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1. Setting the scene  

Hassiena Marriott noted that the outcome for today was derived from the last CoP meeting, in which 

participants agreed to share their Work Integrated Learning (WIL)/Teaching Practice (TP) observation and 

assessment tools. The aims are twofold:  

(i) to consider whether a standardised, generic observation tool can be developed which could be 

used by assessors from any university (i.e. look at potential sharing of faculty assessors for TP 

assessments); and  

(ii) to share features of different observation/ assessment instruments so that all instruments can be 

improved.  

CoP members can access the shared BRIDGE ITE CoP folder on Google Drive. All templates and tools sent in 

will be stored here, as well as any other resources of interest. 

 

Participant update:  

 Annelize DuPlessis (UP) is in the Educational Psychology Department, is acting head of Teaching 

Practice, and involved in a project focused on mentoring of teachers and students.  

 Duncan Mnisi (UP) is an administrative officer in the TP office, placing students at schools and 

supporting them during their experiential learning.  

 Henri Kriek (UNISA) is in the Department of Education (foundational) but is transferring to the TP 

office.  

 Bernard Matsoso (TUT) is the Teaching Practice coordinator, placing students in KZN, Mpumalanga,  

Limpopo,  Gauteng and NW Province.  

 Maryla Bialobrzeska (Saide) is here in her capacity as an evaluator, commissioned by Zenex as the 

funder of this CoP to do a formative evaluation of selected CoPs. She is present as an observer.   

 Memoona Mahomed (UJ) runs WIL/ TP in the Faculty of Education.   

 Hassiena Marriott is the Project Manager for the ITE CoP.  

 Melissa King is the Knowledge Manager for the ITE CoP.  

Hassiena stressed the importance of regular attendance at the CoP, as we are building relationships as well as 

developing and expanding on previous topics in each CoP. She noted that she had received apologies from 

some previous attendees, namely Wits and NWU.  She also pointed to the Meeting Highlights which get sent 

out after each CoP as an important record of all our discussions and debates.  

 

2. Starting the conversation  

The South African Extraordinary Schools Coalition (SAESC) Peer Review Process  

The SAESC is group of over 20 independent low fee or no fee schools (such as Inanda Seminary, Dominican 

Convent and the LEAP Science and Maths Schools) that provide quality schooling in disadvantaged areas. It 

was one of BRIDGE’s first CoPs and has been going since 2010, when a few school leaders came together to 

share problems and establish collaborative relationships. One of its achievements has been the developmental 

peer review. Teams of teachers from the different schools go into a selected (volunteer) school and observe a 
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number of facets of the school, through observation of classroom activities, interviews with stakeholders, and 

documentary reviews.  The Peer Review tool provided to this CoP is the Classroom Observation Tool. Team 

observers first undertake a training session in classroom observation, through a video and discussion of 

observation practice. Throughout the process it is stressed that the tool is developmental and not evaluative, 

aimed at helping SAESC member schools identify their strengths, improve in weak areas, and reflect on the 

results of the peer review. It is stressed that there are no consequences for teachers from the observation.  

 

 

 

 

 

 

  

 

 

 

 

The Initial Teacher Education Research Project (ITERP) 

ITERP was a three-year research project completed in 2013, under the DBE’s National Education Evaluation 

and Development Unit (NEEDU) and JET Education Services, led by Dr Nick Taylor. The research focused on 

five universities offering programmes for the B Ed Intermediate Phase. A number of academic papers on 

different areas came out of this research, such as those 

addressing English language pedagogy and the role of Maths 

and Maths teaching in this degree. All papers are available 

on the JET website. Longitudinal follow-ups of the final year 

student teachers at that time were also conducted.  

Of particular interest to this CoP is the paper: An analysis of 

Teaching Practice Assessment Instruments: A cross-

institutional case study of five universities in South Africa 

by Lee Rusznyak and Carol Bertram, November 2013.  This 

paper is also stored in the BRIDGE ITE CoP google folder. 

As Maryla from Saide was a researcher and fieldworker on this project, she gave us an overview of the ITERP 

programme. ITERP surveyed five universities offering the Intermediate Level BEd programme. The first stage 

of the project consisted of a comparison of content in relation to subjects and their relative importance and 

weightings in the qualification. One big finding was that there is a huge amount of variation in terms of which 

subjects are taught and how much time they are given. For example, one university allocated 40 credits to a 

mathematics component, while another only gave it 4 credits; some universities embedded academic literacy 

An extract from the observation tool 

illustrates general categories for lesson 

observation; these align with many of 

the other tools shared in this CoP.  

