identified the role of the academic supervisor, cooperative teacher and school administrators, 

and 2) declared the most important problems faced by the students. The results showed that there 

are no statistically significant differences regarding the role cooperative teacher, academic 

supervisor, school director and student cumulative average, while there are statistically 

significant differences in favour of academic specializations. Further the research showed that 
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the most important problems faced by student teachers are a lack of availability of school 

administration support for the student teachers. The role played by the supervisor is important for 

my study because a supervisor is key in the life of a student either at college or in their schools of 

practice. Supervisors also help shape students into what they are supposed to be. Therefore, it is 

important that academic supervision is intensified and also that the problems faced by these 

students are addressed so that the perceptions that these students hold about teaching practice or 

the teaching profession may per adventure be altered. 

On the other hand, Mokoena (2012) aimed to explore student teachers’ experiences of teaching 

practice at open and distance learning institutions in South Africa. The results indicated that 

student teachers had challenges with on-time placement in schools, supervision and monitoring. 

With the same line of thought, the study of Manchishi & Mwanza (2013) of the University of 

Zambia established the effectiveness of the UNZA school teaching experience. The results of the 

study revealed that the design and delivery of the UNZA student teaching practice was not 

effective because it appeared that theoretical knowledge and understandings have been 

prioritized over learning practical skills. 

The above studies highlight various issues with regards to student teachers during their 

practicum. These studies recommended further research in the field of students’ practicum 

programs. As a result, this research aims to establish student teachers’ perceptions towards 

school experience in Mufulira district Zambia. It will attempt to add to the previous literature by 

outlining the perceptions of student teachers’, the factors affecting them during school 

experience and the role of supervision and mentorship on student teachers during school 

experience. 

2.4 Factors Affecting Student Teachers during School Experience 

Personal experience has shown that some factors affecting student teacher during school 

experience are personal as well as institutional related. For example, Abo Nimre (2003) 

remarked that the programme is beset with a multiplicity of problems and a lot of difficulties 

confronting student teachers. The author identified some of the problems to include 

psychological make-up of the student teachers, pedagogical preparations, classroom adaptation, 

and mode and means of assessment. Ogonor & Badmus (2006) submitted that student teachers 
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are not properly groomed to put into practice current pedagogy as an interactive skill that has 

been theoretically learnt. 

Studies have also revealed some other factors that have bedevilled the teaching practice exercise 

for example, Ogonor & Badmus (2006) lamented that teachers of partnership schools did not 

provide specific aid to student teachers to improve their teaching skills and strategies. Nakpodia 

(2011) remarked that the period of twelve weeks is too short as it does not provide the student 

teachers the ample opportunity to effectively gain the experience which the exercise is intended 

to encourage. The author remarked that some supervisor does not even have time to sit down and 

discuss their observations and comments with the student teachers. The short discussion between 

the supervisor and the student teacher just after the lesson should afford the student teacher the 

opportunity to appreciate his strengths and weaknesses but this is often ignored because the 

supervisor is often in a hurry to move to the next school. 

Student teachers feel restless and nervous when they are being observed, evaluated and assessed. 

Bhargava (2009) remarked that student teachers often complain that they forgot the content 

matter and feel nervous when their lecturers sit at the back of the classroom and observe. He 

further remarked that the behaviour of student teachers changes, comfort level becomes low and 

they find themselves in artificial situation where their main consideration remains how to get 

good remarks in record files. Student teachers’ confidence is cardinal because it prepares them to 

handle situations in the classroom and also brings out the development of interest for the job. 

2.5 The Role of Supervision and Mentorship in Preparing Student Teachers  during School 

Experience 

Internal supervisors are appointed in the various schools to monitor the activities of Student 

teachers. They serve as role models and mentor students in the classroom. During supervision, 

both the internal and external supervisors monitor the activities of the students in the classroom. 

The supervisor is supposed to discuss with students their strengths and weaknesses and make 

suggestions for improving practice after each observation. The supervision which occurs during 

field experience, also reflects theoretical and practical conditions and this has the tendency of 

building in Student teachers the requisite competencies for future professional practice 

(Kauffman, 1992, Puckett & Anderson, 2002). 
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In relation to the supervision aspects of teaching practice, initial investments were mostly of a 

theoretical nature, and focused on the identification and systematization of the several existing 

supervision practices and their underpinning paradigms. Additional efforts were taken with 

regard to the definition of roles and responsibilities of cooperating teachers and university 

supervisors as well as on the articulation between them and the design and application of 

effective supervision strategies (Du Plessis, 2013).Mentors are integral to successful professional 

teacher training or teacher education programme and performance expectation for student 

teachers. They are expected to guide student teachers during their teaching practice in areas of 

instructional design, classroom management, assessment and broader notion of being a teacher. 

Supervisors should be well acquainted with the professional teacher training or teacher education 

programme and performance expectations for the student teacher. They are the performance 

experts charged with evaluating and assessing student teachers during teaching practice 

(Aglazor, 2017) 

More recently, the affective-relational components of the supervisor-student teacher relationship 

have come into focus. Some of the most relevant evidence in this field points out the important 

role of supervision in the socialization process of student teachers and on their learning and 

professional development, as well as on their emotional and physical balance. In some cases, 

these affective relational components can act as buffers, diminishing the levels of tension and 

distress which are frequently experienced during this stage. When a relationship is built between 

the supervisor and student, it makes the student free to practice and removes the fear that they 

may have. Hence supervision and mentorship are important aspects of my study because they 

help in having quality teachers in the teaching profession, which will in turn bring out the desired 

results. This is why the researcher feels the need for supervision to be intensified to student 

teachers as they carry out their practice (Du Plessis, 2013).  

2.6 Summary 

This chapter presented the literature review employed in the study. The major sections included 

explanation on teaching practice, the importance of teaching practice, factors affecting student 

teachers during teaching practice as well as the role of supervision and mentorship in the 

preparation of student teachers during teaching practice. See Table 2 for summary and the gap 

this study is contributing to. The next chapter discusses the methodology. 
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Table 2: Summary of Literature Review  

The Literature Review discussed above was summarised in a table form as presented below: 

Themes Key Issues The Gap 

Teacher 

Education  
 Experience gained changes 

perception of student teachers 

and school experience  

Student teacher’s perception  

Are still worrisome  

Teaching 

Practice  
 Prepares student adequately  

 Brings about creativity and 

development of abilities 

 Looks at how students 

perform   

Neglected the issue of supervision  

Importance of 

teaching 

Practice  

 Brings about the real-life 

situation  

 Helps students to discover 

their strength and weakness 

 Assesses the quality of 

training offered by collages of 

education     

Still neglected the importance of 

supervisor and mentorship in the life 

of student teachers  

   

Factors 

affecting 

student 

teachers  

 Personal- background in 

relation to beliefs and values  

 

 Institution  

 Pedagogical Preparation  

 Mode and means of 

assessment  

 Classroom adaptation  

 

Supervision and Mentorship not 

intensified  

Role of 

supervision 

and mentorship  

 Brings about strength and 

weakness 

 Guide student teachers during 

their practice  

 Evaluates and assesses 

student teachers   

 Aids in the socialisation 

process    

Lacks the application of effective 

supervision and mentorship  
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CHAPTER THREE: RESEARCH METHODOLOGY 

3.0 Overview 

This chapter described the methodology used in conducting the study and was organized under 

the following components: research approach, research design, study population, study sample, 

sampling procedure or techniques, data collection instruments, data collection procedures, data 

analysis, credibility and trustworthiness of the study and ethical considerations. This is a very 

important section as it attempted to clarify on the research methods chosen and how they 

intended to address the research questions. It also explained why some methods are preferred 

ahead of others.  

