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Executive Summary

!is research emerges from the Teacher Development Summit that was held in 2009 in South 
Africa. !e primary goal of the summit was to highlight and address the challenges being 
experienced in teacher education and development in the country.

!e summit resulted in a Declaration that called for the development of a new, strengthened 
integrated national Plan for teacher development in South Africa. !is national plan is encom-
passed in the Integrated Strategic Planning Framework for Teacher Education and Development 
in South Africa 2011-2025.

One of the activities in the Integrated Plan refers speci$cally to the role of universities in 
strengthening work-integrated learning. Activity 4.5 of the Integrated Plan speci$es this role 
as such: Strengthen the teaching practice/school experience component of teacher education 
programmes through the development of Teaching Schools (TSs) and Professional Practice 
Schools (PPSs).

!is research explored the conditions that would be required to establish PPSs – schools at 
which student teachers are placed for the actual practical components of their programmes 
(including school observation visits and work-integrated (WIL) experiences), and at which 
student teachers will be able, under the guidance of mentors, to engage in learning-in-practice, 
preparing, teaching and re"ecting on lessons. 

!e research focused on the following questions:

1.  What lessons can be learned from international initiatives similar to the PPS?

2.  What organisational factors at schools and universities, as well as at education department 
level, best support quality work-integrated learning across a variety of contexts?

3.  What challenges do schools and universities experience in respect of these curriculum and 
organisational factors, and how are these addressed?

4.  What existing resource, policy or legislative factors at school, university and education 
department level support or constrain the functions of PPSs?

Nine universities, $ve primary schools and thirteen high schools participated in the research, 
from the following $ve provinces: Eastern Cape, Gauteng, Kwazulu Natal, Limpopo and 
Western Cape. Data was gathered primarily through face-to-face semi-structured interviews at 
each site. Interviewees at the universities included the Dean or designate, the Teaching Practice 
coordinator and two Teaching Practice supervisors. Interviewees at the schools included the 
principal or designate, the Teaching Practice coordinator and two mentor teachers. Senior 
members of the DHET and DBE were also interviewed, as well as two senior representatives 
of the Western and Eastern Cape provincial departments of education.

Challenges and opportunities of school-university partnerships were identi$ed from the 
international literature.

!e $ndings showed a strong commitment from all role-players to schools and universities 
working together in the interests of quality education. Many initiatives to build good school-



2 Teaching and Learning Together: The Establishment of Professional Practice Schools

university relations were apparent at the level of individual institutions, including mentor 
education, rural placements, community-university collaborations, etc. 

It was clear, however, that insu#cient communication exists across the di%erent sectors on 
roles, responsibilities and expectations with regard to supporting student teachers on Teach-
ing Practice. !is includes operational communication (e.g. about the number of lessons to 
be taught by student teachers) as well as educational communication (e.g. about di%erent 
understandings of good teaching).

Many respondents were sensitive to the history of inequality and exploitation in South African 
education, and argued that the availability of resources should not de$ne which schools are 
seen as suitable for teacher education placements.

!e material conditions of schools and universities o%er challenges to building school- 
university partnerships. Universities and students face high costs of travel and accommodation, 
and teachers face heavy teaching loads and, in many instances, a lack of adequate physical 
infrastructure. Teacher involvement in teacher education is not speci$cally dealt with in policy, 
although there are some moves in this direction.

From the many suggestions made as to what would need to be in place to establish PPSs, four 
recommendations were distilled: 

1. All schools should be viewed as having the potential to be good sites for 
the school-based component of initial teacher education, and thus as 
potential Professional Practice schools.

!e identi$cation of certain schools as PPSs should not create divisions and hierarchies 
within the system. Many schools are working hard under di#cult conditions, and quality 
might manifest in di%erent ways in di%erent situations. Every school should be viewed as 
having the potential to be a Professional Practice school, even if this is phased in over time.

2. Minimum conditions should be present in all schools where student teach-
ers are placed for Teaching Practice.

!e recommendation that every school should be seen as having the potential to be a PPS 
does not imply that all schools should be used as sites for Teaching Practice. To ensure good 
quality support and teaching, minimum conditions should be present in all those schools 
where student teachers are placed for Teaching Practice. Universities should monitor the 
schools with which they work to ensure student teachers are receiving proper support.

Basic conditions should include leadership and vision, professionalism, functionality, good 
teaching and learning, resilience, and a diversity of contexts. Each of these is elaborated on 
in the Recommendations.

3. Better communication is needed between schools and universities about 
the goals and activities of initial teacher education

Communication among the di%erent role-players involved in teacher education can be 
vastly improved. Such communication needs to be both operational and professional. 
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Memoranda of understanding will help to clarify and formalise the roles and responsibili-
ties of the di%erent parties involved in supporting student teachers on Teaching Practice.

4. Policies and strategies should be directed at improving the capacity of 
schools and universities to work together more optimally to enhance the 
quality of teacher education

National and provincial policies and strategies need to be directed at improving the over-
all capacity of both schools and universities to engage in quality teacher education. !is 
improved capacity would go a long way to meeting the conditions of a PPS and help build 
good relations between schools and universities. 

Such policies and strategies need to address human resource and professional development 
needs, as well as operational enablers like facilities, space, time, funding, legal frameworks 
for Teaching Practice, etc. Many of these policies and strategies are already underway, 
although they may be at di%erent stages of implementation or success. If these existing 
initiatives are strengthened, teacher education will bene$t both directly and indirectly. 

Overall, the interviews in all the provinces and at all the universities and schools revealed over-
whelming support for the concept of a Professional Practice school. !ere was full recognition 
that schools could play a productive role in teacher education, and that a more established 
relationship could be of mutual bene$t to universities, schools, teachers and student teachers. 

A number of cautions were expressed regarding the implementation of PPSs. !ese included 
the labelling and strati$cation of schools, the likelihood of there being su#cient numbers 
of PPSs to accommodate growing numbers of student teachers, and the fact that di%erent 
ministries are responsible for schools and universities. One school of thought argued that the 
system should rather focus on strengthening the overall capacity of schools and universities 
to work together in the interests of teacher education, rather than introducing a new category 
of school to the system.

Suggestions were made by interviewees as to how challenges might be addressed. An overly 
complex implementation plan was not recommended. !e international literature was also a 
reminder that ambitious expectations and plans will not take root without extensive human 
and $nancial capacity and resources. 

!e implementation of Professional Practice Schools, it was felt, needs to be viewed as a 
developmental, aspirational endeavour. An enabling policy environment, that recognizes and 
values teacher education, must go hand in hand with more practical enablers at di%erent levels 
of implementation, including funding, training, curriculum, etc, both for Teaching Practice 
in general, and Professional Practice schools in particular.
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SECTION ONE:
The Research Brief

Background to the research

!e Teacher Development Summit

In July 2009, a Teacher Development Summit was held in South Africa. !e primary goal of 
the summit was to highlight and address the challenges being experienced in teacher education 
and development in the country.

!e summit brought together, for the $rst time, all the stakeholders from across the teacher 
development sector in South Africa. !is included the teacher unions, the South African 
Council for Educators (SACE), the Education, Training and Development Practices Sector 
Education and Training Authority (ETDP SETA), the national Department of Education, 
and the Higher Education South Africa Education Deans’ Forum (EDF).

!e summit resulted in a Declaration that called for the development of a new, strengthened 
integrated national Plan for teacher development in South Africa. !is national plan is encom-
passed in the Integrated Strategic Planning Framework for Teacher Education and Development 
in South Africa 2011-2025.

Integrated Strategic Planning Framework for Teacher Education and 
Development

!e Integrated Strategic Planning Framework (henceforth referred to as the Integrated Plan) 
identi$es and describes speci$c outputs and activities that – in combination – are intended 
to improve the quality of teacher education and development, in order to improve teaching 
and learning in South Africa.

One of these activities refers speci$cally to the role of universities in strengthening work-
integrated learning. Activity 4.5 of the Integrated Plan speci$es this role as such: Strengthen the 
teaching practice/school experience component of teacher education programmes through the 
development of Teaching Schools (TSs) and Professional Practice Schools (PPSs) (2011:18).

Teaching Schools are seen as ‘teaching laboratories’ and are located close to each teacher 
education delivery site. !e intention here is for student teachers to observe best practices, 
participate in teaching experiences, and potentially link research and teaching. !e establish-
ment of Teaching Schools has been reported on in a di%erent research report, and in various 
publications (see Gravett, Petersen and Petker, 2014; Henning, Petker and Petersen, 2015; 
Gravett and Ramsaroop, 2015).

Professional Practice Schools – the focus of this research report - are schools at which student 
teachers are placed for the actual practical components of their programmes (including school 



5  A Research Report for the Department of Higher Education and Training

observation visits and work-integrated (WIL) experiences). As per the normal model of Teach-
ing Practice, student teachers will spend extended periods of time at these PPSs.

!e Integrated Plan (2011:18) notes that at PPSs, student teachers will be able to engage in 
learning-in-practice – preparing, teaching and re"ecting on lessons. Teachers at PPSs will men-
tor initial teachers in training, ensuring that they receive appropriate support and guidance 
during their practice teaching periods. Over time, the intention is that su#cient PPSs will 
be identi$ed and supported to ensure quality work-integrated learning for all initial teacher 
education students. PPSs will also be utilised as hubs for the development of professional 
learning communities.

!e Plan indicates that the DHET will develop national norms and standards for PPSs and 
work with teacher education institutions and provincial education departments to identify 
functional schools, regardless of their resource level, which can become PPSs. Appendix A 
provides the full text from the Integrated Plan.

Aims of the research report
!is report was requested to assist the Department of Education to develop a proposal and 
plan for the implementation of Professional Practice Schools.

!e research focused on:

!e aims of the research were to identify and make recommendations regarding:

environments, including poor and rural contexts.

student teachers.

departments.

Research questions
!e following questions guided the research:

1.  What lessons can be learned from international initiatives similar to the PPS?



6 Teaching and Learning Together: The Establishment of Professional Practice Schools

2.  What aspects of the initial teacher education curriculum best support quality work-inte-
grated learning across a variety of contexts?

3.  What organisational factors at schools and universities, as well as at education department 
level, best support quality work-integrated learning across a variety of contexts?

4.  What challenges do schools and universities experience in respect of these curriculum and 
organisational factors, and how are these addressed?

5.  What existing resource, policy or legislative factors at school, university and education 
department level support or constrain the functions of PPSs?

6.  What are the essential elements of a conceptual framework to support the development of 
PPSs?

Questions 3, 4 and 5 (organisational, resource, policy and legislative factors pertaining to 
schools and universities) received the most attention in the research. Question 2 (relating to 
curriculum) remains essential, and is recommended for follow-up research. !e elements of a 
conceptual framework (Question 6) are not developed in detail in this report but have been 
explored in publications and conference presentations. (See Appendix B for a list of papers 
and presentations emanating from the research). 

Structure of the report
Section One outlines the background and purpose of the research.

Section Two explains the research design.

Section !ree discusses key concepts from the literature, in particular around school-university 
partnerships.

Section Four describes the $ndings from the interviews at the universities.

Section Five describes the $ndings from the interviews at schools.

Section Six describes the $ndings from interviews with provincial departmental o#cials.

Section Seven outlines the legal framework relevant to the establishment of PPSs.

Section Eight provides recommendations based on the $ndings of the research. 
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SECTION TWO:
Research Design

Aim, approach and sampling
!e aim of the research was to explore the conditions for the successful implementation of 
Professional Practice schools in South Africa. 

!e research was conducted in 2013 and 2014 through a set of case studies across di%erent sites 
in di%erent parts of the country ie as a multi-site case study. Sites were selected via purposive 
sampling, where the sample is chosen deliberately and purposefully to give the best chance 
of useful $ndings. In this case, the sampling was done on the basis of examples of success and 
potential in the system. !e research team worked from the starting point that, in a system 
well-known for being critiqued for its many challenges, it would be more useful to explore 
examples of possibility in the system, rather than to focus on the well-known problems in 
education. 

Written and verbal invitations were sent via the Education Deans’ Forum of Higher Education 
South Africa, inviting those universities who had an interest in the research to participate. !e 
research team hoped that, in this way, universities that responded would have a speci$c interest 
in the research, and would see it as being of bene$t to their own functioning. 

Nine universities responded positively by the time of the deadline for responses.

Each university was then asked to nominate two schools that they thought showed promise 
as a potential Professional Practice school. No speci$c criteria or restrictions were provided 
in selecting the schools, but universities were asked to follow the general description of a PPS 
in the Integrated Strategic Framework. Again, the reasoning here was that it would be better 
to work with those schools that already had the potential to function as Professional Practice 
schools, rather than with random schools or schools that might not be able to provide insights 
into what it took to be become a good school for Teaching Practice. 