See the Teacher Development Community 

of Practice Meeting Highlights of February 

2015 here. This report contains a link to 

the ITERP presentation given, as well as 

the discussion points from the CoP.  

There is also a presentation by Lee 

Rusnyak on this project in the ITE CoP 

folder.  
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development in the programme, others offered academic literacy bridging, while others did not address this 

at all. In relation to Teaching Practice, high levels of variation were also found in terms of time allocated and 

ways in which assessments were done. All the findings from ITERP were presented to the Deans of Education 

Forum, with the aim of opening up debate on some of these issues.  

Discussion  

 Universities are autonomous, and – for good reason – guard this autonomy carefully. 

Recommendations can be made but universities can’t be forced to change their practices, although 

they do need to follow policy guidelines. The goal of sharing evidence from research undertakings is 

to encourage universities to collaboratively find solutions to problems identified. However, 

collaboration is often time-consuming and difficult.  

 

 Education students were interviewed as part of the ITERP programme, and once in the field were 

tracked in terms of perceptions regarding how well they were prepared. Assessment of these newly 

practising teachers showed significant gaps in some content areas. Where is the data from the 

longitudinal tracking of students after graduation?   

 

 The research questions posed by Rusnyak and Betram in relation to WIL/TP assessment are as follows: 

 

 

The first bullet above aligns explicitly with the proposed activity for this CoP. It was felt, however, that 

this does not mean we are reinventing the wheel; we can take some lessons from this paper and still 

look at the tools and templates of this CoP to see if we can reach a common guideline.  

 Noted that the MRTEQ 2011 document gave some guidelines on the WIL/TP component of teacher 

education programmes, but from this research it does not appear that universities follow these very 

closely.  

 The research references five universities out of our eleven public universities; what are others doing? 

In addition, the private providers are also obliged to provide WIL/TP to their education students.  

 Memoona noted that she remembers various questionnaires from this research project, but that she 

was never made aware of the findings. This raised the question of how research information gets 

communicated to universities, and to the relevant people within a university. The findings may have 

been sent to the Dean but not to the Teaching Practice office.   

 Communication is a major issue: linked to the point above, it was generally felt that there are huge 

communication gaps between academics and TP offices. Findings and research papers are not shared, 

or don’t align to TP practices. The situation can become a ‘tug of war’ between academics and the TP 

office.  

 What commonalities and differences exist in the structure and criteria of the teaching 

practice assessment instruments used by the five participating institutions?  

 What knowledge domains, practical skills and professionalism of student teachers are 

assessed by the teaching practice assessment rubric/s?   

 What conception/s of teaching and learning is/are conveyed implicitly and explicitly by the 

structure and criteria of the teaching practice assessment rubric/s?  

(2013, page 7)7) 
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 Universities fall under different classifications (e.g. comprehensive universities such as UJ, universities 

of technology such as TUT, and distance education universities such as UNISA); different contexts, 

structural and governance systems also have a huge impact on how WIL/TP is implemented and 

assessed.  It also depends whether teacher educator programmes take place in their own faculty, or 

in a ‘school’ within another faculty, and what the relationship is between the subject matter experts 

and the methodology lecturers, if these are not the same people. How best can these structural 

differentiations be bridged? 

 There are also some anomalies in understandings of the term WIL. For example, engineering faculties 

have their own experiential rubrics for WIL, but this does not take into account TP for EGD student 

teachers. The term WIL is closely linked to technical and occupational training, and is not a familiar 

one in education (school principals do not generally identify with the term). It is, however, the term 

used in DBE policy, so this CoP will continue to use WIL/TP in our reports. Noted, however, that even 

‘Teaching Practice’ does not cover all the experiential elements of Teaching Experience.  

 

3. TP observations: general discussions  

General discussion was kicked off by these questions.  

 Is there a difference between observing students in different phases (e.g. ECD practitioners; 

Foundation/ Intermediate/Senior; Subject teachers in FET phase)? 

 What is generic and what is specific? 

 Do we distinguish between observation of content and observation of pedagogy? 

Points made in discussion include:  

The role of subject matter experts  

With the SAESC tool for peer reviews, the aim is to encourage holistic observation. As far as possible there is 

an attempt to match the peer teacher-observer to observation of their own phase or subject. But this is not 

always possible. This point led to a debate: can a Maths specialist fairly and knowledgeably observe and 

evaluate an English Poetry lesson? Or an English specialist do the same for a Maths lesson on, for example, 

algebraic equations? Can someone who is not familiar with early literacy approaches evaluate whether a 

student is teaching reading effectively? There was agreement, however, that experienced assessors (whether 

mentor teachers or lecturers) can generally use their professional judgement to evaluate ‘whether or not 

learning is taking place’, without necessarily knowing all the content details, or specific methodologies 

appropriate for that content (pedagogical content knowledge or PCK).  