3.1 Research Design  

A research design is a structure of the study that holds together all important elements of the 

research. It is seen as the scheme or plan that is used to uncover answers to identified research 

problems. Alternatively, a design can also be seen as an arrangement of conditions for collection 

and analysis of data in a manner that fulfils both the importance and the need for the study 

(Cohen et al, 2007). Being an exploratory study aimed at getting primary information that could 

be used in subsequent researches, and arising from the need to describe the phenomenon in a 

detailed and holistic manner, the descriptive design is the most preferred approach to achieving 

the envisaged goal.  

In this study, the descriptive research design was chosen because it was considered appropriate 

in collecting detailed qualitative data on the subject. Descriptive methods are pretty much as they 

sound, they describe situations. They do not make accurate predictions, and they do not 

determine cause and effect. Descriptive methods are ideal for collecting rich information to 

understand the prevailing situations and help make interpretations. The next section outlines the 

research approach (Mutch, 2005). 
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3.2 Research Approach 

The study took a qualitative approach owing to the fact that it provided a good situational analysis 

of what actually was obtained on the ground. This approach paved way for participants to fully 

express themselves without any restrictions. The qualitative approach was considered more 

appropriate for this study because it allowed for in-depth understanding of the phenomena being 

studied: Student teachers’ perceptions towards school experience (Cohen et al, 2007). Maxwell 

(2007), further notes that the qualitative approach is suitable for documenting people’s beliefs and 

interpretation of reality as well as their actions. Qualitative data was derived from semi-structured 

interviews. Owing to the fact that the study was confined to one district targeting two colleges of 

education, the researcher’s desire was to describe the phenomenon “student teachers’ perceptions 

towards school experience” in detail and in a holistic manner. I now discuss the study population 

in the next section. 

 3.3 Study Population  

The population of a study refers to the target group under investigation in a study. Trochim 

(2006), describes a population of a study as a set of elements that the research focuses upon and 

which the results obtained by testing the sample should be generalized. Population is also 

defined by Kombo and Tromp (2006) as a group of individuals, objects or items from which 

samples are taken for measurement and these have one thing in common. Consequently, the 

definitions above provide that, a population comprises individuals or objects known to have 

similar characteristics. This study drew its population from two colleges of education in Mufulira 

district on the copperbelt province of Zambia. The targeted population was all second year 

student teachers, all college lecturers, and all mentors in Mufulira district. I now discuss the 

study sample.  

3.4 Study Sample 

According to Cohen, et al. (2007), a sample refers to the total number of subjects selected to 

participate in a given study. Usually, researchers are made to select a "sample population" that is 

considered representative of groups of people to whom results will be generalized or transferred.  

In this study, the sample was comprised of two colleges of education. In terms of students, the 

sample had 14 second year student teachers; 7 from each college. 2 lecturers, 1 from each college 
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and 2 permanent teachers from the school where students were practicing, giving us a total 

sample of 18 respondents. The sample size of 18 respondents was consistent with qualitative 

sampling since a smaller size would allow for an in-depth analysis of the phenomenon under 

investigation (Creswell, 2012). The next section discusses the sampling procedure.  

3.5 Sampling Procedure 

In research, there are mainly two types of sampling techniques namely; probability and non-

probability sampling techniques (Miles & Huberman, 2008). On one hand, in probability 

sampling, there is a system of random selection of participants whereby all members of the 

population stand an equal chance of being selected. This method is used in selecting participants 

so as to avoid biasness. On the other hand, Fretterman (2006) refers to non-probability sampling 

as a method of selecting participants with a bias towards certain individuals within the 

population considered to have certain desired characteristics. Non-probability sampling is also 

referred to as convenient or purposive sampling. The ideas behind a specific sampling approach 

vary significantly, and reflect the purposes and questions directing the study (Punch, 1998).  

In choosing the sample of participants for this study, the researcher used the purposive sampling 

method. This form of sampling was essentially strategic and necessitated an attempt to establish 

a good correspondence between research questions and sampling (Bryman, 2004). Purposive 

sampling means that the participants are selected because of some defining characteristics that 

make the holders of the data needed for the study. According to McMillan and Schumacher 

(2006), purposive sampling is done to increase the utility of information obtained from small 

samples. Samples are chosen because they are likely to be knowledgeable and informative about 

the phenomenon that the researcher is investigating. Sample decisions are made for the purpose 

of obtaining the richest possible sources of information to answer the research questions 

(Nieuwenhuis, 2007).  

To come up with the desired sample of the current study, maximal purposive sampling was used. 

This was because the study targeted second year students in the two colleges of education. 

Specific attention was paid to include both male and female student teachers in the study sample. 

Stratified sampling was used to select colleges of education for the study. Thus, colleges were 

categorized according to ownership, hence government and private owned colleges. By 
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stratifying colleges according to ownership, it facilitated comparison of the colleges of 

education. This was done in order to attain a balanced representation of responses. I now discuss 

instruments for data collection. 

3.6 Instruments for Data Collection  

The instruments used for data collection were semi-structured interview guides. The interview 

guides were used to collect data from student teachers and lecturers on the importance of 

teaching practice as well as permanent teachers on mentorship. Focus group discussion guides 

were also used to collect data from the fourteen students from the two colleges of education. The 

interviews and focus group discussions were used because they allowed for the most flexibility 

and responsiveness to emerging issues for both the participants and the interviewer; however, the 

use of semi-structured interviews is not uncommon and used when the researcher seeks to obtain 

specific, more focused information (Patton, 1990). The next subsection discusses semi-structured 

interviews.  

3.6.1 Semi-Structured Interviews 

This study used semi-structured interviews for collecting data. Semi structured interviews were 

used to collect data from the two mentors, the two supervisors and from four student teachers.  

May (1997), views semi-structured interviews as in-depth interviews often referred to as a 

“conversation with a purpose”. They plough a path between structured and unstructured 

interviews. With semi-structured interviews, the interviewer and interviewee are equal partners. 

Basically, in a semi-structured interview, the interviewer knows the areas to be covered, but 

allows the interviewee the options to take different paths and explore different thoughts and 

feelings. However, digressions are controlled by probes and prompts (Cohen et al, 2006). 

The researcher had a paper-based interview guide that she followed which contained open-ended 

questions and discussions diverged from the interview guide to collect data from student teachers 

on their perceptions of school experience and also from supervisors and mentors on how 

supervision and mentorship helped student teachers on teaching practice. A voice recorder was 

used throughout the research to capture responses in detail which were later transcribed for 

analysis (Cohen et al, 2006). For detailed interview schedules, refer to Appendices II, III and IV. 