Five primary schools and thirteen high schools participated in the interviews. !e universities 
and schools were located in the following $ve provinces: Eastern Cape, Gauteng, Kwazulu 
Natal, Limpopo and Western Cape. Appendix C provides the details.

Personal contact was made with each participating university and school, and dates arranged 
for site visits. Each site visit lasted two to three days, with one day being spent at the univer-
sity and half to one day at each of the participating schools. In every case, the site visit was 
conducted by two members of the research team, to allow for more e%ective record-keeping 
as well as triangulation of insights.
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Data gathering

Interviews

Semi-structured interview schedules were used to gather the data. Data was gathered primar-
ily through face-to-face interviews with key informants at each site. Participating universities 
and schools were asked to identify and make arrangements with the interviewees, and all did 
so willingly. Some of the interviews were individual while others were conducted in groups. 
Each interview lasted 20 minutes to an hour. Audio-recordings and written notes were kept. 

At some sites, not all categories of interviewees were available for the interview, but the research 
as a whole included the full spread of principals, coordinators, supervisors and teachers. 

Due to capacity constraints, departmental interviews were con$ned to one interview with 
a representative of the national Department and three from provincial departments, one of 
whom was interviewed telephonically. 

!e full list of interviewees was as follows:

the Department of Higher Education and Training. 

Education. 

Initially it had been the intention to interview student teachers as well. However the research 
team later decided that students would be unlikely to o%er additional insights into the optimal 
organisational arrangements for PPSs, beyond those that academic sta% members at universities 
could provide. For this reason, as well as due to logistical constraints, student teachers were 
not included in the $nal data set. 

Appendix D indicates the interview schedules that were used. 
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Documentary analysis 

Where available, memoranda of understanding between universities and schools for Teaching 
Practice were consulted. !e aim here was to check how (if at all) the formal arrangements 
between universities and schools were communicated.

Key legislation and policy documents provided data for understanding the legislative frame-
work within which PPSs would be expected to operate. !is is discussed in more detail in 
Section Seven of this report.

Ethical clearance
Obtaining ethical clearance for the research proved to be a challenging undertaking. Ethical 
clearance had to be obtained from the university responsible for the research (Stellenbosch 
University), as well from each of the participating universities individually. As each univer-
sity had di%erent contact persons, and di%erent procedures, this proved to be a complex and 
time-consuming task. 

Permission to conduct the research was obtained from each speci$c province where the par-
ticipating schools were located. !ese ethical clearance documents were then forwarded to 
the individual schools. 

Permission was sought and gained to include the names of the participating universities and 
schools in the Appendix to this report. No speci$c references to any of the participants have, 
however, been made in the text.

In all cases, provinces, universities, schools and departmental o#cials were open, receptive and 
cooperative, and participated with enthusiasm and commitment in the research.

Analysis of data
Content analysis was done of the interview data in order to identify key trends and issues. 
!e focus of analysis was not on the di%erences and similarities across speci$c universities, 
provinces or schools, but rather on cross-cutting themes across the sector as a whole. Each 
interview question was analysed across all the responses, and this was followed by a clustering 
of categories to develop certain themes and recommendations. 
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SECTION THREE:
School-University Partnerships

!e international literature underpinning the questions of this research is vast and a full over-
view would be far beyond the scope of the brief. !is section of the report therefore focuses 
on the key concept underpinning the notion of Professional Practice schools, that of school-
university partnerships for quality teacher education. 

Di%erent models of school-university partnerships are outlined, together with some of the 
challenges and possibilities as identi$ed in the South African literature. A brief comparison is 
made with some international initiatives. Some reference is also made to other useful bodies 
of knowledge. 

Models of school-university partnerships
School-university partnerships are well-established in the USA, the UK and Australia. While 
the detail of the model di%ers, there has been wide acknowledgement in all three countries that 
“school-university partnership is necessary for enhancing the quality of teacher preparation 
and school education… schools are seen as important sites of learning for student teachers 
and practicing teachers, and the collaboration between schools and universities as a%ording 
distinctive opportunities for learning” (Edwards, Tsui and Stimpson, 2009, p. 8). Partner-
ships are seen as a way “to reform teacher education and associated communities (schools and 
universities) by making teacher education context-based and relevant to the changing needs of 
the present world … and improving practices at schools and universities” (Islam, 2011, p. 52).

Di%erent models and typologies of partnership have been identi$ed, each of which brings dif-
ferent expectations, roles and responsibilities of universities and schools. In practice, however, 
a hybrid of di%erent models is likely to exist at particular institutions. !e models can be sum-
marised as follows (Edwards, Tsui and Stimpson, 2009; Islam, 2011; Botha and Beets, 2015):

A complementary model

In a complementary partnership, the school and university have separate and complementary 
responsibilities and there is no systematic attempt to bring the two worlds of practice together. 
Joint activities may place, with communication and networking being the primary form of 
partnership. In many cases it is the university that de$nes the parameters of what student 
teachers should be learning.

A collaborative model

In a collaborative partnership, teachers and lecturers work and plan together on a more regular 
and coordinated basis. Parties work together with shared activities and there may be some 
joint formal structures. In a more developed form of this model, parties share common goals 
and responsibilities.
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An equivalent model

In an equivalent partnership, partners share responsibilities in all areas, including planning, 
supervision and assessment.

A community of practice model

!is refers to the development of communities of practice, professional learning communi-
ties, or communities of inquiry. Here the relationship is more profound, with learning being 
understood as a social process and as involving mutual engagement in a joint enterprise. Men-
tor teachers and teacher educators see themselves as key collaborators, each adding a necessary 
dimension to student teachers’ (as well as their own) teaching competence and professional 
identity.

Challenges of school-university partnerships
While school-university partnerships are o%ered as a powerful way to enhance teacher learning, 
much has also been written about the challenges involved in implementation. 

Edwards, Tsui and Stimpson (2009) draw on the research literature to argue that “there are 
profound di%erences in purpose, organization and culture between schools and universities 
which inevitably create tensions in school-university partnership” (p.14). !ese di%erences 
include: purpose, function, structure, rules and regulations, calendars and schedules, work 
routines, orientation to teacher education, with schools in general favouring a more practical 
and utilitarian form of teacher education. !e time required to build partnerships is invari-
ably not present for either schools or universities, making it di#cult to create opportunities 
for communication and building of trust.

Botha and Beets (2015), drawing on a case study of one of the sites in this research project, 
highlight tensions relating to di%erent role perceptions of each community (the university 
and the school). A lack of role clari$cation can lead to mistrust, with schools questioning the 
understanding that teacher educators have about curriculum policy requirements and the 
impact of socio-economic realities on teaching and learning. Poor communication can lead 
to problems of logistics around, for example, the timing of school placements, or the added 
responsibilities of the mentor. Di%erent pedagogical views and di%erent reward structures 
between universities and schools also can make a partnership more complex (Islam, 2011). 

Based on research into a university-led mentor programme in South Africa some years ago, 
Robinson (2001) discusses those factors that need to be in place to enable teachers to play a 
full role as mentors to student teachers, a fundamental aspect of any school-university part-
nership. !ese factors include a school culture that supports professional development and 
an enabling infrastructure for professional development at the school (e.g. a policy on sta% 
development, time to meet). In the absence of such enabling cultures and policies, the e%orts 
of enthusiastic mentor teachers run the risk of not being sustainable, thus negating the long-
term intentions of the Integrated Plan.
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Di"erent activity systems
School-university partnerships, by de$nition, cross the boundaries of what can be called di%er-
ent “activity systems” (see Ellis, Edwards and Smagorinsky, 2010). !e conceptual framework 
o%ered by cultural historical activity theory (Ellis, Edwards and Smagorinsky, 2010) argues 
that individuals develop into ways of thinking and acting that are a%orded to them in their 
di%erent settings or activity systems, and that these activity systems can be both enabling and 
constraining. 

Potential tensions across the di%erent activity systems within schools and universities could 
include, for example, di%erent understandings on the part of teachers and university lecturers 
as to their respective roles, di%erent criteria for good classroom practice, di%erent practical tools 
(for example, lesson planning formats), or di%erent indicators of successful teacher education 
(an example being the expectation that a young teacher should, from day one, be an expert in 
classroom management). !e extent to which these di%erent expectations and understandings 
constrain or enable cooperation and collaboration will depend on the commitment of the 
partners to sharing their perceptions, and to using the opportunity of working together to 
help explore new possibilities in their practice (what Edwards (2011) calls “relational agency”).

Possibilities of school-university partnerships
While tensions can be detrimental to e%ective partnerships, such tensions can also be seen 
as an opportunity for growth and learning, as partners engage in dialogue and negotiation 
about one another’s di%erent modes of acting and doing. From this perspective, contradic-
tions are sources of change and innovation, and “it is in the process of resolving contradictions 
that activity systems are transformed and expansive learning takes place” (Edwards, Tsui and 
Stimpson, 2009, p. 17). Vagueness in partnership planning, ironically, can create a platform 
where respective responsibilities and expectations can be re-negotiated and clari$ed, although 
the richness of this discussion will depend on the depth of commitment of the school and the 
university to the shared goals of the partnership (Botha and Beets, 2015).

Pennefather (2011) has outlined some of the bene$ts of a partnership programme that placed 
student teachers at schools in rural contexts of Kwazulu Natal. She argues that, by immersing 
student teachers in authentically diverse South African contexts, teacher education becomes 
more realistic, providing a stronger link between theory and practice. Rural schools become 
more aware of the value of their knowledge and experience, and teachers in remote areas have 
access to di%erent teaching materials, methodologies, recent curriculum debates, etc. !e 
partnership also bene$ts learners who, through the student teachers, begin to have a sense of 
the world out there and the possibilities that could exist for them. All of this creates a synergy 
that, according to Pennefather (2011), values and extends the capabilities of all partners.

Edwards, Tsui and Stimpson (2009) cite further research that has looked at what learning 
actually takes place through school-university partnerships. !e research suggests a partnership 
leads to productive learning for student teachers, in that the student teachers are invariably 
exposed to longer and more structured $eld experiences, more sustained supervision and more 
authentic learning experiences. Some research has shown that student teachers who partici-
pated in a Professional Development School in the USA were better at planning, assessment, 
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instruction and classroom management. Whether this is due to a partnership model as such, 
or just to a longer period of time in a school, is however, unclear. 

Other research has cited the bene$ts for teachers, in that involvement with student teachers 
and the university positively in"uences their professional learning. A new role often acts as a 
catalyst for professional development, exposes teachers to new ideas and techniques, provides 
a source of stimulation and innovation, prompts teachers to re"ect on their existing practices, 
renews enthusiasm and increases feelings of self-e#cacy (Edwards, Tsui and Stimpson, 2009, 
p. 18).

Less research appears to have taken place on the bene$ts for university lecturers, with the 
development of contextual knowledge being noted as the key learning.

International lessons
Some brief lessons are drawn here, from the writings of key authors in the United States and 
the United Kingdom.

Darling-Hammond (2014) points out that there have been some very e%ective school-uni-
versity partnerships in the USA, although she cautions that such settings do not exist in large 
numbers. She describes the characteristics of those Professional Development Schools, lab 
schools and reform networks that are “such strong models of practice and collaboration that the 
environment itself serves as a learning experience for teachers” (p. 553), echoing the underpin-
ning goals of the Teaching Schools and Professional Practice Schools in the Integrated Plan. 

She describes highly developed professional development school models as places where cur-
riculum reforms are supported by the school and the district; teams from the university and 
the school work on curriculum development, school reform and action research; university 
faculty are involved in teaching and professional development at the school; and school edu-
cators often teach on the teacher education programme. Most classrooms in these schools are 
sites for student teaching placements and cooperating teachers are trained as teacher educators 
and mentors. Some such schools explicitly include an equity agenda, thus helping student 
teachers to understand the broader institutional and social context of schooling (Darling-
Hammond, 2014).

Having outlined these characteristics, Darling-Hammond cautions, though, that “developing 
sites where state-of-the-art practice is the norm is a critical element of strong teacher education, 
and it has been one of the most di#cult” (2014, p.554) as it involves identifying excellent 
individual cooperating teachers as well developing the overall quality of the school. Despite the 
di#culties, though, she argues that there is growing evidence of the power of this approach. 

Within the United States, a number of related teacher education initiatives called urban 
teacher residencies (UTRs) have been created. In the UTRs, teacher candidates spend more 
time in schools, often seeking shared responsibility for teacher education among university, 
school and, in a few cases, local communities !ese residencies, are aimed at strengthening 
and transforming traditional disconnected university models of teacher education (Zeichner, 
2014). While UTRs di%er in design and ideology, there are those that closely resemble the 
philosophy of the PPSs – “to be more relevant and connected to problems of practice in 
public schools and to successfully draw on the expertise that is located in universities, schools 
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and local communities under a new more democratic form of teacher education governance” 
(Zeichner, 2014, p.262). 