At UJ a distinction is made between Foundation/ Intermediate and the FET phase. Two distinct sets of 

assessors are required: at the lower levels, the children’s developmental milestones as well as their learning 

indicators need to be taken into account. At FET levels there needs to be some understanding of adolescence 

factors, the development of 21st century skills, and a focus on content knowledge as well as PK (pedagogical 

knowledge) and PCK.  The issue of whether subject matter experts can be ‘clustered’ (e.g. English student 

teachers can be paired with History SMEs, or Maths teachers with Science SMEs) is currently under debate.  

Ideally any student teacher should be assessed by someone who knows the subject and phase that the student 

is teaching. However, there appear to be resource and logistical constraints in this regard.  
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Student content knowledge  

What if a student shows wonderful pedagogical skills in the sense of empathy, getting learners to engage, 

giving feedback etc, but she/he is sharing completely incorrect understandings of content? Some assessment 

rubrics are constructed so that such a student may very well pass. Other instruments might have a ‘content 

weighting’ that precludes this possibility. It was felt that all rubrics should have a space for a final professional 

judgement from the assessor.  

The developmental/ evaluative spectrum  

The SAESC Peer Review tool uses language for positive reinforcement, such as ‘areas for improvement’ and 

‘reflective and developmental process’. TUT is moving away from being mainly evaluative towards a more 

developmental approach. Students are hosted for a month by a home room teacher and during this time 

compile a portfolio of evidence (PoE). Assessors who visits the student to assess a lesson also evaluate the PoE 

so that one lesson is not the final determinant. There is also a forum where subject teachers read the mentor 

and principals’ comments in order to come up with a final mark. Other universities also note that there needs 

to be a developmental process for TP before a final summative assessment. There was general agreement that 

any final summative evaluation needs to be based on a number of pieces of evidence gathered over time, and 

from various sources.  

Preparation of mentors for TP observations  

In response to complaints from schools that students are ‘not relevant’, UP is trying to get mentor teachers 

involved to add to the rubric. UNISA’s dilemma is that UNISA staff (called internal supervisors) can only get to 

about 20% of the schools at which students are placed, given the large numbers and areas in which UNISA 

students operate. UNISA relies on ‘external supervisors’ (often retired teachers contracted by UNISA) and on 

the mentor teachers. UNISA provides training workshops to the mentor teachers to prepare them to assess, 

for which teachers get certificates of attendance and SACE CPTD points. UNISA has paid particular attention 

to the training of ECD supervisors. The external supervisors arrange the workshops with principals in a 

particular geographical area and collaborate with the internal supervisors on the focus of the workshop. While 

these mentor teachers are prepared to assess students due to this training, they do not always assess their 

own subjects. If this is the case, they are encouraged to focus on the professionalism of the teacher and to 

evaluate whether or not learning is happening. The final report is mainly based on the evaluation of the mentor 

teachers.  

WIL/ TP Models  

There are other models of TP that have been tried. For example, students on learnerships are placed in host 

schools for a lengthy period of time. UJ has tried a blended model where students are based in schools and 

have some online learning and some face to face tuition. One problem here is that schools are not willing to 

release their student teachers to attend lectures. CPUT has a model in which 4th year students attend school 

in the morning and return to campus in the afternoon for lectures (transport is provided by the institution). 

UP noted that they also provided transport between school and campus in the first term but this became a 

budgetary pressure.   

We also talked briefly about learnership models in which students are placed in schools for longer periods of 

time. Hassiena noted that this ITE CoP emerged from the Pre-service CoP (2015-2018): this was a gathering of 

NGOS, funders and independent schools sharing their ‘internship’ models, in which student teachers are 
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embedded in schools while they are studying through UNISA. Meeting highlights from these CoP meetings are 

available on the BRIDGE website.  

Other points made include:  

 Student teachers often model what they have seen their lecturers do. Are faculty members 

demonstrating good pedagogical skills? 

 Gaps noted in TP observation templates include Information Communication Technology (ICT) skills, 

various ‘soft skills’, and preparation for the ‘4th Industrial Revolution (4IR) which is a hot topic in 

education and training at present.  