The next subsection discusses focus group discussions. 
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3.6.2 Focus Group Discussions 

In this study, focus group discussions were used as an efficient way of collecting data in order to 

gain insight into the student teachers perceptions rather than acquiring specific information about 

individuals. Focus group discussions provided the researcher with the opportunity to directly 

observe the social processes and dynamics of group interaction (Clarke 1999). Nieuwenhuis 

(2007), stipulate that focus group discussion strategy is based on the assumption that group 

interaction will produce a wide range of responses, activating forgotten details of experience and 

releasing inhibitions that may otherwise discourage participants from disclosing information. He 

further argues that many researchers argue that focus group discussions produce data rich in 

detail that is difficult to achieve with other research methods, but it may happen that other 

participants experience focus group as threatening. 

When conducting the focus group discussion, the researcher took the role of a moderator and a 

facilitator, and less of an interviewer (Punch, 2009). The researcher used focus group discussion 

to student teachers because it allowed student teachers to freely participate. Student teachers 

were more comfortable to talk in a group than alone (Leedy and Ormrod, 2005). 

In this study, there were two focus groups. The first focus group was from the government 

college of education and the second focus group was from a private college of education. 

Questions were asked to both groups and their views were recorded. For further details, refer to 

Appendix I. The next section now discusses data collection procedure.  

3.7 Data Collection Procedure 

The researcher first sought for ethical clearance in order to carry out the proposed research from 

The University of Zambia and an approval letter was given. For details see Appendix V. Then 

the researcher went ahead to ask for permission from the relevant authorities to carry out the 

research. Thereafter, pre-interviews with student teachers were done in which the researcher 

explained as to what was required of them. Interviews with lecturers and permanent teachers 

were also done. These were followed by focus group discussions with the students. For details 

see Appendix I.  
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The researcher used two types of data collection; semi-structured interviews and focus group 

discussions. The researcher believed that, by using these two methods, it helped to eliminate the 

element of bias in the study.  Interviews assisted the researcher in understanding the perceptions 

of student teachers towards school experience. Focus group discussions also assisted the 

researcher in collaborating ideas expressed in semi-structured interviews in a sense that the 

respondents were given a chance to bring out their views about teaching practice. It also 

facilitated a discussion amongst student teachers. The discussion allowed the members to agree 

or disagree on certain issues in their practice.  

It is important to note that before the interviews were conducted, consent was sought with all the 

respondents. This provided a mutual and professional understanding between the respondents 

and the researcher. A semi structured interview guide was administered to the two supervisors, 

two mentors and to the four selected student teachers. I now discuss data analysis. 

3.8 Data Analysis 

Whenever information is just collected in research, it is usually raw and requires processing for 

valuable meanings to be deduced from it. The stage at which information is processed is called 

data analysis.  Analysis of data is a process of inspecting, cleaning, transforming, and modelling 

data with the goal of highlighting useful information, suggesting conclusions, and supporting 

decision making. Data analysis has multiple facets and approaches, encompassing diverse 

techniques under a variety of names Nachmias & Nachmmias, (1999). 

In processing data for this study, thematic analysis was used to analyse the collected data set.  

Thematic analysis involves identifying major themes and describing them. This form of analysis 

categorizes related topics by identifying major concepts or variables usually, from the questions 

or objectives. The researcher began the data analysis process simultaneously with data collection 

and reflected on interview data and focus group discussion and then interpreted the data that was 

collected. As such, the bulk of the gathered qualitative data was placed and analysed under the 

identified themes based on the respondents’ perceptions. I now discuss credibility and 

trustworthiness of the study in the next section (Kombo and Tromp, 1996). 
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3.9 Credibility and Trustworthiness 

In qualitative research, the researcher is the data gathering instrument and it is generally accepted 

that engaging multiple methods of data collection such as one to one interviews, focus group 

interviews and document analysis will lead to trustworthiness (Nieuwenhuis 2007).  

 There are two types of validity namely: internal and external validity. Internal validity refers to 

the extent to which the phenomenon studied relates to the realities of the world (McMilan and 

Schumacher, 2006). External validity is concerned with the extent to which the findings can be 

applied to other situations and also how the findings can be generalised (Wiersma, 1991). The 

researcher used internal validity as the purpose of the research was not to generalise the findings 

but to relate findings of the phenomenon under investigation to the realities of the world.  

Semi structured interviews and focus group interviews were used to ensure validity in the study. 

The researcher triangulated the two methods of data collection used in the study. The methods 

selected were expected to yield truth on the phenomena under investigation. Triangulation was 

used in this study as a systematic way of sorting through the data to find common themes or 

categories by eliminating overlapping areas. The researcher used triangulation in the interviews 

to ask the same questions to different participants. 

To ensure that credibility and trustworthiness was observed in this study, evidence in participants 

own words was provided in relation to the themes generated so that the reader could confirm or 

otherwise suggest changes according to the argument. The next chapter discusses ethical 

considerations. 

3.10 Ethical Considerations 

In order to maintain ethics, the study was conducted sensitively to ensure that any pre-

determined opinions were not getting in the way of the interviews and research. The researcher 

ensured that a conducive atmosphere was created, so that the respondents felt free to contribute 

to the discussions. 

Permission to conduct the study was obtained from: University of Zambia, School of Post 

Graduate Studies to proceed with the study: The University of Zambia, Humanities and Social 

Sciences Research Ethics Committee (HSSREC) – to obtain ethical clearance: The management 
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of the school and colleges – to conduct interviews and collect data. For details refer to Appendix 

V. 

The respondents were reassured that their opinions would remain confidential and non-

judgmental as a consequence of their disclosures. All data and information provided by 

respondents was anonymous and treated with strictest confidentiality. Therefore, the respondents 

did not indicate their names and the data was used for purely academic purposes (Maxwell, 

2004).  

3.11 Summary 

This chapter has provided an overview of the research methodology that was used in the study. 

The qualitative research approach as an applicable method to this study has been discussed fully. 

Other things discussed have been the descriptive design considered appropriate in collecting data 

on the subject. The targeted population was all second year student teachers, college supervisors 

and mentors while the population sample of 18 respondents consisting of 14 student teachers, 2 

mentor and 2 supervisors was used. The maximal purposive sampling technique was used and 

instrument for data collection were focus group discussion guide and interview guides. This 

chapter also looked at data analysis and in processing data, thematic analysis was used to analyse 

the data set. Credibility and trustworthiness were used to evaluate the measures used in the study. 

The chapter that follows focuses on findings. 
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CHAPTER FOUR: PRESENTATION OF RESEARCH FINDINGS 

4.0 Overview  

The previous chapter gave justification of the research methodology which was employed in the 

study. However, this chapter presents the findings of the study on student teachers’ perceptions 

towards school experience.   

In this study, 14 student teachers from two colleges of education were subjected to focus group 

discussions and 2 focus groups were used namely focus group 1 and focus group 2. Out of the 14 

student teachers, students 1- 4 were subjected to semi structured interviews as well as focus 

group discussions. The 2 supervisors and 2 mentors were subjected to semi structured interviews. 

Gender responses were also considered. Under presentation of findings, the respondents were 

given numbers. Student teachers were numbered from student teacher 1 to student teacher 14 (ST 

1 – ST14). Supervisors as Supervisor 1 and Supervisor 2 (S1 and S2), while Mentors were 

numbered as Mentor 1 and Mentor 2 (M1 and M2). 

The study was guided by the following three research questions: 

(a) What are student teachers perceptions of school experience? 

(b) What are the factors affecting student teachers during school experience? 