In one description of a UTR, the team outlined how it set about the task of creating a true 
community of practice partnership model (see models described earlier in this section). !e 
authors describe the intentions of the programme - to integrate academic, practitioner, com-
munity and student knowledge, and not to privilege one over the other (Klein et al, 2013). 
Various challenges are also described, included building trusting relationships, re-constructing 
traditional roles, $nancial resources, reliance on the support of individuals, and di%erent 
approaches to teaching. !e description highlights the challenges associated with establish-
ing in-depth partnerships, and o%ers cautions to South Africans working in contexts that are 
more constrained.

Zeichner (2014) points out how shifting the location of teacher education more to schools 
can indeed strengthen the educative value of the preparation, but can also uncritically glorify 
learning from experience. He argues the importance of “unpacking and analysing the under-
lying commitments to particular purposes of public schooling and the meaning of teaching, 
learning, the teacher’s role and the process of learning to teach (2014, p.264). !is highlights 
the importance of not seeing PPSs as ‘neutral’ or ‘ideology-free’ sites of activity, but as sites 
for di%erent parties involved in teacher education to come together for deep debate about the 
goals and practices of education in South Africa.

Working in the United Kingdom, with its well-established history of school-based teacher 
education, Ellis (2010) critiques what he calls an impoverished notion of learning often 
embedded in arguments for more school-based work in teacher education. Experience in 
schools, he argues, has the potential to lead to the reproduction of routines and the develop-
ment of ‘bureaucratic virtues’ like compliance. He highlights some tensions identi$ed within 
the Oxford Internship Scheme, a programme with a strong base of schools working with the 
university. !ese include, for example, contradictory conceptions of knowledge and learning, 
and issues of relative power between university academics and teacher mentors. 

Ellis argues for school-university partnerships to open up potential barriers to dialogue and to 
“recognize and plan for the agency of beginning teachers, in engaging with the social systems 
within which they are working” (p.112) , so that teacher education becomes a way of “using 
experience as a means to develop an idealised vision of the future” (p. 117). !is emphasis 
on agency and building a future is an important reminder that the work of the PPS is more 
likely to be successful if it is part of a vision for better education in South Africa, rather than 
simply a new bureaucratic structure. 

Other important areas of research
For the purposes of this report, a brief overview of some key aspects of school-university 
partnerships has been outlined. !e concept of a Professional Practice school, however, is 
underpinned by a number of other areas of research, all of which contain a huge body of 
knowledge. !is section concludes by identifying two such areas of research, together with 
some speci$c areas of focus.
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Teacher development

!e research area of teacher development (which includes pre-service and in-service education) 
includes areas of focus like teacher beliefs, teacher identity, teachers’ knowledge base, profes-
sionalism, teachers as mentors, etc. All these areas of study help us to understand the processes 
of professional learning, so critical to the underpinning motivation for PPSs.

Curriculum design in teacher education

!is research area helps us to understand what aspects of a teacher education curriculum have 
the most potential to support meaningful learning for all involved. Darling-Hammond (2014) 
identi$es and discusses three crucial areas for strong teacher education, namely coherence and 
integration between courses as well as between courses and clinical work in schools, explicit 
links between theory and practice, and new relationships with schools. While space does not 
permit a discussion of these issues, it is important to note that the success of the PPS will 
depend as much on the teacher education curriculum as on the quality of schooling.
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SECTION FOUR:
The Views of Universities

Central characteristics of a Professional Practice school 
Interviews at the universities were conducted with Deans (or their nominated designates), 
Teaching Practice coordinators, and university supervisors. !e interviewees indicated a num-
ber of central characteristics that they believed a Professional Practice school should embody. 
As there was a strong degree of overlap, responses have been clustered.

!e main characteristics of a Professional Practice school were identi$ed as follows:

Functionality

Leadership and professionalism

models. 

externally.

A focus on teaching and learning

Suitable conditions for teaching and learning
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-
cumstances of teachers and learners.

Support for Professional Practice schools
In general, there was support for the idea of Professional Practice schools, with some express-
ing caution.

!e reasons for the support included the following:

skills and would be of mutual bene$t to the school and the university, particularly where 
the institution could also o%er opportunities for professional development to the teachers.

school-university relationships and student performance.

mentors to the students.

addition, they would understand administrative skills and cultivate their teaching skills in 
an appropriate learning environment.

the students’ development towards achieving the balance between theory and practice. 

students.

teacher-mentors. 

Although the concept of a Professional Practice school was supported by all, a number of inter-
viewees made cautionary comments. One Dean indicated that the strati$cation of schools in 
South African society posed a problem for the PPS model in that the process created labelling 
and stereotyping and might confound equity factors. !e view of this Dean was that - rather 
than identifying or establishing functional schools or PPSs at this stage - it might be prudent 
to improve existing schools to function pro$ciently. Another respondent from the same univer-
sity argued that the diversity of present school environments and communities would present 
some di#culties in identifying some schools as PPSs and not others. !e proposal should not 
mean that such schools would be seen as being exceptional to the detriment of other schools. 
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One university believed that the idea of PPSs was ambitious since schools di%ered distinctly 
from one another. In their estimation, the urban schools were functional while the rural 
schools lacked proper organization. !ey alleged that structured orderly schools were averse 
to intrusions such as the PPS initiative. Although they conceded that schools with numerous 
shortcomings ought to be the focus they had reservations because the project may be onerous 
or create unnecessary discord.

!e viability of establishing such schools
!e University interviewees were asked to comment on the viability of PPSs. One respondent 
found that this was a di#cult question to respond to as lecturers who were unable to personally 
assess their students at some schools used substitutes and therefore could not provide feedback 
on those schools. From her screening of schools over a long period she was able to estimate 
that 60% of schools matched the PP school description. A second respondent also experienced 
di#culty in submitting a percentage of schools that would qualify as PPSs. He did concede 
that there were some schools that were better than others in this regard but found teachers’ 
assessment skills wanting. Students were often distressed at the disparity between the marks 
allocated by teachers and those allocated by their lecturers. 

!e view was expressed that it was necessary for lecturers to strengthen their bonds with 
speci$c teachers before pronouncing that the school was suitable for the PP project. !e 
suggestion was made that the TP system be reconsidered so that teacher-mentors knew that 
they were appreciated for sharing their knowledge and expertise with the students. It was felt 
that teachers ought to set aside time to meet with lecturers who would visit the school. At the 
same time lecturers who visited the schools should spend more than just the one lesson at the 
school to allow for more contact time with the teachers to bridge the gap between their two 
worlds. !e Department of Education also needed to be actively involved in operations at the 
universities after which the onus was on the universities to report on such activities. Although 
it might be a time-consuming and cumbersome process, it would be bene$cial to all parties. 

In general there was a view that universities needed to do more to reach out to the schools. 
!e point was made that this was something that had been stronger in the days of the colleges 
of education. 

A number of supervisors con$rmed that they had come across schools that could be included 
as PPSs, as certain of the teachers could make suitable mentors with the necessary training. 
According to these respondents, the university ought to be actively involved in mentoring 
capacity development among teachers, student support and community interaction. 

One respondent emphasized that even well-structured schools needed to make signi$cant 
structural modi$cations particularly in terms of inclusion, diversity and equity to satisfy the 
criteria to be a PPS. !eir criticism was of ex-model C schools that were not open to trans-
formation because they believed that the school was without fault, despite others being aware 
of underlying problems. 

It was interesting to note that university supervisors themselves seemed to have di%erent criteria 
as to what a PPS should be. A supervisor at one university said that she had not come across 
any schools yet and believed it was a gradual process. Although the initiative was viable, it 
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was a slow process that should begin with a limited number of schools. Another supervisor 
at a di%erent university was of the view that 80% of the schools in the area were functional 
and appropriate for the project. 

One Dean warned of the danger that selection might prompt stakeholders to assume either 
that their schools were deliberately excluded or that theirs were exceptional schools. However, 
she was optimistic that there were su#cient numbers of functional schools within communi-
ties to satisfy the aims of the project.

!e issue of home schools received particular attention. Lecturers were critical of the system 
that allowed students to go to schools near their homes and were attempting to create a list 
of suitable schools in these areas. !is was because they were becoming aware of problems 
including the fact that at some schools teachers left students to their own devices. Since stu-
dents were familiar with the teachers from their home schools, they sometimes did not provide 
constructive criticism. 

In general, the feeling seemed to be that although there were cooperative teachers and obliging 
schools, there were just as many teachers or schools that were loath to assist the students during 
TP. From the Eastern Cape in particular there was a concern that not all schools could be PPSs 
as many schools in the former Transkei were challenged by their substandard infrastructure, 
overcrowded classrooms, teacher shortages and safety issues.

Factors that would enable and constrain the establishment of 
Professional Practice schools linked to the university
!e following factors were identi$ed by the Deans (or their designates) as enabling or con-
straining the establishment of Professional Practice schools linked to their university:

Vision and leadership

sharing and community interaction.

assigned university sta% in charge of the project. 

Political sensitivities

exclusive and others dysfunctional.

Communication 

universities and schools hampered the process of addressing problems such as sta% capacity 
and infrastructure.
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Resources and capacity 

basic enthusiasm and the educational bene$ts would take precedence over any funding 
issues should these arise. Funding opportunities were available via DoE and the DHET 
Teaching and Learning Grant.

inexperienced, or that the school lacked the capacity to participate.

university, where they could send their students. It was also problematic for the university 
and students if the latter had to go to remote rural schools. 

teachers. 

areas.

Professional development

teachers received incentives. 

bene$t from established skills and resources.

-
ing was expensive.

Factors (sta" capacity at school and/or university, #nancial 
resources, time, legal structures, etc) in place at the university
A number of enabling factors were indicated as already being in place at the di%erent universi-
ties. !ese included:

to place students for Teaching Practice. !ey were presently devising plans to promote 
greater community-university collaboration.

and professional development. 

schools towards transformation and innovation. Additionally, it was expected the initiative 
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would ensure that schools and universities formed close collaborative relationships to learn 
from one another. 

-
ing to the respondent meant that students were transported to selected schools close to 
the university after workshops were held to prepare them. Funding for this purpose came 
from various sources such as Funza Lushaka but the logistics were complicated and often 
the funds were insu#cient to cover the costs. !e home-based model used by the univer-
sity allowed students to go to schools near their homes for Teaching Practice and lecturers 
travelled to each using the allocated funding. !is made it di#cult for the university to 
establish a relationship with the schools and teachers prior to the training. !is university 
was in the process of deciding which of the two models to use but acknowledged that the 
second would make the PPs initiative di#cult to implement. 

Suggestions to address the challenges
Deans/ designates o%ered the following suggestions to address the challenges associated with 
establishing Professional Practice schools:

teachers and schools $nancially to secure transport and safety measures. 

-
ration necessitated fostering trust and setting up e%ective communication channels with 
o#cials of the Department and schools. !e school-university relationship should represent 
mutual passion, professional development vision and potential to address complexities as 
a team.

caveat that it may be impossible for universities to be in contact with all schools in the 
area). !e collaboration ought to create spaces for discussions around matters such as the 
vision of each party, the curriculum, teacher identity, trainee teachers and mentorship 
requirements. 

been many strikes which the university had had to endure. 

principals at workshops, to clarify the $ner points of the PPS initiative. Properly commu-
nicated, accurate details of the project ought to engender interest, encourage cooperation 
and allow stakeholders to abide by standard procedure.

a limited number of schools in diverse settings ensuring that those not selected do not feel 
that they were deliberately excluded. Mentorship training was imperative.



22 Teaching and Learning Together: The Establishment of Professional Practice Schools

!e number of schools that the university uses for Teaching 
Practice
Teaching Practice coordinators were asked how many schools their university used for Teaching 
Practice. Answers ranged between 30 and over 100 schools, dependent on student numbers. 
In all situations, there was mention of the logistical e%ort involved in the administration and 
communication that needed to go into these placements, as well as the high costs of trans-
port, and in some cases accommodation, for sta% to visit the schools. Availability of su#cient 
numbers of supervisors was also a challenge.

Logistics played a particularly signi$cant role when there were insu#cient numbers of schools 
near to the university. One Teaching Practice coordinator explained that, according to the 
policy of the university, the schools had to be within 100 km radius. Due to $nancial con-
straints, it was di#cult to apply this radius so they requested students to used home schools. 
All students opted for the home school. For supervision, the lecturers visited the students in 
April and July. !ey also spoke to the mentors, who were the subject teachers and HoDs, to 
guide and assess students. To minimise the $nancial constraints, they booked at B&Bs and 
tried to attend the lessons at all the schools in an area during that period.

