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ABSTRACT

GRADE R STUDENT TEACHER EXPERIENCE OF WORK INTEGRATED
LEARNING

The demand for effective and competent teachers in South Africa remains a critical
issue. Quality teacher education programmes are therefore essential to develop
teachers who are knowledgeable, with the necessary skills, values and attitudes to
teach in diverse contexts (Department of Basic Education (DBE) and Department of
Higher Education and Training (DHET), 2011). In order to develop and impart the
knowledge and skills required to become competent teachers, student teachers need
experience in the work environment, in other words, schools and classrooms.
Experience in the work environment is referred to as Work Integrated Learning (WIL).
WIL is therefore essential in teacher education and forms part of the programme. This
study explored Grade R student teachers’ experiences of WIL during their second year
of study towards a Diploma in Grade R programme.

The rationale for this study was to provide strategies to strengthen WIL in teacher
education programmes, as well as to determine student teachers’ ability to put
mathematical knowledge into practice. The implementation of quality WIL enables
student teachers to integrate theory into practice and obtain meaningful and problembased experiences in the classroom (Du Plessis, 2011). This study was therefore
underpinned by the situated learning theory from Jean Lave and Etienne Wenger
(1991), which focused on teaching knowledge and skills in authentic situations. The
primary research question for this study was as follows: What is the impact of Work
Integrated Learning on Grade R student teachers? The following secondary questions
were stated to answer the primary research question:


How do Grade R student teachers experience WIL?



How do student teachers apply their mathematical content knowledge to
practice?



How can student teachers be supported to strengthen teaching and learning
through their WIL experiences?
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This study was guided by an interpretivist paradigm and used a case study
methodology. Non-probable purposeful sampling was used to identify student
teachers as participants for this study. Data were collected from Grade R student
teachers by using semi-structured interviews, observations and document analysis to
allow the researcher to obtain rich descriptive information of their WIL experiences.

Grade R student teachers provided their own positive and negative experiences
associated with their WIL practice. These experiences included the support they
received from the mentor teachers, schools and university assessors. Student
teachers’ experiences were highlighted by comparing their first WIL practice in year
one and their second WIL practice in year two, as well as the role of context on their
teaching and learning experiences during WIL. The student teachers provided
recommendations on aspects where they needed more support in order to improve
their teaching and learning during WIL. From these recommendations, teacher
education institutions, mentor teachers, as well as assessors, should be able to
reinforce strategies to strengthen student teachers’ WIL experiences and their ability
to put mathematical theory into a situated classroom context.
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CHAPTER ONE
INTRODUCTION AND ORIENTATION
INTRODUCTION
Teachers are the most influential people in improving learners’ learning and achieving
educational outcomes (Saracho, 2013). Teacher education programmes thus need to
impart specific knowledge, skills, values and attitudes for student teachers to have a
significant influence on the school and in young children’s educational experiences. In
imparting the knowledge and enhancing the skills required by student teachers, they
need practice in the work environment. In the context of teaching, this is referred to as
teaching practice or Work Integrated Learning (WIL). Amin and Ramrathan (2009)
indicate that WIL is an essential component in teacher education programmes as it
provides student teachers with an opportunity to put theory into practice. WIL is an
umbrella term that encompasses curricular, pedagogic and assessment practices in
authentic contexts (Winberg, Engel-Hills, Garraway & Jacobs, 2011; Barends & Nel,
2017).

WIL is particularly vital and beneficial for student teachers who teach Grade R
learners. Providing student teachers with numerous and continuous experiences in
the classroom enables them to gain the necessary knowledge, skills, attitudes and
competencies to teach Grade R learners effectively (Kortjass, 2015). Grade R lays the
foundation for young children for learning in later grades. It is therefore essential that
student teachers are exposed to Grade R classrooms during WIL to know how to
prepare appropriate lessons and create conducive learning environments for Grade R
learners. WIL also prepares student teachers to facilitate learning through play and to
consider learners’ developmental growth and needs (Kortjass, 2015).