(c) How does supervision and mentorship help student teachers’ preparation during school 

experience? 

4.1 Position of Respondents 

Out of the 18 people who participated in the study, 14 were student teachers, 2 were mentors and 

2 were supervisors. This result shows that the majority of the respondents were student teachers. 
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Table 3: Position of the Respondents 

POSITION FREQUENCY TOTAL NUMBER 

STUDENT TEACHERS   14 14 

MENTORS 2 2 

SUPERVISORS 2 2 

GRAND TOTAL 18 18 

Source: Author’s field survey compilation 2019 

4.2 Demographic Data 

This section of the report provides the personal information of the respondents based on gender. 

The demographic data for the respondents was as follows: 

4.2.1 Gender 

Data for this study was from both males and females. The former constituted the majority with 

12 while the later had 6. This result is clear indication that the majority respondents were female. 

The results are summarised in table 4. 

Table 4: Distribution according to Gender 

POSITION FREQUENCY GRAND TOTAL 

MALE FEMALE 

STUDENT 

TEACHER 

5 9 14 

MENTOR 0 2 2 

SUPERVISOR 1 1 2 

GENDER TOAL 6 12 18 

Source: Author’s field data, 2019 
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4.3 Research Question One 

What are student teachers’ perceptions of school experience?  

The following sub themes emerged in summarising the qualitative data generated from research 

question one: 

4.3.1 Social Life of the School  

2 student teachers out of the 14 subjected to the face to face interviews and both focus groups 

said that the school where they were conducting their teaching practice had a very conducive 

social environment and was quite welcoming. They further stated that permanent teachers did not 

indicate to the learners that they were student teachers and so the level of respect received from 

learners was likened to that of the permanent teachers. One respondent stated: 

My permanent teacher was very good to me. She made sure that I fitted in the 

school very well because she provided a very conducive environment for me 

(ST1). When being introduced to the learners, my permanent teacher just 

introduced me as one of the teachers. She did not mention to the learners that I 

was a student teacher and this made me feel very comfortable (FGD 2, ST10). 

4.3.2 Academic Work 

Most respondents stated that the various schools had different ideologies surrounding the aspect 

of academic work. For example, 1 respondent out of the 4 interviewed felt that some schools 

were not doing enough academically to induce seriousness in the learners concerning homework 

policy. One respondent from the interviews lamented that:  

The school homework policy was not judicially intensified because the permanent 

teacher did not punish those who did not do their homework on most occasions 

(ST2). 

However, both Focus Groups 1 and 2 were impressed and applauded the school management for 

the tremendous work they were doing in preparing the future generations academically. Here is a 

typical example of their expression: 
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I was happy with the way the school management worked towards preparing 

learners academically. They had put in place a homework policy and remedial 

lessons. Learners with difficulties were identified and asked to remain behind 

for remedial lesson after class (FGD 1, ST2). 

In addition, 1 of the mentors and 1 of the supervisors also had the same idea. Here is an 

example of their expression: 

My student teacher was able to perform her academic work very well. She made 

sure that learners did their work (S2). I was impressed with her because as a 

way of motivating learners, she always came with stickers which she stuck in the 

learners’ books (M1). 

4.3.3 General School Learning Environment 

2 student teachers from interviews and both focus groups said that different schools generally 

had an average conducive environment suffice to say that they possessed some materials to 

warrant learning and teaching. The following was a typical example of their expression: 

It was very easy to teach because there were enough books to go round. Each 

desk had a text book which really made my work easier as a student teacher (FGD 

1, ST3). 

However, 2 student teachers out of the 4 from the interviews complained on the fact that most of 

these schools were not in the habit of buying or purchasing books to stock up the various 

departments so as to equip them fully and align them for effective and efficient delivery of 

lessons. The following was a typical example from the interview:  

It was difficult to teach because learners did not have text books, there was only 

one text book for the teacher. This disadvantaged the learners because one of the 

twelve skills of the classroom which talks about the manipulation of text books by 

learners was overlooked (ST4). 
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4.4 Research Question Two 

What are the factors affecting student teachers during school experience? 

Most respondents said that they encountered some challenges or problems during their teaching 

practice. In answering the similar question, three themes as outlined below emerged. 

4.4.1 Pedagogical Preparation [Interactive & Collaborative] 

Both focus groups and 2 student teachers out of the 4 from the interview   acknowledged that 

they had challenges with the pedagogical preparation at the initial stage of the teaching practice. 

The challenge was how to correlate the lessons to be taught and the appropriate teaching 

methodology more especially the interactive and collaborative approach as they had challenges 

in creating a conducive interactive lesson and further building a collaborative approach. The 

following was a typical example of their expression:  

I had challenges to correlate lessons and the appropriate teaching methodology 

at the initial stage especially the interactive and collaborative approach (ST1). 

In addition, both focus groups and 4 respondents from interviews said that they had challenges in 

lesson preparation under rationale and finding the objectives for Comprehensive Sexuality 

Education. Here is an example from one of them: 

 I was surprised that the lesson plan had what is called rationale with 

components namely: content, value, strategy and position. This was very new 

to me (FGD 2, ST13). I did not know how to write the objective under 

Comprehensive Sexuality Education and also where to fuse it during teaching 

(ST1). 

The 2 mentors had a similar idea over the challenges that the student teachers faced. Here is an 

example of their expression: 

It really took time for my student teacher to know how to fill in the lesson plan 

especially when it came to the rationale part. I had to get the syllabus and 

explain to my student teacher on where to get what (M2). I was not surprised 

that the student teacher under me had difficulties with the objectives of 
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Comprehensive Sexuality Education because, this part was also a challenge to 

my fellow teachers. (M1).  

4.4.2 Classroom Adaptations 

2 respondents from interviews and the respondents from both focus groups noted that they had 

challenges with accustoming themselves at the initial stage of the teaching practice with the 

agreed classroom norms and practices. The following is a typical example of their expression: 

I had a challenge on how to best deal with the dos and don’ts in terms of 

conduct within the classroom, I did not know if I was to beat the offenders or 

not (FGD 2, ST11). The disciplinary process was a challenge as there was a 

gap between the taught and the actual issues within the school confinement 

(ST2). 

Both focus group discussions and 2 respondents interviewed felt that the schools in the various 

departments gave appropriate amount of work to equal the student teachers’ requirements as 

prescribed by their colleges.  

Only Grade eight classes were allocated to student teachers because the 

school where I did my practice was a Basic School. It so happened that I was 

among the four student teachers offering English Language and since there 

were only two classes for Grade eight, we had to be two - two in each class. 

This meant less work for us (FGD 2, ST4). 

However, the other 2 respondents interviewed felt that the work given to them was too much and 

so demanded on them having intense pressure for time. Therefore, daily recording of events in 

the school constituted to loss of time to adequately prepare for lessons of the next day. Here is an 

example from one of them:  

Instead of me teaching the Grade eights, my mentor also made me to teach a 

Grade six class simply because I was under her. I could not argue with her 

because she was my mentor and was afraid that if I did, she was not going to 

give a good comment for me as she was expected to give a final say about my 

performance during teaching practice (ST4). 
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4.4.3 Mode & Means of Assessment 

3 student teachers out of the 4 from interviews and those from both focus group discussions said 

that they had challenges on computing the results analysis after administering an assessment to 

their learners after completing a mid-term and end of term assessment. They further went on to 

state they had an information gap arising from the lectures at their respective colleges and the 

demands of the schools. One student teacher indicated that: 

I did not know how to carry out a result analysis simply because I was not 

taught at college on how to compute results after a test (FGD2, ST10). I thought 

that result analysis was only for those training to be Mathematics teachers 

(ST1). 