Main criteria used to select schools for Teaching Practice
Teaching Practice coordinators at the universities explained that the main criteria used for 
selecting schools for Teaching Practice included the following:

other cases students attended schools nearer their homes. 

One coordinator explained the criteria used at his university as follows: “Teachers at that 
school are cooperative, give assistance, guidance and supervision to students. A lot is done by 
the teachers. Learners are eager to learn. !e culture of the school is conducive to learning.” 

A second school was described as follows: “It is not well resourced, but we like the attitude 
of the principal who is very cooperative. !e school is really trying. !ey could bene$t from 
resources. !e teachers and principal have positive attitudes.”

A respondent from the Eastern Cape indicated that almost all the schools in that province had 
limited resources, but he felt that a Professional Practice school could work if the principal 
was passionate, even if resources were scarce. 
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Percentage of schools that meet the criteria of a PPS
University supervisors were asked what percentage of the schools that were used for Teaching 
Practice had the potential to be considered a Professional Practice school. Answers ranged 
from 100% of schools having the potential, to 80%, to 30%, to 20%.

One respondent indicated that there were “quite a few” of such schools. His opinion was that 
authentic teaching took place primarily at disadvantaged schools. !ese schools might be 
under-resourced but they had dedicated teachers. 

Asked what percentage of schools de$nitely did not match the criteria for Professional Practice 
schools, answers ranged from 10% to 30%.

Addressing the challenges of Teaching Practice
Teaching Practice coordinators were asked whether they thought the establishment of Profes-
sional Practice Schools would address some of the challenges related to Teaching Practice.

It was felt that such an arrangement would formalize the relationship between the university 
and the school and improve communication and the training of mentors who would guide 
students. !e concept of PPSs would assist to reassure students about the functionality of their 
TP schools. Such a system would help to promote good relationships. 

Mentor training
Universities were asked if a mentor training programme was in place. In general, this was not 
the case. One university indicated that there was some form of training for substitutes who 
visited schools in place of lecturers - but did not consider this to be mentor training. It was 
noted that the sort of mentor training provided often does not appear to attract those who 
really need it. Such a programme was considered to be time-consuming and there were no 
incentives for lecturers and teachers to participate. One university explained that they had 
attempted to initiate the project but attendance was poor. 

One university indicated that they hold a workshop with teachers where the aims and objec-
tives of TP are explained. Another provided explanations to teachers in the form of a logbook 
system and feedback material to mentors and principals. !is was intended to ensure that 
students were correctly assessed. 

Memorandum of understanding or a formal agreement with 
the TP schools
Universities were asked if a memorandum of understanding or a formal agreement existed 
between them and the TP schools.

In almost all cases there was no formal agreement between the university and the school. 
Schools were sent letters informing them of student placements and a set of guidelines or a 
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manual that was provided to the students as well. !ese guidelines outlined the expectations 
of the university with regard to the school and the students who do TP. One respondent 
provided evidence of a signed formal agreement that clari$ed their expectations and recourse 
should there be any contraventions by the students. Another university indicated that there 
was a learning contract between the teacher and the student.

Strengthening the relationship between the university and 
schools
Teaching Practice coordinators and university supervisors were asked to indicate what they 
thought would strengthen the relationship between universities and schools, in order to 
improve teacher education in general, and Teaching Practice in particular. !is was divided 
into what could be done from the side of the university, from the side of the school, and from 
the side of the Department of Education.

Suggestions for better school-university collaboration focused mainly on the following:

More speci$c recommendations are indicated below.

From the side of the university

One respondent was of the view that it was necessary for lecturers to strengthen their bonds 
with speci$c teachers. She suggested that the role of the faculty, department and lecturers in 
providing support and incentives was crucial to its success. It was her suggestion that the TP 
system be reconsidered so that teacher-mentors knew that they were appreciated for sharing 
their knowledge and expertise with the students.

An example of good collaboration was described, where the university had initiated a micro- 
teaching project with the school that is very successful and which the learners enjoy thoroughly. 

One respondent was of the view that there ought to be a principled partnership involving the 
school, the university and the provincial department. Regular meetings between the school 
and university would ensure that TP was a%orded the import it deserved and more so if the 
same lecturers worked with the same schools always to build trustworthy relationships. 

!e suggestion was made that the university provide bursaries to teachers who wished to 
develop their mentoring skills via short courses. 

!e respondent called for a revised outlook that would see the school as a fundamental part 
of teacher professional education.
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It was indicated that there was merit in improving communication channels that could create 
the means to train mentors and encourage teachers to assist in university teacher education 
curriculum planning. !e process would also allow universities to be aware of present reali-
ties at schools and assist them to overcome the ordeals they faced such as Maths and Science 
education. 

A suggestion was made that schools could use university support in curriculum design and 
the learners could use university resources such as laboratories and equipment.

!ere was a motion for greater interaction between the university and the school. !is col-
laborative process would include university attendance at training workshops held by the 
Department at schools and lecturers assisting schools set up projects. Learners from schools 
would also bene$t from having extra lessons delivered by university students and access to 
university facilities, e.g. laboratories. 

It was felt that responsibility rested with the university to promote e%ective communication 
and transparency and collaboration that could promote the professional development and 
training of mentors. Subject speci$c communication between lecturers and students would 
bene$t student training if there was a sharing of knowledge and skills via workshops and 
demonstrations in respect of lesson plans and the curriculum.

From the side of the school

!e suggestion was made that teachers set aside time to meet with lecturers who would visit 
the school. At the same time lecturers who visited the schools should spend more than just 
the one lesson at the school to allow for more contact time with the teachers to bridge the 
gap between their two worlds. 

One respondent expressed criticism of teachers’ lack of professionalism in terms of their absen-
teeism, punctuality, dress, general conduct and views of what being a teacher entailed. He did 
not think that such teachers were appropriate role models with teacher-mentors expecting 
students to replace them in the classroom. 

!e respondents at one university believed that onus was upon schools and teachers to commit 
to change and collaboration willingly. It was their view that success of the project depended 
upon the unconditional pledge by the school, university and Department to work as a collec-
tive to achieve a functional school. !ey therefore recognized the implications of progressive 
growth, capacity building, operational success and the position of the unions in the establish-
ment of the PPSs.

Part of the e%ective school-university interaction was that the school should report all dif-
$culties likely to jeopardise its functionality to the university coordinator. It was felt that the 
university-school collaboration should include the School Governing Body, to ensure that 
the terms established by the university took note of existing school policies. !e interaction 
would also facilitate learner access to university resources to help them. 

!ere was a call for standardized guidelines for teachers to regulate the level of mentorship 
and clarify the details pertaining to the period and mode of the students’ TP. Without these 
benchmarks, there were discrepancies from school to school regarding the time students spent 
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teaching or as non-participants during the teaching or the presence of the teacher-mentor 
during this teaching time in the classroom. 

It was felt that the quality of mentoring could be a%ected by a lack of commitment on the 
part of teachers and the university. !is respondent also indicated that lecturers were unable 
to cope because they had too many other students. 

From the side of the Department of Education

!e role of the Department was seen as mainly to do with resourcing and policy. It was seen 
as important that the provincial Department of Education be an equal partner in the col-
laboration by providing clarity on national policies and roles as well as $nancial support for 
teacher development. 

!e Department was seen as instrumental in providing resources and ensuring that vacant 
positions at schools are $lled. Students who were meant to be practice teaching were $lling 
these posts and demanding payment for work done.

Finally, a recommendation was made for the implementation of a negotiated o#cial agreement 
that clari$ed the nature and objectives of the project, conditions of participation pertaining 
to each stakeholder, and the responsibilities that each would have to undertake. It was sug-
gested that the collaboration be extended beyond the school community to the Department 
of Education to ensure some form of incentive for teachers such as a certi$cate of completion 
or competence at mentoring. 

Constraints in the establishment of Professional Practice 
schools
University supervisors were asked what they saw as constraints in the establishment of Profes-
sional Practice schools. !ese included:

a lack of trust, knowledge, correct information and cooperation

One supervisor spoke about this in depth. She felt that there was merely the assumption that 
the university had a supervisory, instructional role because there was no precise role de$nition 
in this regard. Limitations in terms of time, resources and money, did not allow for incentives 
that would have otherwise encouraged schools and mentors to be notably involved in teacher 
education. !e apparent lack of self-assurance among mentors to contribute to teacher educa-
tion could be the result of a lack of motivation towards their own work as teachers. Teachers 
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who lacked the skill to be creative in their classrooms would consider mentorship as another 
arduous task rather than an opportunity to exploit their creativity. 

Respondents from a di%erent university highlighted the importance of good infrastructure 
such as su#cient room for micro-teaching. !ey felt that teachers ought to revise their attitude 
towards lecturers and students, whom they felt took too much of the time they required to 
complete the syllabus. 

How constraints might be overcome
University supervisors made a few suggestions as to how the constraints could be overcome:

In the next two sections, the views of schools and the Department of Education are presented. 
!e $ndings in these three sections will be consolidated in Section Eight into recommenda-
tions from the research.



28 Teaching and Learning Together: The Establishment of Professional Practice Schools

SECTION FIVE:
The Views of Schools

Central characteristics of a Professional Practice School
!e principals, Teaching Practice coordinators and mentor teachers who were interviewed 
indicated a number of central characteristics that they believed a Professional Practice School 
should embody.

As there was a strong degree of overlap between the views of the principals, TP coordinators 
and mentor teachers, the responses from the three groups of interviewees have been clustered 
and are presented as a view from the schools. 

!e most frequently mentioned characteristics were as follows:

professionalism; a caring, welcoming environment

willingness to learn.

!e following characteristics were also mentioned by the principal, TP coordinator and/or 
mentor teachers, but less often:

Support for Professional Practice Schools
Principals, TP coordinators and mentor teachers indicated overwhelmingly that they supported 
the idea of a Professional Practice school. !e following were some of the reasons given:

and practical experience. Seeing good role models would motivate student teachers to do 
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their best. !e model would have positive implications in terms of initiating students into 
the teaching world.

dysfunctional schools to develop more acceptable standards of functionality and teaching 
and learning. 

to be able to teach properly.

Some cautionary comments were also o%ered regarding management and monitoring, teacher 
workload and university-school collaboration:

with expert mentorship training and professional guidance for student teachers.

-
ity for extra duties. Teacher mentors were also already very busy. !e question was also 
raised as to whether teachers would receive incentives for the extra mentorship duties. !e 
idea of a PPS sounded excellent, but it might be di#cult to put it into practice. 

interaction was in many cases minimal or absent. Relationships should be clear, and time 
and funding available. !e project would require passionate and well-trained teacher men-
tors and solid trusting relationships between universities and teacher mentors. !e arrival of 
students did cause a few administrative and teaching problems for the teachers who might 
even prefer to re-teach some aspects of the lessons taught be the student teachers.

An oft-repeated comment was that PPS schools should re"ect di%erent social contexts and 
should not be elitist.

Own school as an example of a Professional Practice school
As mentioned earlier in this report, the researchers had asked universities, using their own 
criteria, to identify schools that they considered to be examples of Professional Practice schools 
already. !is was done so that the research $ndings could focus on positive possibilities, rather 
than just on di#culties in the system.

!ese same schools were then asked if they themselves considered their school to be an exam-
ple of a Professional Practice school. !ree criteria were mentioned: Curriculum teaching and 
learning, School organization, and Professional Development.

!e response from principals, TP coordinators and mentor teachers was on the whole positive. 
Some of the schools’ descriptions of themselves are listed here:

aspects of school life.
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get to observe di%erent teachers and see di%erent styles.
-

tive in their lessons.

regulation at the school. Parents support the school culture and understand the ethos of 
the school.

what they have to cater for the needs of impoverished learners.

-
ised by a professional development committee.

general.

A number of respondents were, however, cautious about labelling their school as a Professional 
Practice school; they focused rather on the potential of the school to develop in this direction:

Limited resources impact negatively on the quality of teaching.

challenges.

with the curriculum before committing to mentoring students.

work together and do planning as the sta%room is also too full.

Constraints on the establishment of Professional Practice 
schools
Principals were asked to identify the factors that enabled and constrained the establishment 
of Professional Practice schools, while Teaching Practice coordinators and mentor teachers 
were asked to identify constraints on a positive relationship between universities and schools 
for Teaching Practice. Although the question to the principals was broader than that posed 
to the TP coordinators and mentor teachers, the opinions o%ered overlapped su#ciently to 
cluster the responses. !e comments of the respondents are listed here:
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Time and logistical challenges

the students returned to say that they were unable to get alternate placements and did not 
have the $nancial means to go to schools further away. 

sent too many students to schools (usually o%ering the same subjects) thus disrupting school 
programmes and overwhelming teachers.

room, which might irritate some sta% members. 