 

4. Shared observation and assessment templates 

Each university generally has a number of instruments, including texts such as guidelines, assessment rubrics, 

self-evaluation forms and journaling options. We looked at different examples of some of these and 

participants discussed what they do and don’t like about them. CoP members can go through these in the ITE 

CoP Google Folder at their leisure. The points below capture some of the key features discussed.  

UJ Lesson Presentation Template 

This rubric is for final year students, for the assessment of lesson presentation. It gives different weightings to 

different aspects of the lesson. The heaviest weighting (30%) is allocated to PCK; it is therefore unlikely that 

someone who scored very low on their content accuracy (and teaching methods appropriate to this content)  

would achieve a pass. If a student fails the lesson presentation, he/she fails the whole year. Then lesson 

assessment is combined with the developmental report: teacher and HoD evaluations count for 10%, while 

the UJ lecturer’s assessment counts for 20%. The students developmental report is linked to CAPS coverage.  

Other discussion points on the template:  

 There is no prescribed method for lesson planning and design, although there are prompts and 

reminders for the what, why, when, how and use of resources in lesson design. Issues such as 

relevance to learners are also considered.  

 Areas which students find difficult include:  

o Time management: they spend too long at the beginning part of the lesson and then have to 

rush integration and consolidation.  

o Using assessment FOR learning rather than OF learning; students are not good at checking 

learner understanding during the lesson and giving feedback.  

o Discipline can be an issue, although this is generally not the case in scheduled observed 

lessons, where learners can seem to be unnaturally quiet. This raises questions around how 

they normally behave when not ‘prepared’ for observation.  

o Self-reflection section: students often over-mark themselves, and after discussion need to go 

back and adjust this.  

 UJ is in the process of re-designing their TP/WIL rubric in order to include soft skills and ICT skills.  

 There is an online electronic version of the template which can select common/generic lecturer 

observations, making completion of the template quicker for lecturers.  
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 Students have a debriefing session every two weeks to ensure that they are spending 60% of their 

time actually teaching. There is a letter that says students are not allowed to do substitute teachings 

without being given a lesson plan to follow.  

 Level descriptors are given to first-time lecturers/ assessors.  

TUT Teaching Practice Journal  

The performance standards in this instrument are linked to the Integrated Quality Management System 

(IQMS) standards from the DBE. There are three sets of instruments: one for student self-evaluation, one for 

the mentor teacher, and one for the subject teacher (or peer evaluator). Students are placed in schools in 

groups of up to eight students, and paired as peer educators according to similar subjects. Senior 4th year 

students act as group leaders. All these forms are mediated in methodology lectures before WIL/TP. There are 

detailed level descriptors which set out what performance looks like at each level of the 4 scale rating (1 = 

Unacceptable; 2 = Satisfies minimum expectations; 3 = Good; and 4 = Outstanding). The lecturer conducts a 

final overall review of all evidence for final year students. 

Other issues noted:   

 HoDs appoint mentors, and often in the first week of observation there are no mentors available, or 

it is not always feasible to provide any induction/ training to mentors.  

 It would be useful to conduct unannounced visits occasionally, to see how student teachers are 

operating without being prepared for an assessment; however, there are challenges in this regard:  

o This idea goes against certain principles of assessment in assessment policies, such as 

transparency and forewarning of when assessments will take place.  

o Schools have their own schedules of events in place, and these have to be respected.  

UP Long Lesson Planning Templates and Teaching Practice Guidelines for Students  

The Long Lesson planning template is linked to CAPS and gives students prompts to help them design their 

lesson and select teaching strategies. The template also uses examples of possible indicators under each 

category. UP also has Teaching Practice Guidelines for Students, which outlines all the TP programme activities 

and includes sections for students, mentor teachers and assessors. Students are also given a Reflection 

Framework with prompts, and PoE guidelines. There is still an Assessment Booklet to go into the folder.  

Annelize expressed her concern that all categories for the lesson assessments carry equal weightings, and 

noted the need for review here. She also observed that students seem to have difficulties with critical self-

reflection in their PoEs.  

UNISA Assessment Form for Practical Teaching  

UNISA has different assessment forms for ECD (Grade R and younger) and for Grade 1 to Grade 3. These forms 

use a checklist approach for the supervisors, with criteria and a five level rating scale. (It was noted that a four 

level rating scale is preferable, as it helps avoid the inclination to place a student firmly in the middle at 3 out 

of 5.) There is also a module-related PoE requirement similar to that of UP (not yet in the google folder).  