Focus group discussion 2 and 1 student teacher interviewed also faced challenges in the area of 

assessment in literacy, these were the ones given Grade eight English classes. The challenge 

faced was how to prepare these assessment questions ranging from fluency, vocabulary, phonics 

and writing a short paragraph on any given topic. One student lamented that: 

I had no idea on how to carry out a literacy assessment because the college 

curriculum had nothing to do with literacy assessment in English (FGD 1, ST7). 

The biggest challenge that I faced was that of the assessment being administered 

to one learner at a time. This consumed a lot of time (ST3). 

4.4.4 Socialisation Process 

The findings revealed that both focus groups and 2 student teachers out of the 4 from interviews 

were happy with the way they fitted in the activities of the school and stated that they had good 

rapport with the members of staff as well as the learners. They were involved in activities like 

women’s day and were also part of what happened within the school settings. The following is a 

typical example of their expression: 

 I was among other student teachers to join in the contribution of money towards 

the buying of chitenge materials in preparation for the women’s day 

celebrations (FGD 1, ST3).I attended a burial for one member of staff and was 
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also among the members of staff in charge of sports and was privileged to take 

learners to another school for a football match (ST2). 

2 mentors also had a similar idea about student teachers socialisation process. Here is an example 

of their expression: 

My student teacher fitted in the school very well. He got along with the members 

of staff and the learners. He was also in the fore front in organising learners for 

sports activities in the school (M1). 

4.4.5 Inadequate Resources 

2 student teachers from interviews, both focus group discussions and 1 supervisor interviewed 

acknowledged that there was a lack of teaching and learning materials needed to facilitate 

effective learning in their departments. The following was a typical example from their 

expression: 

My learners did not perform well in Social studies because the department was 

not well stocked with text books that could help learners. The school was not 

eager to acquire these books simply because they were very expensive (FGD 2, 

ST9). I was not happy that I could not be given charts or manila paper to help 

me in the preparations of my lessons especially that I was told to contribute 

towards the same before starting my school experience. One was required to pay 

this money in order to be considered for school experience (ST2).When I 

observed one of my student teachers, I expected to find text books for learners to 

refer to after the teacher had finished explaining the topic. When asked as to 

why  learners had no text books, my student teacher lamented that the school 

had no books except for the one used by the teacher (S2). 

4.5 Research Question Three 

How does supervision and mentorship help student teachers’ preparation during school 

experience? 
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4.5.1 Awareness of Strengths and Weaknesses 

1 mentor and 1 supervisor from the interviews said that their role was to provide the necessary 

leadership to facilitate well taught lessons and consistent in the development of a topic or lesson 

as well as bringing out student teachers’ strengths and weaknesses. The findings also revealed 

that mentors monitor the activities of student teachers in the classroom and around the school 

premises. It was also pointed out that mentors act as role models to student teachers during 

school experience. The following is a typical example of their expression: 

I observe a lesson and there after sit with the student teacher to discuss the 

strengths and weaknesses. This helps the student teacher to know her area of 

weakness and strength thereby giving him or her an opportunity to address his 

or her weaknesses and enrich their strengths (S1). I have a duty of monitoring 

the student teacher in and outside the classroom. I am a role model because I 

spend most of my time with this teacher in the school (M2). 

Both focus groups and 2 student teachers interviewed spoke in a similar manner about the 

awareness of strengths and weaknesses: 

My supervisor was a good one because after being observed, we discussed how 

the lesson went. He started by bringing out the good side of my lesson and then 

brought out the weaknesses. This is how it should be. Am sure if I were to 

reteach the lesson, I would not make the same mistakes again (FGD 1, ST6). 

4.5.2 Classroom Control 

The findings from interviews with the 2 mentors revealed that classroom management and 

control had been a challenge for student teachers at the beginning of their teaching experience. 

However, as weeks went by the student teachers were able to control their classes well.  The 

following was a typical example from their expression: 

My student teacher really found it hard to control the learners. Maybe because 

of her stature. She looked like one of the pupils except that she was not in 

uniform. I explained to her that if she was to command respect from the 
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learners, she needed to take control of the class and she stood to the challenge 

(M1). 

Both focus groups complained that classroom management and control had been a challenge. 

They stated that: 

It was difficult to control the class when I first started my school experience. 

However, with the help of my mentor, I managed to control the learners very 

well (FGD 2, ST14). It was difficult for me to organise learners during group 

work when I just started my school experience. My mentor had to be involved in 

making sure that there was order. However, as I spent more time in my class, I 

learnt how to control my learners very well (FGD 1, ST5). 

  4.5.3 Consult on Issues Unfamiliar 

2 mentors and 1 supervisor from the interviews had this to say:  

I made sure that the fear that the student teacher had was removed by bringing 

him close to me so that he would be free with me as a mentor. Because of this 

kind of relationship that existed, it was very easy for the student teacher to ask 

questions where they were not clear (M1). Just my presence makes a student 

teacher scared. So what I usually tell them is to just imagine that I am not in the 

room. This helps them to get over their fears in a way that they are even able to 

ask on areas unfamiliar to them during the discussion session. (S2). 

4.5.4 Imposed their Ideas on Student Teachers 

The findings of the study pointed to the fact that in order to provide students with help, 

supervisors tended to impose their ideas on student teachers. 1 student teacher from the 

interviews and from focus group discussion lamented that: 

When I asked my mentor to explain the relevance of philosophy in the study of 

different subjects, she was unable to provide a convincing answer (ST1). I was 

treated as an apprentice and so had to learn without question. Sometimes my 

mentor would simply command me to do something (FGD 1, ST4). 
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4.5.5 Importance of Documentation and Link between Psychology, Sociology and a Specific 

Subject 

Respondents from both focus groups appreciated the role played by mentors who are 

experienced trained teachers. Mentors assisted the student teachers in terms of the importance of 

documentation and the link that is there between psychology, sociology and the teaching of a 

specific subject. This is evidenced by one student teacher as follows:  

Through the guidance of the experienced mentor I learnt how to organize 

lessons in a way that I should. Using the experiences, knowledge and skills that I 

got from college and from my mentor, I was able to organise my lessons very 

well (FGD 1, ST6). In terms of linking between psychology, sociology and a 

specific subject, the mentor helped me not to overlook the experiences, 

knowledge and skills that the pupils bring into the classroom (ST8). 

This chapter looked at presentation of research findings. Table 5 below shows a summary of the 

findings.  
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Table 5: Summary of Research Findings 

QUESTIONS FINDINGS 

Question 1 Social life of school  

Conducive social environment  

Received respect from leaners  

Academic Work 

Some felt school did not do enough  

Others applauded the school for the tremendous work 

General school Learning Environment  

Average conducive environment  

Departments not fully stocked with books    

 

Question 2 Pedagogical Preparation 

 negative-  

problems with lesson preparations  

Problems with marrying theory and practice  

Positive- 

 Appropriate use of pedagogical skills  

Classroom\ Adaptation   

Problems with classroom norms and practices. 