Student teachers’ content knowledge

when the students’ content knowledge was so poor. !ey felt that the university had the 
responsibility to ensure that the student’s content knowledge was adequate. 

Communication between university and schools

to encourage a closer relationship between the school and the universities.

were not elucidated nor were the expectations and requirements of schools factored in. 

did have problems they did not act on these. !e schools would prefer it if the university 
was able to assist them more by convening meetings with the various schools to formalize 
a meaningful collaboration. 

suggested that they were being uncooperative when they pointed out they were experienc-
ing problems.

where no one seemed to know who should contact who. 

!ere was also a lack of mentorship training for teachers.
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opportunities for constructive engagement and dialogue. 

school, thus they were not sure how to guide the students.

Attitude of teachers 

negative attitude of some teachers might hamper success. If teachers were positive, he felt 
a lot could be achieved. To avoid frustrations a good structure must exist. Timing too was 
very important; the ideal time to have students at the school depended on the activities at 
the school. TP was a give and take situation thus students needed to understand that they 
would receive positive and negative feedback. !ey had to realize that a positive attitude 
and communication was advantageous to them. !e teachers’ increased workload (in having 
to mentor a student teacher) or the quality of the student might a%ect teachers negatively. 

Recommendations to overcome constraints
!e principals, TP coordinators and mentor teachers o%ered an extensive set of recommenda-
tions for how these constraints could be overcome.

Communication 

nomination of a dedicated liaison teacher at the school. 

regarding students and e%ective teaching practices. 

and universities to formally exchange ideas.

programmes might be drawn up collaboratively.

-
ties after which there ought to be regular review sessions or meetings regarding TP. 

university. !at would be possible if there was more communication and formalization of 
the relationship.

Policy

-
cipals who thought that TP was a waste of the school’s time, to turn student teachers away. 
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interventions by the Departments of Basic and Higher Education were welcome as these 
groups ought to work together. At school students depended on the DBE while at the 
university they depended on DHET.

Identi#cation and selection of schools

at schools rather than sending the students out to $nd TP schools on their own.

possible for better arrangements to be made if the university selected and approached the 
school.

should not live too far from the TP schools. 

Attitudes 

-
ticularly those teachers who displayed positive attitudes and who were committed to the 
task. !e principal was of the view that it was beholden upon them as teachers to assist 
and guide students with pride especially those who had been learners at that same school. 

possible for the project to succeed, should all stakeholders work towards building relation-
ships of trust. !e perception was that students and teachers who were loath to work as a 
team could jeopardize the project.

$nances or teamwork. 

project.

students who should remain receptive to gain knowledge from each other so as to promote 
the ideals of the PPS. 

hierarchical manner that isolated them. !is institution of good practice had to ensure that 
students were not exploited during TP. As colleagues of teachers they should be allowed to 
participate in the various school activities. 

Teaching Practice arrangements

meant an extra workload.
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spaces of the teachers while they were at schools but were allocated their own. 

related skills. 

but this was not always possible because of logistics.

background therefore being unable to engage with them in an appropriate manner. 

students would come for TP but the school preferred to have just 2 to 3 students per 
institution at a time. !e large number of students at a given time was di#cult to manage 
because that meant mentors had to support more than one student at a time.

left this arrangement to the students. !ere were also times when universities were there-
after disapproving of the schools’ assessments. !e school also frowned upon lecturers 
who did not come to students’ lessons when they were supposed to. It was also a point of 
dissension that students were required by the university to merely observe teachers without 
participation.

except when too many students wished to do their TP in the same subject. !e prob-
lems the school experienced related to that there were a limited number of classes for the 
increased number of students. 

accommodate their students. Lecturers visited the school only once or twice when they 
needed to assess the student. !e TP coordinator felt that the process allowed students to 
slack o% and they even began to leave earlier than they should.

university but the student teachers did not consider that it was their duty to set, mark and 
invigilate examinations. !e mandate from the university was not clear but the school 
managed to resolve the issues. 

Funding

of a Professional Practice school, particularly for adequate teaching facilities.
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Placement of student teachers at schools
In many cases the schools that were interviewed indicated that more than one university 
sent student teachers to their school during the year. Usually student teachers were from the 
universities located in that particular province, as well as from UNISA. !is could mean that 
some schools were working with $ve universities during the year, each with its own timelines 
and expectations. 

Memoranda of understanding 
Schools were asked if a memorandum of understanding existed between themselves and the 
university. In every case, the response was that no such formal agreement existed. !e follow-
ing were in place as some kind of alternative, but these did not cover all eventualities:

TP.

of the person responsible for the student at the university.

In every case, interviewees felt that this was a matter that could be improved upon and needed 
attention.

Strengthening the relationship between the school, the  
university and the Department
Finally, schools were asked what they thought could be done to strengthen the relationship 
between the di%erent parties involved in Teaching Practice. Responsibilities were allocated to 
each partner as follows:

From the side of the university

It was recommended that universities improve their communication with schools, prepare 
student teachers better for the realities and expectations of TP, work more closely with subject 
teachers, and improve the depth and procedures for evaluating student teachers:

-
sibilities of stakeholders. 
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another.

feedback. 

-
mendations to improve the system.

From the side of the school

It was recommended that schools take more initiative in planning, communication, profes-
sional development and promoting positive attitudes:

team endeavour.

ful$lled by the school. Once the school was aware of these they would respond regarding 
their own capacity to ful$l these conditions. 

-
vising or mentor teachers.

service-orientation.
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-
grammes with the universities.

with transport and meals. !ey ought to also be understanding of the students’ plight and 
not be too harsh but rather more supportive of them and help them to grow. 

friction between students and teachers.

such as occupational therapy students who could assist learners.

the school, university and the Department. 

way that needed improvement. 

that school and enquire what their expectations were. !ey were also compelled to ensure 
that there was constant monitoring, visit the students in class. !e school ought to inform 
the university what they expected of the trainees, including the dress code.

From the side of the Department of Education

!e role of the Department of Education was not seen as particularly prominent, but empha-
sis was placed on resourcing schools and student teachers, and establishing policies and 
expectations:

guidelines pertaining to TP.

of their role in such a venture.

supportive in the future.



38 Teaching and Learning Together: The Establishment of Professional Practice Schools

provide resources to assist the school with the mentorship demands. 

encountered $nancial di#culties during that time and teachers often lent them money.

and school and not be so prescriptive.

accredited school. !ere was also a need for guidance as to what should be done.

-
ing and learning; Support material needed to be kept up to date. Students sometimes did 
not want to accept the teacher as a mentor and con"ict developed. !e DoE needed to 
take that into consideration and ‘protect’ the teacher against abuse from the student. !e 
guidelines for the teacher and the student from the DoE had to be clearly set out. !e 
DoE had the responsibility to also set up workshops to clarify their view of the teacher as 
mentor.

-
ment should ensure that basic resources are in place such as the library and laboratory for 
each school, not for a cluster.

trainees when they had $nished. !e mentor was unsure of their speci$c role but argued 
that they could ensure that the school had the su#cient number of teachers and that there 
were not shortages. 

Recommendations arising from the above comments are outlined in Section Eight.
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SECTION SIX:
The Views of the Department of Education

Interviews were conducted with two senior members of provincial Departments of Educa-
tion from the Western and the Eastern Cape, one senior member of the Department of Basic 
Education and one senior member of the Department of Higher Education and Training.

Central characteristics of a Professional Practice School
!e following characteristics were identi$ed as being central to a Professional Practice School:

Functionality

respect of management of the school and what happens daily, with a good work ethic and 
ethos. !e school should not compromise on instructional hours, or close at any time so 
teachers can go to meetings, etc. 

Good teaching and learning

good teachers who also have the ability to mentor appropriately. It must not be a place 
where there are bad lessons and lack of planning. 

National Senior Certi$cate or Annual National Assessment results. !is speaks to what is 
going on in a classroom for the delivery of the curriculum.

Diversity

be sent to well-functioning schools in communities that are poorer, rural etc.

Support for the idea of a Professional Practice school
Departmental representatives indicated that they supported the idea of a Professional Practice 
school. One respondent emphasised that the identi$cation of such schools should re"ect the 
varying contexts of the country, e.g. rural, urban, township, etc, so that the selection of such 
schools would not give a false sense of the context of schooling. 

!e PPS was indicated as one element of improving education. Other elements also existed, e.g. 
telematics, lead teachers. !ere needed to be a common thread that cut across all interventions.
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!e speci#c role of the provincial Department of Education 
!e following were identi$ed as the speci$c roles of the Department of Education in the 
establishment of Professional Practice schools:

be reviewed from time to time.

subject lecturers. 

Enabling factors for establishing Professional Practice schools
A number of factors were identi$ed as being essential for the successful establishment of Pro-
fessional Practice schools. !ese included:

a regulatory framework that would facilitate a national approach to the concept in the 
establishment of the system across the country.

would support the concept and the idea and di%erent ways to do it.

placed on schools. !e purpose of the PPS must be clearly understood. In some models 
the role of a PPS could be fairly minimal, or it could be more developed.

supervising.

teachers. !ere would need to be buy-in from school management team.

!e important point was made that the system is not starting afresh, as such schools already 
exist. It was felt that it would be in the interests of the Department to support such an 
initiative. 

Constraining factors
!e following were identi$ed as potential constraining factors to the successful establishment 
of Professional Practice schools:
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geographically distributed. 

communication.

rewards, or payment. However, rewards for individual teachers could also be contentious.

system was running well, a teacher who mentors would get PD points which would be a 
potential incentive.

place which could be costly.

perhaps be sliding criteria if there was a need for more schools. If too few schools made 
the criteria, it could be constraining to the implementation.

inhibit a prospective student teacher to get the full scope of teaching, which would inhibit 
the quality of delivery of the lesson. !is was particularly seen to be the case in rural and 
semi-rural areas.

Overcoming constraints
Various suggestions were made as to how constraints could be overcome:

-
ment. !e system would be doomed for failure if it didn’t start up appropriately.

could lead to the expectation by the school that the resources should remain.

Speci#c issues to be considered regarding the relationship 
between DHET, DBE, the province, and schools
Departments were asked to highlight any speci$c issues relating to the relationship between 
the di%erent parties. 
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It was noted that the link between teacher education and CPD is close, but that there is room 
for improvement. Provinces have no legal input into pre-service teacher education; however 
it was felt that there is scope for more collaboration, even if this only meant giving feedback 
on new teachers. Presently there are no regular formal structures for this to happen. 

Respondents did not want to create a structure that would inhibit existing relationships, but 
felt that a slightly more structured engagement would be valuable. Good relationships also 
depended on a good relationship between the DHET and the DBE.

!e important point was made that di%erent discourses exist on the relationship between aca-
demic rigour and being steeped in practice. Mutual synergy was seen as the best way forward.

One provincial representative indicated that he would love subject advisers to interact more 
with teacher education. !is could enhance mutual development and growth, while respecting 
the di%erent roles, and sharing knowledge and expertise. He indicated that there is a percep-
tion that a signi$cant number of students who are quali$ed do not appear to be familiar with 
content related matters to deliver lessons or CAPS. Better communication between subject 
lecturers and subject advisers would ensure that lecturers were in tune with current policy. If 
students were well-prepared, it would also make the support by district o#cials a lot easier.

General comments
A few more general comments were made by the provincial representatives:

di#cult.

mentorship year should be considered for $rst year teachers, working, for example, with a 
subject mentor, personal mentor, and someone who deals with logistical issues. 

Two $nal comments from the provincial representatives about the image of teaching, and the 
importance of a shared vision, deserve quoting:

“!ere must be a message about teaching that is motivating and inspiring, not 
depressing and undermining. It is a great profession, and hard work is required. 
Intrinsic motivation that comes with the job must be modelled. Student teachers 
must leave university with an eagerness to get into the job, and not be demoral-
ised. !ey must also have an understanding that this is a continuing path with 
many opportunities to learn and grow.”

“We are talking about the delivery of quality education, nothing else. !e left 
hand must know what the right hand is doing.”
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SECTION SEVEN:
The Legal Framework

Introduction
!is chapter addresses the question of the legal requirements to establish Professional Practice 
Schools (PPSs) in South Africa. Speci$cally, it asks: What existing policy or legislative factors 
at school, university and education department level support or constrain the functioning of PPSs?

Requirements to qualify as a teacher 
!e involvement of schools in the school-based component of initial teacher education will 
be de$ned by the programme requirements to qualify as a teacher. Teacher education quali-
$cations in South Africa are governed by the Revised Policy on the Minimum Requirements for 
Teacher Education Quali!cations (19 February 2015). Two quali$cations enable new recruits 
to enter the teaching profession:

undergraduate Bachelor’s degree or an approved Diploma (DHET, 2015).