Henri noted that some modules are not yet linked to CAPS and these need to be updated. While the UNISA 

template has space for reflection and assessor comments, student self-reflection is not linked to any marks, 

and he would like to introduce this idea.   
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5. Framework for lesson assessment tools   

We note that there are numerous other types of TP resource materials, such as School Experience Activity 

Guidelines, PoE guidelines, letters to principals and so on. In terms of TP lesson observation and lesson 

assessment rubrics, however, we have the beginnings of a framework as summarised below for discussing 

differences and commonalities.  

  

TP LESSON OBSERVATION AND LESSON ASSESSMENT RUBRICS 

 

Domains or categories of 

knowledge and skills for 

classroom observation  

These were not looked at in any detail as there is general consensus on the 

types of categories required for lesson observations and assessments, even 

though terminology might differ from one university to another.  

Overall, rubrics had elements such as:   

pedagogy/ methodology (PK); subject or content knowledge; pedagogical 

content knowledge (PCK); classroom management/ discipline; relationships/ 

engagement / empathy; communication with learners; learner assessment/ 

feedback; professionalism; sequencing/ timing.  

Phase differentiations  ECD, Foundation, Intermediate, Senior, FET 

Some generic elements and some specific elements.  

Users Students (self-evaluation), peer evaluation, mentor teacher evaluation and 

assessor evaluations. Some templates also have space for comments from 

principals.  

Assessment judgements  Issues of weighting: all categories are not of equal value and should be 

differentiated; there is some room for global professional judgements by the 

assessor; what constitutes ‘pass/fail’ overall?   

Rating scales and level descriptors: some templates simply note the range, 

while others give more detail on what constitutes poor to good practice (i.e. 

‘what does ‘excellent’ look like?) under each domain or category.  

Feedback and discussion  Rubrics provided comment areas to record these discussions between 

students, mentors, principals and HoDs, and assessors.  

Self-reflection/self-

evaluation  

Reflexive practice was given different levels of importance in the rubrics.  
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6. Closing comments  

Some final closing comments included:  

 Where in WIL/ TP is synchronisation with CAPs timelines captured?  

 There are values underpinning some elements of rubrics (e.g. different discipline or classroom 

management styles): how do we get commonality when institutional values are different, individual 

values are different, and even subject values might differ? Or should rubrics encourage and allow for 

different values as expressed in different teaching styles?   

 A related question is to do with how rubrics allow for or constrain subjectivity on the part of the 

assessor.  

 Reflection on one’s own practice is a sensitive issue, for both teachers and students. Noted:  

o In order to make sure that mentor teachers don’t feel inferior to students who may have more 

up to date knowledge, there is a need to ‘model’ reflection and feedback with mentors before 

they do this with their students.  

o Introduce both mentors and students to the concepts underpinning self-reflection, such as 

Kolb’s or Gibb’s reflective practice.  

o BRIDGE shared two resources on reflective practice with the CoP: (i) The Reflective Teacher, a 

short knowledge product from the Axis Summit which you can find here; and the ECD 

Practitioner Quality Reflection Tool, an ECD CoP product for practitioners (files provided to ITE 

CoP participants; click here to view online).  

 

 

 

 

 

 

 

 

 

 

 

 

 There are a number of topics which we have not yet discussed in any depth in relation to how these 

are dealt with in WIL/TP, and if or how they should be assessed. These include:  

o ICT integration, 21st C skills, awareness of school contexts, inclusivity, teaching and learning 

styles.  

 

http://www.bridge.org.za/knowledgehub/the-reflective-teacher/
http://www.bridge.org.za/knowledgehub/ecd-practitioner-quality-reflection-tool/
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Goals noted by CoP members:  

 Everyone to upload Version 2 or other TP documents to the google folder.  

 Annelize (UP): committing to sitting with stakeholders and the Teaching and Learning committee and 

looking at changes required for effective measurement.  

 Duncan (UP): this meeting has generated some ideas that he wants to capture in a report to his 

colleagues.  

 Henri (UNISA): wants to take back some of these discussion to the TP office in order to review and 

simplify some of the forms, push for CAPS alignment and include the reflexive component. 

 Bernard (TUT): needs to convince colleagues to change the academic mindset and focus on practice, 

and wants more collaborative discussions on teaching practice with other universities.  

 Memoona (UJ): willing to collaborate in terms of crafting a developmental instrument for WIL/TP. 

They are reviewing their summative one and want to update their instruments in respect of 

professional development.   

 Maryla (Saide): noted that this is a rich forum for ‘translating talking into doing’, and also appreciates 

the fact that BRIDGE can bring in cross-cutting information from its other CoPs (e.g. SAESC and ECD).  

 

CoP Participants  

 

 

 