Challenges with class management  

Mode and Means of Assessment   

Challenges in compiling results  

Challenges in carrying out literacy assessment  

Socialisation Process   

Adapted well  

Good relationship with teaching staff and learners  

Participated in school activities  

Inadequate Resources   

Lacked teaching and learning resources e.g. charts    
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Question 3 Awareness of strength and weaknesses 

provide an opportunity to address    

Strengths and weaknesses  

Classroom Control 

Challenges to control and manage the class  

Consult on issues unfamiliar 

 Cordial relationship  

Imposed their ideas on students 

 Treated students as apprentice 

Importance of documentation and link between psychology, 

sociology and  a specific subject 

Learnt how to organise lessons 

Appreciate experiences and knowledge of pupils  
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CHAPTER FIVE: DISCUSSION OF THE RESEARCH FINDINGS 

5.0 Overview 

This chapter begins with the purpose of the study and the research questions that guided the 

study, followed by a summary of the findings and how they relate to the literature and conceptual 

framework. The purpose of the study was to establish student teachers’ perceptions, investigate 

the factors affecting them and identify the role of supervision and mentorship during school 

experience. Further, this study attempted to add knowledge to the existing literature on student 

teachers’ perceptions towards school experience. The chapter discusses the findings in 

accordance with the three objectives that guided the study. The first objective was to establish 

student teachers’ perceptions towards school experience. The second objective was to investigate 

the factors affecting student teachers during school experience. The third one was to identify the 

role of supervision and mentorship on student teachers’ preparation during school experience. 

The findings have been discussed in sequence with the objectives of the study as well as what 

other scholars have said towards the importance of the objectives of the study. 

5.1 Student Teachers’ Perceptions of School Experience 

The objective was to establish student teachers’ perceptions of school experience. The 

respondents who were interviewed all agreed that they come with their own values, beliefs and 

misconceptions about school experience. School experience helped them engage in self-

observation, evaluation and further self-awareness of knowledge through personal experience.  

This is in agreement with the objectives of teaching practice according to NCU (2007) and 

NCCE (2015) in that teaching experience exposes student teachers to real life experience, which 

provides a forum for students teachers to translate educational theories and principles into 

practice, discover their own strengths and weaknesses, familiarise themselves with real school 

environment and helps them develop a positive attitude towards the teaching profession. 

The enumerated objectives are further confirmed by the student teachers’ findings of the study 

which revealed that student teachers found the social life of the school, the academic work and 

the general school learning environment quite conducive and welcoming and that made it 

possible for them to familiarise themselves with the real school environment. In addition, they 
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further stated that various schools had different ideologies about academic work and that the 

school was doing a tremendous work to prepare the future generation academically. This agrees 

with Mastafa (2005) who talks about teaching practice preparing student teachers adequately.   

The findings of Wilke (2004), Uwameiye & Ogumbameru (2012) agree with these findings that 

the perceptions of student teachers about teaching practice in the areas of social life in the 

school, academic life and general school learning environment are the general area that gives 

them first outright impression of the school and are key in helping students achieve a favourable 

and successful school teaching experience (S.T.E). The findings of the study further agrees with 

Niemi and Jakku-sihvonen (2010) who assert that by actively engaging student teachers in 

school situations, they will increase their professional knowledge and enhance their learning. The 

findings are consistence with those of Rena & Suleman (2010) and De-ville (2010) who 

concluded that teaching practice was important in that it helped to improve teaching strategies, 

increase personal confidence, and deepen content understanding.   

In relation to the theoretical framework, as the student teachers come into their schools of 

practice, they come with their own values, beliefs and misconceptions about teaching practice. 

They are not sure of what they are supposed to do. But as time goes on and with the support of 

the mentor and supervisor, they are introduced to the social life of the school, academic work and 

the general school learning environment. As a result of the support they get from their mentors 

and supervisors, they become apprenticed in a community of practice which is the school. 

However, the findings stated that some schools were not doing enough academically to induce 

seriousness in the learners concerning homework policy. Further, the findings also revealed that 

some schools were not in the habit of buying or purchasing books to stock up the various 

departments so as to equip them fully and align them for effective and efficient delivery of 

lessons. Therefore, the student teachers need support from the mentors and the school 

administration if they are to improve their practice.  

5.2 Factors Affecting Student Teachers during School Experience 

The study brought out the following factors namely; pedagogical preparation, classroom 

adaptation, inadequate resources and mode and means of assessment as the factors affecting 
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student teachers during school experience.  This agrees with Idowa (2000), who remarked that 

the programme is beset with a multiplicity of problems and a lot of difficulties.  

Regarding pedagogical preparation, the findings of this study revealed that student teachers had 

problems on how to correlate the lesson to be taught and the appropriate teaching methodology. 

This agrees with Waghan and Stevens (1996) who talked about student teachers placing theory in 

one component and practice in another.  

The findings of the study also brought out the issue of inadequate resources. It revealed that there 

was a lack of teaching and learning materials that were needed to facilitate effective learning in 

their departments. This agrees with Ogonor & Badmus (2006) who lamented that teachers of 

partnership schools did not provide specific aid to student teachers to improve their teaching 

skills and strategies.  

In addition, the findings of the study also highlighted on the issue of classroom adaptation. The 

finding was that student teachers had problems with accustoming themselves at the initial stage 

with the agreed norms and practices of the classroom and the school at large. For example, how 

to discipline learners and when to do it and also how to balance time. This finding agrees with 

Ogonor & Nwandiani (2004), who had found that student teachers had problems with the 

management of instructional time. This problem thus transcends students’ private time, to the 

work environment.  

Studies have also revealed some other factors that have bedevilled the teaching practice exercise 

for example mode and means of assessment. The challenge that student teachers had was on 

computing result analysis after a test. Not only this but also that of carrying out an English 

assessment in literacy.  

The findings of this study relates to the theoretical framework in the sense that, as the student 

teachers come into their schools of practice, they are faced with a lot of challenges ranging from 

pedagogical preparation, classroom adaptation, inadequate resources and mode and means of 

assessment. The theoretical framework talks about students being actively involved in addressing 

real world problems. Therefore, as they interact with their mentors and supervisors they learn 

how to handle their problems and hence overcome the challenges experienced as they get 

enculturated in the environment of practice which is the school. As the student teachers get 
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immersed in school activities, they should use their problem solving (critical thinking) skills to 

source for ways of addressing the challenges experienced for improved practice.  

5.3 Role of Supervision and Mentorship on Student Teachers’ Preparation during School 

Experience 

The first finding that came out was that of the awareness of strengths and weaknesses. Most of 

the respondents said that they were impressed with their supervisors because they discussed with 

them their strengths and weaknesses, they also guided them during their practice. This provided 

an opportunity for student teachers to address their strengths and weaknesses. This finding agrees 

with Kauffman (1992) and Puckett & Anderson (2003), who stipulated that internal supervisors 

are appointed in various schools to monitor the activities of student teachers. They serve as role 

models and mentor student teachers in the classroom. The supervisor is supposed to discuss with 

students their weaknesses and strengths in the classroom and make suggestions for improving 

practice every after each observation.  