Both these pathways include a school-based component. In a full-time contact B Ed pro-
gramme, students are expected to spend a minimum of 20 weeks and a maximum of 32 weeks 
in formally supervised and assessed school-based practices over the four year duration of the 
degree. In any given year, a maximum of 12 such weeks could be spent in schools, and at least 
three of these should be consecutive. In part-time or distance mode programmes, students 
may be physically in schools for longer periods. However the same amount of supervised and 
assessed school-based practice is required (DHET, 2015, p.23).

For the PGCE, a full-time contact programme requires students to spend a minimum of eight 
weeks and a maximum of 12 weeks in formally supervised and assessed school-based practice 
in the one-year duration of the programme. At least four of these weeks should be consecutive. 
In a part-time or distance mode, students may be in schools for longer periods, but the same 
amount of supervised and assessed school-based practice is required (DHET, 2015, p.29).

!e general requirements for work-integrated learning indicate the importance of develop-
ing mutually bene$cial partnerships with schools. Furthermore, the work-placed component 
must be structured, supervised, integrated into the learning programme and formally assessed 
(DHET, 2015, p.13). 

!e next section analyzes relevant policy and legislation at national, provincial and institutional 
levels with respect to the implications - or lack thereof - for the hosting of Teaching Practice 
students by schools or the setting up of PPSs.
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Legislation at national level
Although there is no speci$c legislation governing the establishment of PPSs at national level, 
a number of general legislative frameworks are relevant to the work of student teachers in 
schools. !ese include:

!e Constitution of the Republic of South Africa, 1996 

!e Chapter 2 provisions of the Constitution such as the right to education and rights in 
education guide all education related activities in South Africa. 

!e South African Schools Act, Act 84 of 1996

Section 16A explains the role of the school principals as the professional managers of the 
school. Principals are accountable for the performance of all learners and for what happens in 
their schools; that means principals also act as the professional managers of students who do 
their practical training at their schools. 

Sections 20(1) determines that school governing bodies must promote the best interests of 
the school and strive to ensure its development through the provision of quality education 
for all learners at the school. 

Section 36 states that school governing bodies may not allow any activity that is hazardous 
or disruptive to learners. 

Section 60 explains the liability of the state, the school and the educators where damages occur, 
including where any act or omission by a trainee teacher during any school activity gives rise 
to any damage or loss. !is section does not distinguish between those who are responsible for 
the damage or loss. As long as it is caused by any act or omission relating to a school activity, 
the state will be liable. It is important to note that school activities include academic, sport, 
cultural or social activities organized/o%ered by a school. Recklessness or gross negligence 
may include allowing a trainee student to teach or be in charge of any school activity without 
supervision. 

If a student commits gross misconduct, the governing body is entitled to ban the student from 
the school grounds. !e university must be informed of the student’s misconduct to enable 
it to take the necessary action.

Since the school is not the student’s employer, the school principal or governing body may 
not take disciplinary action against the trainee student. !e university may indeed take action 
against the student should they breach the contractual agreement.

Sections 8, 8A and 9 regulate aspects of learner discipline and safety that students and schools 
need to adhere to. Section 8A determines that no person may bring a dangerous object or 
illegal drug onto school premises or have such object or drug in his or her possession on 
school premises or during any school activity. Schools also have to comply with speci$c safety 
measures set out in the Regulations for Safety Measures (2006). !ese measures address issues 
that could a%ect student teachers’ activities at school, such as access to schools and visitors to 
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schools, organization of school activities, including the transport of learners, physical activi-
ties, and early release of learners from school. 

Although the legal provisions above do not refer speci$cally to student teachers, they may 
need to be referred to in any contracts that specify the roles and responsibilities of the school, 
the university and the student teachers during Teaching Practice. 

!e Employment of Educators Act, 1998

Students spending eight to 12 weeks at a school are not subject to labour law, as these students 
are not appointed in terms of the Employment of Educators Act (1998) or section 20(4) or 
(5) of the South African Schools Act (1996). !e school is therefore not an employer and the 
student is not an employee.

In most of the schools that appoint teachers students as interns in their $rst year of study, the 
students enter into an employment contract with the school governing body and receive a 
form of remuneration. !e students are employed in terms of Section 20 of the South African 
Schools Act (1996) and not in terms of the Employment of Educators Act (1998). 

!e Personnel Administrative Measures (PAM) (1999) 

!e terms and conditions of employment of educators are determined in terms of section 4 
of the Employment of Educators Act 1998. !ese provisions are explained in the Personnel 
Administrative Measures (PAM).

!e PAM provides that no person may be appointed in a temporary capacity or special con-
tract in a teaching position, unless that person has an approved quali$cation. Trainee teachers 
are not yet quali$ed. !ey are required to complete their practical training in order to obtain 
a teaching quali$cation. Trainee teachers may thus not teach without supervision, but may 
work with quali$ed teachers as teaching assistants. !ey may only work as teacher interns in 
temporary teaching positions after they have registered with SACE.

!e Collective Agreement 1 of 2008 in the ELRC 

!is Collective Agreement provides a framework for the Establishment of an Occupational 
Speci$c Dispensation (OSD) for educators in Public Schools. In terms of this Agreement, 
students who do an internship in their $nal year of the B Ed are recognized as Teacher Interns 
and a full job description is provided. !ese students should be remunerated according to the 
negotiated salary structures. !e contracts between the governing bodies of the PPS and the 
student interns should thus be revised after the $rst three years of the B Ed. 

Importantly, this Collective Agreement (2008) makes provision for three additional post levels 
in schools, namely Senior Teachers, Master Teachers and Teaching and Learning Specialists. 
!e core duties and responsibilities of these jobs include contributing to the professional 
development of colleagues by sharing their knowledge, experience and resources. Although the 
Collective Agreement does not speci$cally refer to the support of student teachers, in a PPS, 
mentoring of student teachers could potentially provide a pathway for these senior, mentor 
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and specialist teachers who might wish to apply their specialist knowledge in the organization 
and support of Teaching Practice students. !is would ensure that mentoring was built into 
the job descriptions of certain teachers.

!e South African Council of Educators Act, 2000 

!is Act provides for the establishment of the South African Council of Educators (SACE). 
SACE is a statutory body with three primary functions:

a)  !e registration of educators. SACE keeps a register of all those persons entitled to teach 
in South Africa.

b)  !e professional development of educators. !e maintenance and enhancement of profes-
sional standards is a major concern of SACE and its activities are directed towards improv-
ing the quality of teaching and learning in South Africa. SACE oversees standards of entry 
into the profession and renders advice on the training and quali$cations of educators.

c)  !e regulation of the ethics of the profession through the Code of Conduct and its disci-
plinary measures. 

Student teachers who are not yet registered by SACE cannot formally be regarded as educa-
tors. However SACE provides a framework whereby student teachers as well as teachers - who 
are all registered with SACE - should display high standards of professionalism and ethics. 
!is can be interpreted to include the need for quali$ed and practicing teachers to actively 
support the development of student teachers as contribution to the development of the next 
generation as inducting novices into the profession is one of the hallmarks of occupations 
designated as a profession. 

!e support and mentoring of student teachers can also become part of the expected pro-
fessional development activities, whereby all teachers who are registered with SACE will be 
required to earn Professional Development points.

Legislation at provincial level
Universities and other private teacher training institutions are regulated by the National 
Ministry of Higher Education and Training under the Higher Education Act, 101 of 1997. 
Basic Education is regulated by the Minister of Basic Education. Each of the nine provinces of 
South Africa has its own Provincial Department of Education for which the DBE has overall 
responsibility and oversight. In practice this means that the Department of Basic Education 
has no authority over universities, and the Department of Higher Education and Training has 
no authority over schools. Teacher education and Teaching Practice, which should be a dual 
and overlapping function, and which requires collaboration between schools and universi-
ties, is negatively impacted by this division and policy vacuum. Provincial policies will in all 
likelihood need to be developed to address this issue.
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Legislation at institutional level
!is research has shown that Teaching Practice in most cases currently, takes place in the 
absence of any formal agreements or contracts between students, schools and universities. 
!is is an area of weakness that needs to be addressed.

Students spending a period of time at a school give rise to a speci$c relationship between the 
university and the student, the university and the school as well as the school and the student. 
Once the universities have selected the schools to receive the students for their work-based 
experience, they should contact both the management of the schools and their governing 
bodies. It is important that the governing bodies play a role in approving the students who 
will be spending time at their school as governing bodies are obligated to put the learners’ best 
interests $rst by ensuring that anyone who comes into contact with the learners subscribes to 
the mission and ethos of the school. !e governing body has a legal obligation to promote 
the best interests of the school and strive to ensure its development through the provision of 
quality education for all learners at the schooli;

!e legal contract between the university and the school should thus be signed by both the 
principal, (as the professional manager) and the governing body (who acts in the best interests 
of the school)ii.

Conclusion
!e above outline shows that Teaching Practice is not dealt with speci$cally or explicitly in 
legislation or policies at either national, provincial or institutional level, and that one has to 
‘read between the lines’ to understand the implications of current legislation and policies. !is 
gap will need to be addressed if PPSs are to be established as fully recognized entities within 
national and provincial frameworks.

i  Schools Act, 1996, section 20 (1) a,c,e

ii Schools Act, section 16
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SECTION EIGHT:
Recommendations

It was evident from all the interviews for this research that a strong commitment to building 
quality education exists across the country. !e signi$cance and value of initial teacher educa-
tion was shared by all who were interviewed. Many initiatives to build good school-university 
relationships were also apparent at the level of individual institutions. !ese included men-
tor education, rural placements, community-university collaborations, subject committees, 
leadership training, and various school improvement programmes. As part of the curriculum 
development taking place around the new national policy on teacher education quali$cations, 
discussion on the purpose of Teaching Practice was also apparent at some universities. 

!e research indicated, however, that insu#cient communication seems to exist across the 
di%erent sectors on roles, responsibilities and expectations with regard to supporting student 
teachers during Teaching Practice. Where such communication does exist, it tends to be about 
technicalities, with almost no evidence being found of deeper discussions between schools 
and universities on, for example, shared understandings of what good education might be. 

!e historical context of schooling in South Africa remains signi$cant. Political and social 
sensitivities were found to be high, with strong arguments being expressed that the history of 
inequality and exploitation in education should not de$ne which schools are seen as suitable 
for initial teacher education placements. A constant refrain was that student teachers needed 
to be exposed to schools in a variety of contexts, something which the Integrated Plan itself 
advocates. 

It was clear that the material conditions of both schools and universities o%er signi$cant chal-
lenges to supporting or sustaining e%ective school-university partnerships. At universities, 
resources are in general insu#cient to cover the costs of Teaching Practice, particularly for 
student and lecturer transport, student accommodation, employment of additional supervisors, 
etc. !e large number of student teachers relative to the number of university sta% in Facul-
ties of Education also often means that school visits are outsourced to external contract sta%, 
thus diminishing the potential to build curricular links between the school and the university. 

For schools, there is the challenge of time and space for teachers to mentor the student teach-
ers. It became apparent during this research that heavy teaching loads often led to teacher 
support to student teachers occurring in a rushed fashion, either during breaks or in a few 
moments after the lesson. !e overcrowding and limited space at some schools meant that 
there was no physical space for student teachers (or teachers) to have a quiet space for re"ec-
tion and planning. 

Analysis of legislation and policy revealed that, although the work of Teaching Practice has 
been around for many years in South Africa, teacher involvement in teacher education is not 
dealt with explicitly at national, provincial or institutional level. Policies that might support 
teacher involvement in teacher education, like career paths for mentor teachers, or the alloca-
tion of continuous professional development points, are in their infancy.
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Recommendations
Good quality teacher education is the interests of everyone, and the importance of ensuring 
that schools and universities work together towards this common purpose was shared by every 
participant in this research. It is thus encouraging to note that there is a strong base of com-
mitment among role-players which underpins the recommendations listed here.

!e recommendations are based on $ndings from a particular set of universities and schools 
in the country. It is the hope of the research team that these recommendations will elicit much 
debate and discussion as colleagues link the $ndings to their own contexts and experiences. 

!e recommendations of the research are as follows:

1.  All schools should be viewed as having the potential to be good sites for the school-based 
component of initial teacher education, and thus as potential Professional Practice schools.

2.  Minimum conditions should be present in all schools where student teachers are placed 
for Teaching Practice.

3.  Better communication is needed between schools and universities about the goals and 
activities of initial teacher education.

4.  Policies and strategies should be directed at improving the capacity of schools and universi-
ties to work together more optimally to enhance the quality of teacher education. 