Classroom control was another aspect that came out of the findings of this study. This was a 

challenge at the initial stage of the student teachers’ teaching practice, but as they observed and 

interacted with the mentors and supervisors, they learnt how to manage their classrooms very 

well. This finding of the study is consistent with the findings of Ferber and Nillas (2010), who 

concluded that appropriate classroom management among student teachers requires an 

understanding of the learner mental development phase and student teachers are equipped with 

the theoretical knowledge and that the exposure while on teaching practice helps them reach 

better understand of the whole idea of classroom control and management.  

The other thing that came out of the findings under the third objective of the study was that 

because of the cordial relationship between the supervisor, mentor and student teachers, student 

teachers were able to consult their supervisors and mentors on issues unfamiliar. The findings 

revealed that in general, mentors and supervisors had a positive attitude towards student teachers. 

This is in agreement with Barth (1990) and Macroff (1998) who stated that it is probable that the 

mentors had positive attitude to the student teachers because of the relief they could get by 

conceding their classes to be taught by trainees for a while. 
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It was also pointed out that mentors and supervisors imposed their ideas on student teachers. In 

trying to offer their help, supervisors and mentors tended to treat the student teacher as 

apprentice hence student teachers learnt from their mentors without question. Some of the 

student teachers stated, some of the mentors are not skilled in helping student teachers because 

when asked to explain the relevance of philosophy in the study of different subjects, they were 

unable to provide a convincing answer. There is need for mentors to respect the student teachers 

and even appreciate that they can learn a few things from the student teacher.  

Furthermore, mentors and supervisors assisted student teachers to appreciate the importance of 

documentation and the link that is there between psychology, sociology and the teaching of a 

specific subject. Student teachers appreciated that sometimes they overlooked the experiences, 

knowledge and skills that the pupils brought in the classroom. Through the guidance of the 

experienced mentor they learnt how to organize lesson in a way that pupils use their experiences 

and knowledge as a foundation for new knowledge.  

This is in line with the theoretical framework of the study which talks about the student teachers’ 

role changing from being a beginner to an expert as they become more active and immersed in 

the social community where learning often is unintentional rather than deliberate.  Hence the 

student teacher becoming apprenticed and enculturated in the school as a community of practice. 

As student teachers carry out their school experience, at the beginning they are at the peripheral. 

Through their interaction with supervisors and mentors, they become apprenticed in the 

community of practice of the school in the sense that guidance is provided based on their 

strengths and weaknesses, class management, unfamiliar issues, importance of documentation 

taking into consideration, experience, knowledge and skills learners bring into the classroom. 

However, the aspect of imposing in enculturating the student teachers on school experience is 

detrimental thereby overriding the good practices which the student teacher has been exposed to 

in the teacher training and hence disorients the student teacher. 

5.4 Summary  

This chapter analysed the findings that emerged from the study which was conducted in Mufulira 

district in Zambia, on establishing student teachers’ perceptions towards school experience.  
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The findings of the study revealed that social life of the school, academic life and general school 

learning environment are key in helping students achieve a favourable and successful school 

teaching experience. Findings revealed that the second objective on factors affecting student 

teachers during school experience was covered, with evidence that there was inadequate 

provision of needed teaching materials by some school authorities. The findings found that the 

gap was on deficiency on student teachers’ proficiency in pedagogical skills. The third objective 

looked at the role of supervision and mentorship on student teachers’ preparation during school 

experience. The findings of the study revealed that students could consult mentors and 

supervisors on issues unfamiliar to them. The study also revealed that in trying to help, these 

mentors and supervisors tended to impose their ideas on student teachers. In addition, there was 

also an issue of mentors and supervisors helping in the area of classroom control. Another thing 

that came out was that of the importance of documentation and link between psychology, 

sociology and a specific subject. The next chapter presents the conclusion of the study and 

subsequent recommendations. 
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CHAPTER SIX: CONCLUSIONS AND RECOMMENDATIONS 

6.0 Overview  

This chapter deals with the conclusions and recommendations of the study. The purpose of this 

study was to establish student teachers’ perceptions in terms of their practice, factors affecting 

them during school experience, and the role of supervision and mentorship as they carry out their 

practice. The researcher developed three research objectives to be answered by the study. These 

were; to establish student teachers’ perceptions during school experience, to investigate the 

factors affecting student teachers during school experience and to identify the role of supervision 

and mentorship in preparing student teachers during school experience. Literature was reviewed 

on student teachers during school experience and consequently a theoretical and conceptual 

framework developed and discussed. The findings of the study are also highlighted.  

6.1 Summary of the Study Findings 

From the findings and discussions that addressed the three objectives, the study showed that 

social life of the school, academic life and general school learning environments are key in 

helping student teachers achieve a favourable and successful school teaching experience. 

The study further found that student teachers also faced challenges in terms of inadequate 

provision of teaching and learning materials, pedagogical preparation, mode and means of 

assessment and classroom adaptation.  

In addition, the study also revealed that supervision and mentorship brought about the awareness 

of strengths and weaknesses in student teachers. It also found that student teachers had 

difficulties in classroom control but with the help of mentors, they were able to control their 

classes very well. The other thing brought out was that student teachers could easily consult their 

supervisors and mentors on issues unfamiliar to them. Not only this but also that of the 

supervisor and mentor bringing out the importance of documentation and a link between 

psychology, sociology and a specific subject. 

The result of the study revealed that student teachers have high positive perceptions towards the 

influence of teaching practice exercise on their professional development in teacher education. 

This is an indication that teaching practice exercise is very important in teacher professional 
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development as it enabled the student teachers to understand how to write lesson plans, apply 

different methods of teaching, manage time properly, know how to handle students, prepare and 

use appropriate teaching aids, learn how to manage school records and so on.  

6.2 Conclusions 

The findings suggest an exposure of the student teachers to a learning environment in which they 

can contextualize the theoretical knowledge they gathered during their training. The environment 

further provides student teachers an opportunity to find out whether they are on the right career 

path. In this regard, it can therefore be said that teaching practice prepares the student teachers 

for the classroom. From the above discourse, it is clear that student teachers found it highly 

beneficial in the inculcation of practice skills and positioning them well for future teaching 

experience. Being friends to student teachers and giving professional coaching to them are some 

of the surest ways of helping student teachers teach with confidence and hope during their 

training period. It would also be very helpful if supervisors consciously make the effort to assess 

student teachers comprehensibly and not just a part of the lessons as some supervisors are in the 

habit of doing because this may not give global outlook of the student teacher’s classroom 

competencies. Feedback for student teachers helps them reorganize subsequent lessons and 

therefore it becomes imperative for supervisors to discuss delivered lessons with them (student 

teachers) as a way of obtaining feedback for future remedial teaching. When these concerns are 

properly attended to, it would positively affect the quality of teaching practice in the country. 

6.2.1 Contributions that the study has made 

The contribution that the study has made to the body of knowledge on school experience is that 

of intensifying the mentorship and supervision of student teachers on school experience. When 

these student teachers are well mentored and supervised then, the nation will be assured of 

having future teachers who will be fully equipped to face the world of work as they join the 

teaching profession. 