Each of these recommendations is elaborated on below.

Recommendation 1:

All schools should be viewed as having the potential to be good sites for 
the school-based component of initial teacher education, and thus as 
potential Professional Practice schools

A strong message emerging from the research was that the identi$cation of certain schools as 
PPSs should not create divisions and hierarchies within the system. Many schools are work-
ing hard under di#cult conditions, and quality might manifest in di%erent ways in di%erent 
situations. Some indicators of quality, like high matric results, might be more obvious to the 
public, but student teachers also have much to learn from schools which, for example, support 
learners in di#cult conditions, or have strong links with their communities. !e recommen-
dation is thus that every school should be viewed as having the potential to be a Professional 
Practice school, even if this is phased in over time.

!e recommendation to view every school as having the potential to be a good site for the 
school-based component of teacher education has both short-term and long-term implications. 

In the long-term, there should be a commitment from all partners to play an active role in 
the development of every school as a site for powerful learning. !is will take place through 
a range of policy and resource interventions (see Recommendation Four below).
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In the short-term, universities are encouraged to de$ne what they see as good school place-
ments for Teaching Practice, and to actively partner with schools that meet minimum condi-
tions (see Recommendation Two below).

Recommendation 2:

Minimum conditions should be present in all schools where student  
teachers are placed for Teaching Practice

!e recommendation that every school should be seen as having the potential to be a PPS is 
a long-term aspiration and does not imply that all schools in the immediate term should be 
used as sites for Teaching Practice. To ensure good quality support and teaching, minimum 
conditions should be present in all those schools where student teachers are placed for Teach-
ing Practice.

Schools, universities and department o#cials listed what they saw as the central characteris-
tics of a Professional Practice school (see Sections Four, Five and Six). !ese criteria can be 
combined to create a set of conditions to which all schools could aspire. !e characteristics 
are as follows:

Leadership and vision 

Professionalism

Functionality
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Good teaching and learning

Resilience 

All universities interviewed for this research indicated that they have some form of monitor-
ing of the selection of schools, but this often seems to be based on anecdotal reports or on 
relationships built over years. !e di#culty of selecting the ‘right’ schools is exacerbated when 
student teachers are allowed to choose their own schools, particularly when these are located 
at substantial distance from the university.

In order to prepare new teachers for the full geographical and social spectrum, it is important 
that student placements occur in a range of contexts in South Africa. From the evidence of 
this research, it is clear that universities do on the whole place students in di%erent contexts, 
although this can come with its own challenges (see Robinson, 2014).

!e above characteristics of a PPS o%er a very useful starting point for universities to develop 
a set of criteria by which they would decide whether or not to include particular schools as 
sites for Teaching Practice. Although it can be di#cult to be too selective in the choice of 
schools, particularly when large numbers of student teachers need to be placed, it is highly 
recommended that universities develop a system of monitoring of school placements, so that 
teacher education is not compromised by placements at schools that do not meet their agreed-
upon standards.
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Recommendation 3:

Better communication is needed between schools and universities about 
the goals and activities of initial teacher education

It was evident from all the interviews that communication among the di%erent role-players 
involved in teacher education could be vastly improved. !is is important both for operational 
reasons and for developing a common understanding of the goals and activities of teacher 
education. In this research, memoranda of understanding that de$ned roles and responsibilities 
were absent in almost all cases. Universities mostly provided course guides which outlined the 
expectations of teachers, student teachers and university supervisors, but there was little or no 
evidence that these had been negotiated or discussed in any way with the schools.

!e research team also saw little evidence of communication from the universities about what 
they (the universities) might be able to o%er schools in return for supporting student teachers, 
with the potential of a mutually bene$cial relationship being seemingly implicitly understood, 
rather than explicitly articulated.

Forms of communication

Communication therefore would need to include:

mentor teachers for supporting student teachers on Teaching Practice.

and responsibilities, memoranda of understanding, etc.

Another level of communication includes professional dialogues between universities, teachers 
and subject advisers regarding curriculum design in teacher education, to enhance mutual 
understanding and synergy of purpose. !ere are many examples of where this is already hap-
pening, but a more concerted and purposeful engagement would be bene$cial. 

A good location for such engagement is the Provincial Teacher Education and Development 
committees, which creates a forum for the provincial and national departments of education 
to come together with universities, unions and SACE to discuss matters of mutual concern. An 
example of such a forum is the workshop held in March 2015 in the Western Cape on roles, 
responsibilities and expectations regarding the new professional. !e agenda of the PTEDCs 
could usefully include discussion on curriculum issues, particularly between subject advisers 
and university methodology lecturers. 

Further opportunities for such engagement included the Advisory Committees that exist 
at some universities (in particular universities of technology), where teachers and provin-
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cial departments of education are invited to comment on aspects of the teacher education 
curriculum.

Other networking opportunities are utilised at di%erent universities (e.g. where teachers are 
invited to give feedback on the Teaching Practice) or in the various professional associations 
(e.g. the South African Research Association for Early Childhood Education). It is suggested 
that subject advisers be invited as a matter of course to such meetings as well, as they form 
the interface between policy and practice in the schools.

!e research showed a clear gap in communication about the bene$ts for schools of work-
ing with universities. Important here is the realisation that schools will bene$t from well-
trained student teachers, and that teachers have much to gain from mentoring novices in the 
profession.

Memoranda of understanding 

!e research has shown that Teaching Practice in most cases currently takes place in the absence 
of any formal agreements or contracts between students, schools and universities.

Section Seven outlined the legal framework for establishing PPSs, and recommended that 
contracts should be established between schools and universities and schools and student 
teachers. Such contracts are primarily to clarify and formalise the roles and responsibilities of 
the di%erent parties involved in supporting student teachers on Teaching Practice.

!ese contracts should consist of the following:

Contracts between the universities, and the PPS

provincial DBE.

-
ance of the school and acting in the best interests of the school.

 Contracts between the PPS and the student teachers
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aspects such as teaching and learning, sporting activities, cultural activities and social 
activities organised by the school.

!e contract between the PPS and the student should be signed by the school principal, as the 
professional manager of the school, the chairperson of the governing body and the student.

!e school principal identi$es the mentor teachers in consultation with the senior manage-
ment team and the mentor teacher is accountable for the supervision and assessment of the 
students. !e expectations of all the parties should be clari$ed clearly in the contracts. Typi-
cally, di%erent contracts should be drafted for students who spend time at school for observa-
tion purposes, students spending time at schools to gain practical experience and knowledge 
through teaching, and teacher interns.

Although these contracts are primarily focused on the legal aspects of Teaching Practice, they 
do not have to remain at a technical level. Rather, they can also o%er a gateway to having edu-
cational discussions about the mutual expectations of the di%erent parties involved in Teaching 
Practice. For example, a discussion on the rights and obligations of the mentors, including 
the criteria for appointing mentors could include an exploration of di%erent approaches to 
mentoring, how best to match particular mentors and student teachers, whether mentors and 
university supervisors have similar conceptions of good teaching, etc. A discussion on the code 
of conduct of the school creates opportunities for schools to share their understanding of how 
the school is managed and organised, what the professional expectations are of teachers, the 
vision for the school, etc. !is would allow universities to better understand the context of the 
school, and student teachers to have greater insight into the underlying goals of the school.

Recommendation 4:
Policies and strategies should be directed at improving the capacity of schools 
and universities to work together more optimally to enhance the quality of 
teacher education

It is strongly recommended that national and provincial policies and strategies are directed at 
improving the overall capacity of both schools and universities to engage in quality teacher 
education. !is improved capacity would go a long way to meeting the conditions of a PPS 
and help build good relations between schools and universities. 

Such policies and strategies can be divided into two areas: (a) human resource and professional 
development needs, and (b) operational enablers like facilities, space, time, funding etc.

Many of these policies and strategies are already underway, although they may be at di%er-
ent stages of implementation or success. If these existing initiatives are strengthened, teacher 
education will bene$t both directly and indirectly. Examples of initiatives include:
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Human resource and professional development needs

schools, and a positive environment for teaching and learning.

strong teaching and learning base in the school.

among teachers.

teacher support.

of Education, universities, unions, professional bodies, etc, to promote dialogue about 
elements of good teacher education and the respective roles and responsibilities of each 
stakeholder within this.

-
sations, etc), to promote discussion about the design of good quality teacher education. 

promotes careful attention to curriculum design in teacher education, including to disci-
plinary, pedagogical, practical, fundamental and situational learning.

Operational enablers

learning and the possibility of mentoring as a career path.

resources for teaching and learning are in place, including sanitation, computer and science 
laboratories, school libraries, textbooks, sta%rooms, etc.

so that student teachers feel comfortable to travel to di%erent areas.

student accommodation, employment of additional supervisors, etc. !e current ministerial 
funding formula for initial teacher education makes it very di#cult for universities to fully 
engage in Teaching Practice in the way that all role-players would wish. !is can lead to a 
cut-back on supervisory visits to the school, with the possible perception of universities not 
caring about their student teachers. !e large number of student teachers relative to the 
number of university sta% in Faculties of Education also often means that school visits are 
outsourced to external contract sta%, thus diminishing the potential to build curricular links 
between the school and the university. As teacher education does not receive the equivalent 
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of a clinical grant within its higher education funding allocation, the most practical next 
step appears to be the inclusion of Teaching Practice within the funding categories of the 
ETDP SETA, as Teaching Practice is a good example of work-based learning. 

factor in all the interviews was that of time during the school day to mentor student teach-
ers. It became apparent that much of the teacher support to student teachers occurred in a 
rushed fashion, either during breaks or in a few moments after the lesson. Whether men-
toring is recognized formally as a career path, or informally as a portfolio within the school 
structures, it is imperative that time be made available for this work to happen. A relatively 
simple intervention is that of allocating one or two periods a week for the mentor teachers 
to meet the student teachers; however whether sta#ng norms and teacher workloads allow 
for this is not clear. 

that there was no physical space for student teachers (or teachers) to have a quiet space for 
re"ection and planning. Even the interviews for this research were sometimes conducted in 
rooms that doubled as photocopy rooms, sta% rooms, secretary’s o#ce, etc, with constant 
noise and interruptions. 

might wish to enter into a strong partnership for initial teacher education. !e expecta-
tion in MRTEQ that school placements should be structured, supervised, integrated into 
the learning programme, and formally assessed, places certain expectations on schools that 
would aspire to becoming fully-"edged PPSs. An intergovernmental protocol between DBE 
and DHET would $ll the current gap whereby no national policy exists that speci$es roles 
and responsibilities for Teaching Practice in general, or PPSs in particular.

Cautionary comments
It is important to note the cautionary comments highlighted by some of the interviewees in 
this research. !ese comments refer to potential perceived barriers and will need to be consid-
ered in any plan for implementing PPSs. !ese comments included the following:

student teachers than others, a number of the interviewees cautioned against the labelling 
of certain schools as Professional Practice schools. In a climate that is sensitive to the his-
tory of educational inequality in South Africa, there was a concern that such labels might 
contribute to strati$cation, hierarchies, or feelings of exclusion. 

su#cient to accommodate all student teachers. It would be counter-productive to overload 
a designated PPS with too many student teachers. From the evidence of the research, it 
seems that some schools are already receiving far too many student teachers. Although it is 
di#cult to specify an optimum number of student teachers at a school, any number above 
ten at any one time would seem di#cult to manage.

of Basic Education having no authority over universities, and the Department of Higher 
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Education and Training having no authority over schools. !e implementation of PPSs 
might require the implementation of an intergovernmental protocol.

many people con"ated the notion of Teaching Schools and Professional Practice Schools. 
Any implementation would need to be accompanied by clear advocacy and communication 
to avoid confusion in an already complex policy system.

system should rather focus on strengthening the overall capacity of schools and universities 
to work together in the interests of teacher education. Basic resourcing, greater profession-
alism, and better communication (as outlined in this report) would, it was felt, go a long 
way to advancing the goals of a PPS, without introducing a new category to the system.

Section !ree outlined di%erent models of school-university partnerships, (complementary, 
collaborative, equivalent, and community of practice), with the interaction between schools 
and universities being more or less mutually democratic and enriching. !e Section also high-
lighted lessons from research that show that partnerships, while o%ering potential for mutual 
learning, can also give rise to tensions and challenges. Such challenges might emerge from 
the di%erent activity systems of the school and the university, di%erent understandings of the 
purpose of school-based teacher education, etc. 

!ese lessons from the international literature are a reminder that policy needs to be realistic 
about what it takes for schools and universities to be able to work together in mutually ben-
e$cial ways. Ambitious expectations and plans will not take root without extensive human 
and $nancial capacity and resources, all of which is in short supply in South Africa, and any 
implementation plan will need to bear this in mind.