The other contribution is that of school managers orienting mentors on how to handle student 

teachers on school experience because they play a major role in preparing these student teachers 

during school experience.  
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In line with the theoretical framework, it is clear that student teachers perceptions of school 

experience indicated that when student teachers go to schools, they observe what is going on, 

hence at the peripheral. As time goes on, and as they imitate and engage with the mentors and 

supervisors, they become acquainted as to what it is they are supposed to be doing as teachers 

and hence they become enculturated into the practices of the school and become apprenticed. As 

they conduct their lessons in the classroom, they draw on what they learnt in college together 

with what they are being enculturated in the school to bear on their practices of teaching hence 

the school becomes another community of practice. The community of practice in college is 

being put into practice in the community of practice at school.  

6.3 Recommendations 

In light of the leading conclusions, the researcher would like to propose a summary of the 

suggested recommendations first, following a discussion of these recommendations in more 

detail in the further sections:  

1. Colleges of education, university supervisors and school teachers need to collaboratively 

work together for the benefit of student teachers' professional growth.  

2. Teacher training colleges of education and universities in Zambia (Faculty of     

Education in this case) should work hand in hand with schools and organise workshops to 

train and support school teachers who take up roles as ‘’mentors’’.  

3. Colleges of education and universities in Zambia should prepare students during their 

time in university/college more thoroughly, for what they might experience during their 

teaching practice.  

Below are suggestions made for stakeholders in higher education, such as policy makers, teacher 

educators, teachers, and students.  

6.4 Suggestions for Further Research  

This research study suggests that there are several issues that should be explored in the future in 

order to fully comprehend the challenges, concerns and experiences student teachers endure 

during their initial teacher education programmes, especially their teaching practice. Taking this 

research, a step forward could include the contribution of regular class teachers to the student 
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teacher supervisory process. These professionals would need some training. Offering a more 

continued placement for all final year students would appear to be a focus for the future in terms 

of research. Following Borg’s (1998) study, it would be quite remarkable, should colleges of 

education and universities in Zambia and schools allow to conduct mini case studies in which 

researchers could observe and video record student teachers’ lessons during teaching practice 

over an entire term or year, then present student teachers with these recordings and ask them to 

reflect on them. This would offer educators and researchers a valuable understanding into student 

teachers’ thoughts about their learning and development process. Another possibility would be to 

draw upon (Mtika, 2008) suggestion to carry out similar research on student teachers’ 

experiences during teaching practice, however have student teachers, school teachers and 

university supervisors all as participants. This could provide educators with a more 

comprehensive insight into the voices of these participants rather than the voices of student 

teachers alone.   
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  APPENDICES  

Appendix I: Interview Guide for Student Teachers (Focus Group). 

The University of Zambia & Zimbabwe Open University 

School of Post Graduate Studies 

Interview Guide for Student Teachers 

Introduction 

I am a student at the University of Zambia currently studying Master’s degree in Educational 

Management. I am researching on student teachers’ perceptions towards school experience in 

Mufulira district. Whatever information that I shall collect will be treated with the highest level 

of confidentiality and will not be revealed to any unauthorized persons. The data I shall collect 

will be for academic purposes only. 

 

1. What are the perceptions of student teachers during teaching practice?  

a. So far, how do you think permanent teachers have helped you settle in the school? 

b. So far, do you think the amount of work given to you in school was manageable, or 

do you think it was not enough?  

2. Which factors are affecting student teachers during school experience? 

a. So far, how do you think teaching practice has helped you in teaching your lessons? 

Can you give me some examples? 

b. So far, have you encountered any problems during your teaching practice and how 

did that affect you? 

3. How does supervision and mentorship help student teachers during school 

experience? 

a. So far, how do you feel your lessons went? Why do you say that? What went 

well/less well?  

b. So far, do you feel that you have appropriate degree of classroom control? 
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c. So far, how much support have you received from the class teachers? Were the class 

teachers helpful during your teaching practice? 

d. So far, how do you feel when a supervisor is present while you teach? 
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Appendix II: Interview Guide for Supervisors 

The University of Zambia & Zimbabwe Open University 

School of Post Graduate Studies 

Interview Guide for Supervisors 

Introduction 

I am a student at the University of Zambia currently studying Master’s degree in Educational 

Administration and Management. I am researching on student teachers’ perceptions of school 

experience in Mufulira district. Whatever information that I shall collect will be treated with the 

highest level of confidentiality and for academic purposes only. 

1. What is your role as supervisor? 

2. How is the relationship between you and the student teacher? 

3. Are you oriented before coming to monitor student teachers on teaching practice? 

4. Do you have enough time to carry out your assessment or observations? 

5. What are some of the challenges that you face as supervisors? 

6. What do you think can be done to improve students’ practice? 
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Appendix III: Interview Guide for Mentors 

The University of Zambia & Zimbabwe Open University 

School of Post Graduate Studies 

Interview Guide for Mentors 

Introduction 

I am a student at the University of Zambia currently studying Master’s degree in Educational 

Administration and Management. I am researching on student teachers’ perceptions of school 

experience in Mufulira district. Whatever information that I shall collect will be treated with the 

highest level of confidentiality and will not be revealed to any unauthorized persons. The data I 

shall collect will be for academic purposes only. 

 

1. What is your role as a mentor? 

2. Do you think you successfully carried out your role as a mentor? 

3. How did you relate with your student teacher? 

4. What challenges did you face? 

5. How can these challenges be mitigated? 
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Appendix IV: Interview Guide for Student Teachers  

The University of Zambia & Zimbabwe Open University 

School of Post Graduate Studies 

Interview Guide for Student Teachers 

Introduction 

I am a student at the University of Zambia currently studying Master’s degree in Educational 

Administration and Management. I am researching on student teachers’ perceptions of school 

experience in Mufulira district. Whatever information that I shall collect will be treated with the 

highest level of confidentiality and will not be revealed to any unauthorized persons. The data I 

shall collect will be for academic purposes only. 

4. 1. What are the perceptions of student teachers during teaching practice?  

c. So far, how do you think permanent teachers have helped you settle in the school? 

d. So far, do you think the amount of work given to you in school was manageable, or 

do you think it was not enough?  

5. Which factors are affecting student teachers during school experience? 

c. So far, how do you think teaching practice has helped you in teaching your lessons? 

Can you give me some examples? 

d. So far, have you encountered any problems during your teaching practice and how 

did that affect you? 

6. How does supervision and mentorship help student teachers during school 

experience? 

e. So far, how do you feel your lessons went? Why do you say that? What went 

well/less well?  

f. So far, do you feel that you have appropriate degree of classroom control? 

g. So far, how much support have you received from the class teachers? Were the class 

teachers helpful during your teaching practice? 

h. So far, how do you feel when a supervisor is present while you teach? 
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Appendix V: Approval of study 
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Appendix VI: Consent Letter for Participants 

 

Dear Madam/Sir, 

 

 

RE: REQUEST FOR DATA COLLECTION  

 

I am a post graduate student pursuing a Master of Education Degree (M.Ed.) at The University of 

Zambia. As part of the course, I am required to submit a research project on; 

Student teachers perceptions’ towards school experience in Mufulira district. To achieve this, you 

have been selected to participate in the study. I kindly request you to participate in the interview in 

order to generate data required for this study. This information will be used purely for academic 

purposes and will be treated in confidence and will not be used for publicity. Your name will not 

be mentioned in the report. 

Your assistance and cooperation will be highly appreciated. 

 

Thank you in advance. 

 

Yours faithfully, 

Ireen Chilombo Zonde 