Conclusion
!e interviews in all the provinces and at all the universities and schools revealed overwhelm-
ing support for the concept of a Professional Practice school. !ere was full recognition that 
schools could play a productive role in teacher education, and that a more established relation-
ship could be of mutual bene$t to universities, schools, teachers and student teachers. 

!e exploration of the legal framework showed that Professional Practice schools can be 
accommodated within existing legislation. However the status of Teaching Practice and of 
teacher education students in schools has no speci$c legal framework and is subject to whatever 
arrangements universities and schools put in place, and these vary greatly across the system. 

A number of cautions were expressed by those interviewed for this research regarding the 
challenges of implementation, and suggestions were made for how these might be addressed. 
An overly ambitious implementation plan was not recommended.

In general, it would appear that the implementation of Professional Practice Schools needs 
to be viewed as a developmental, aspirational endeavour. Even if one works from the premise 
that every school has the potential to be a Professional Practice School (see Recommendation 
One), minimum requirements would need to be in place for a school to receive this designa-
tion. !ese minimum requirements would be both top-down and bottom up: the responsibility 
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of national policies and strategies to improve schooling in all its facets (see Recommendation 
Four) as well as the responsibility of the school itself, through its e%orts to meet certain criteria 
(see Recommendation Two).

An important starting point would be to de$ne a PPS more clearly than is currently the 
case in the Integrated Strategic Plan. As a start, the following de$nition is o%ered, but this 
will need further re$nement: Professional Practice schools are schools which proactively and 
qualitatively contribute to student teacher development, in mutually bene$cial cooperation 
with the universities at which the students are registered, and which work within established 
and agreed policy frameworks in order to carry out this task.

An enabling policy environment, that recognizes and values teacher education, will need to 
go hand in hand with more practical enablers at di%erent levels of implementation, including 
terms of reference, funding, training, curriculum, etc. How these might be designed will be 
the next step in the process.
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Appendix D: Interview Schedules 
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A research study conducted by members of the 
Faculties of Education of the University of Stellenbosch 

and the Cape Peninsula University of Technology, on 
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Training (DHET) 
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Name of interviewer/s: 
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WHAT IS A PROFESSIONAL PRACTICE SCHOOL? 

The concept of Professional Practice schools emanates from the �����������
���������������������������������������������������� (2010) where one of 
the aims is: 

�����������������������������������Ȁ������������������
������������������������������������������������������
��������������������������������ȋ���Ȍ���������������������������
��������ȋ����Ȍ�ȋ���������ͺǤͻȌǤ   

Professional Practice schools are those schools at which student teachers 
are placed for the normal Teaching Practice component of their 
programmes. 

At such schools student teachers will be expected to engage in learning-in-
practice – preparing, teaching and reflecting on lessons. Teachers will 
mentor student teachers, ensuring that they receive appropriate support 
and guidance. PPs will also be used as hubs for the development of 
professional learning communities. 

PPS will be located in a variety of social and educational contexts and 
display adequate levels of curriculum and organisational functionality.  

 

The research investigates the ������������� for establishing PPSs, the nature of the 
������������ between higher education institutions, schools and district and provincial 
education departments, the status of these schools in terms of education ����������� and 
�������, and norms and standards for PPSs, including the range of ��������� that will be 
required to establish such schools. 
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University-based interviews: 
 
Name of university: 

 

Name of interviewees Date of interview 

A:  Dean or designate 

 

 

B:  B Ed 4 or PGCE Teaching Practice coordinator 

 

 

 

D: Two supervisors  

�������������������ǣ�����������������������������������������
�����������������������
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School-based interviews: 
 
�������������������ǣ�����������������������������������������������������������������
���������������������������������������������Ǥ�������������������������������������������
��������Ǥ������������������������������������������������Ǥ�
�
Name of school 1: 

Name of interviewees Date of interview 

A:  Principal or designate 

 

 

B: Teaching Practice coordinating teacher 

 

 

C: Two mentor teachers 

�������������������ǣ�����������������������������
�����������������������������������

 

 

 

 

 
Name of school 2: 

Name of interviewees Date of interview 

A:  Principal or designate 

 

 

B: Teaching Practice coordinating teacher 

 

 

C: Two mentor teachers 

�������������������ǣ�����������������������������
�����������������������������������
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UNIVERSITY-BASED INTERVIEWS 

A. Dean or designate 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
�

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  
  

2. Do you support the idea of establishing Professional Practice schools?  Why/ why 
not? 
 

3. What is your general view on the viability of establishing such schools? 
 

4. What factors would enable and constrain the establishment of such schools 
linked to your university?   

 
�������������������������������������ǣ�����������������������������Ȁ�������������ǡ�����������
���������ǡ�����ǡ�����������������ǡ�����
 

5. Which of these factors are in place at your university?  
 

6. Which of these factors are challenges at your university? 
 

7. What could be done to address the challenges? 
 

8. Any other comments? 
 

 

 

 

 

 

 

 

 

 

 

 

 

�

ϰ�ͮ�W Ă Ő Ğ �
�

 
School-based interviews: 
 
�������������������ǣ�����������������������������������������������������������������
���������������������������������������������Ǥ�������������������������������������������
��������Ǥ������������������������������������������������Ǥ�
�
Name of school 1: 

Name of interviewees Date of interview 

A:  Principal or designate 

 

 

B: Teaching Practice coordinating teacher 

 

 

C: Two mentor teachers 

�������������������ǣ�����������������������������
�����������������������������������

 

 

 

 

 
Name of school 2: 

Name of interviewees Date of interview 

A:  Principal or designate 

 

 

B: Teaching Practice coordinating teacher 

 

 

C: Two mentor teachers 

�������������������ǣ�����������������������������
�����������������������������������
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B. Teaching Practice coordinator of B Ed and/ or PGCE 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
 

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  

�
2. Do you support the idea of establishing Professional Practice schools?  Why/ why 

not? 
 

3. How many schools does your university use for Teaching Practice? 
 

4. What are the main criteria that you use to select schools for Teaching Practice? 
 

5. What percentage of the schools you use would you say matches the description 
of a Professional Practice school? 
 
������������������������������������������������������������������������������
���������������������������������������. 

 
6. What percentage of the schools you use has the potential to be a Professional 

Practice school? 
 

7. What percentage of the schools you use definitely does not match the 
description of a Professional Practice school? 

 
8. Do you think that the establishment of Professional Practice schools would 

address some of your challenges related to Teaching Practice?  Please elaborate. 
 

9. Does your university have either of the following (please provide examples): 
 

a. Mentor training.  
b. A memorandum of understanding or a formal agreement with the TP schools. 

 
10. What in your view would strengthen the relationship between the university and 

schools in order to improve teacher education in general, and Teaching Practice 
in particular?  
 

a. From the side of the university? 
b. From the side of the school? 
c. From the side of the Department of Education? 

 
11. Any other comments? 
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C. University supervisors  
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
 

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  

�
1. Do you support the idea of establishing Professional Practice schools?  Why/ why 

not? 
 

2. Do you consider the schools where you have been a supervisor to be examples of 
Professional Practice schools?  Why/ why not? 
 

3. What in your view needs to be in place to strengthen the relationship between 
the university and schools in order to improve teacher education?  

 
a. From the side of the university? 
b. From the side of the school?  
 

����������������������������ǲ���������ǳ���������ȋ�����������ǡ����������ǡ��������ǡ����Ȍ���������
��������ǲ�����������ǳ���������ȋ������������ǡ�������ǡ��������������������������������ǡ����ȌǤ�

 
4. What constraints exist in the establishment of Professional Practice schools?   

 
5. How might these be overcome? 

 
 

6. Please provide the names of two schools you would recommend be interviewed 
as potential Professional Practice schools. 
 

7. Any other comments? 
 

 

 

 

 

 

 

 

�
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SCHOOL-BASED INTERVIEWS 

A. Principal or designate 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
�

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  
 

2. Do you support the idea of establishing Professional Practice schools?  Why/ 
why not? 
 

Ǥ Would you consider your school to be an example of a Professional Practice 
school? Why? Why not?  �

����������������������������������������ǣ�

�Ǥ�����������ǡ�����������������������

�Ǥ���������������������

�Ǥ�������������������������� 

4. What ‘’objective” factors enable and constrain the establishment of PPSs?  
���������������������������������������������������������. 
 

Policies                   What enables the establishment of PPSs? 
                                  What constrains the establishment of PPSs 
                                  What could be done to address these constraints? 
 
Resources             What enables the establishment of PPSs? 
                                 What constrains the establishment of PPSs 
                                 What could be done to address these constraints? 
 
Funding                  What enables the establishment of PPSs? 
                                  What constrains the establishment of PPSs 
                                  What could be done to address these constraints? 
 
Other? 
 

ͻǤ What qualitative factors enable and constrain the establishment of PPSs?  
���������������������������������������������������������Ǥ�
 

Attitudes                  What enables the establishment of PPSs? 
                                    What constrains the establishment of PPSs 
                                    What could be done to address these constraints? 
 
Approaches to teacher education                          
                                     What enables the establishment of PPSs? 
                                     What constrains the establishment of PPSs 
                                     What could be done to address these constraints? 
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SCHOOL-BASED INTERVIEWS 

A. Principal or designate 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
�

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  
 

2. Do you support the idea of establishing Professional Practice schools?  Why/ 
why not? 
 

Ǥ Would you consider your school to be an example of a Professional Practice 
school? Why? Why not?  �

����������������������������������������ǣ�

�Ǥ�����������ǡ�����������������������

�Ǥ���������������������

�Ǥ�������������������������� 

4. What ‘’objective” factors enable and constrain the establishment of PPSs?  
���������������������������������������������������������. 
 

Policies                   What enables the establishment of PPSs? 
                                  What constrains the establishment of PPSs 
                                  What could be done to address these constraints? 
 
Resources             What enables the establishment of PPSs? 
                                 What constrains the establishment of PPSs 
                                 What could be done to address these constraints? 
 
Funding                  What enables the establishment of PPSs? 
                                  What constrains the establishment of PPSs 
                                  What could be done to address these constraints? 
 
Other? 
 

ͻǤ What qualitative factors enable and constrain the establishment of PPSs?  
���������������������������������������������������������Ǥ�
 

Attitudes                  What enables the establishment of PPSs? 
                                    What constrains the establishment of PPSs 
                                    What could be done to address these constraints? 
 
Approaches to teacher education                          
                                     What enables the establishment of PPSs? 
                                     What constrains the establishment of PPSs 
                                     What could be done to address these constraints? �

ϵ�ͮ�W Ă Ő Ğ �
�

 
Professional development    
                             What enables the establishment of PPSs? 
                             What constrains the establishment of PPSs 
                             What could be done to address these constraints? 
 
Other? 
 

6.  Any other comments? 
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B. Teaching Practice coordinating teacher 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
�

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  

 
2. Do you support the idea of establishing Professional Practice schools?  Why/ why 

not? 
 

3. Would you consider your school to be an example of a Professional Practice 
school? Why? Why not? 

��������������������������ǣ�

�Ǥ ����������ǡ���������������������� 

�Ǥ ������������������� 

�Ǥ ������������������������ 

4. Does more than one university place students at your school for Teaching 
Practice?  

5. If so, are there any problems with this arrangement? 

6. Do you have a MoU or a formal agreement with any of these universities? If so, 
please provide a copy.  

a. What is the purpose of the MoU?  

b. Are there aspects that you would like to change? 

7. What do you see as the most significant role of Teaching Practice in teacher 
education? 
 

8. What in your view needs to be in place to strengthen the relationship between 
the university and schools in order to improve teacher education?  

 
a. From the side of the university? 
b. From the side of the school?  
c. From the side of the Department of Education? 

 
9. What are the constraints on a positive relationship between universities and 

schools for Teaching Practice? 

10. How can these constraints be overcome?   

11. Any other comments? 
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C. Mentor teachers 
 
�����������������������������������������������������������������ȋ���������������������Ȍ�
�

1. What in your view are the central characteristics that a Professional Practice 
school should possess?  
 

2. Do you support the idea of establishing Professional Practice schools?  Why/ why 
not? 
 

3. Would you consider your school to be an example of a Professional Practice 
school? Why? Why not? 

��������������������������ǣ�

�Ǥ ����������ǡ���������������������� 

�Ǥ ������������������� 

�Ǥ ������������������������ 

4. What do you see as the most significant role of Teaching Practice in teacher 
education? 

5. What in your view needs to be in place to strengthen the relationship between 
the university and schools in order to improve teacher education?  

 
a. From the side of the university? 
b. From the side of the school?  
c. From the side of the Department of Education? 

 
6. What are the constraints on a positive relationship between universities and 

schools for Teaching Practice? 

7. How can these constraints be overcome?   

8. Any other comments? 
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