The focus on acquiring mathematical knowledge and skills from an early age allows
children to gain a deeper understanding of conceptual and procedural knowledge for
mathematics in later grades (Aunio, Mononen, Ragpot, & Törmänen, 2016; Kortjass,
2015; Piper, Ralaingita, Akach & King, 2016). According to Gilmore, Keeble,
Richardson and Cragg (2017), children’s understanding of mathematical concepts and
their capability to perform procedures that represent these concepts are interlinked. A
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solid understanding of concepts allows children to develop procedural skills and vice
versa (Rittle-Johnson, Siegler & Alibali, 2001). Teachers (including student teachers)
must use suitable pedagogies and meaningful teaching techniques in order for Grade
R learners to develop conceptual and procedural knowledge. The use of suitable
pedagogies and teaching techniques can only be done by providing student teachers
with quality programmes that strengthen WIL practices, especially in the area of
mathematics.
The introduction of WIL should play a meaningful role in student teachers’ professional
development. Through WIL student teachers have the opportunity to acquire the
necessary knowledge, skills, competencies and attitudes to teach mathematics.
Hattingh and De Kock (2008) avow that student teachers need to be challenged and
provided with new experiences in an authentic context. Exposure to an authentic
context and adequate support in new experiences enable student teachers to develop
professionally. This support may include the modules offered in the programme,
academic tutors at the university, the assessors to assess students during WIL, as
well as the support provided by the school and mentor teacher.

BACKGROUND AND RATIONALE
Initial teacher education (ITE) is essential to develop teachers that are competent,
knowledgeable and have the necessary skills, values and attitudes to teach in diverse
contexts. The Departments of Basic Education and Higher Education and Training
(DBE & DHET, 2011) and research from other scholars (Spangenberg, 2017; Du
Preez, 2018) indicate that there is a demand for qualified and competent teachers in
South Africa. This demand is especially pertinent for the subject mathematics.

The rationale for this research arose from working at a Private Higher Education
Institution (PHEI) that focuses on teacher education. The PHEI offered a Diploma in
Grade R teaching programme through a distance mode of delivery with several
support sessions from academic tutors on Saturdays. Most student teachers enrolled
in this programme lived in marginalised and rural areas. Through discussions with
student teachers and academic tutors, insight arose regarding the areas in which
student teachers experience challenges. These areas included: acquiring the
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mathematical content knowledge (CK) and pedagogical content knowledge (PCK)
during their studies, as well as putting this theoretical knowledge into practice. Teacher
education programmes need to ensure student teachers develop the necessary
mathematical CK and PCK throughout their studies, as well as the ability to put theory
into practice. This will ensure institutions graduate competent, knowledgeable and
skilful Grade R mathematics teachers at the end of the programme (Shulman, 1987;
Grossman, 1990; Kortjass, 2015). This may result in providing a strong foundation for
mathematical knowledge and skills in Grade R learners for successful learning in later
grades.
The study was worth conducting as limited studies focus on student teachers’
professional development in teaching Grade R mathematics during WIL. Many studies
that have been done however only focus on Higher Education Institutions (HEI) in
South Africa offering one WIL period during the entire programme (Abongdia, Adu &
Foncha, 2015; Koross, 2016; Aglazor, 2017). To see a change in student teachers’
experiences in teaching mathematics, and consequently, their professional
development, they need continuous development and exposure throughout their
studies (Chen & McCray, 2012). The Diploma in Grade R programme offered by the
PHEI was through a distance mode of delivery, therefore, student teachers were
provided with the opportunity to complete three WIL periods over the three-year
programme.

PROBLEM STATEMENT
This study emphasised the problem that student teachers do not enter the Grade R
classroom with sound mathematical CK and PCK. The lack of this knowledge impedes
their ability to put theory learnt throughout the Diploma in Grade R into practice.
Student teachers also experience numerous challenges throughout their WIL practice
which influence their teaching and learning during WIL. The imperative of WIL is
therefore to provide student teachers with the opportunity to experience the classroom
positively in order to put their theoretical knowledge into practice (Amin & Ramrathan,
2009).
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PURPOSE STATEMENT
The purpose of this study was to explore Grade R student teachers’ experiences
during WIL and their ability to put theoretical knowledge into practice-based contexts.
This could enable HEIs to implement strategies for professional development during
WIL and throughout the programme and deliver student teachers that are
knowledgeable in mathematics education in Grade R.

RESEARCH QUESTIONS
The primary research question and secondary research questions are outlined in the
section to follow.

1.5.1 Primary Research Question
What is the impact of Work Integrated Learning on Grade R student teachers?

1.5.2 Secondary Research Questions


How do Grade R student teachers experience WIL?



How do student teachers apply their mathematical content knowledge to
practice?



How can student teachers be supported to strengthen teaching and learning
through their WIL experiences?

CONCEPT CLARIFICATION
The following concepts are explained with regard to this study.
1.6.1 Impact
The United Nations Development Group (2011:7) explains that the term ‘impact’
suggests changes that occur in an individual’s life, which may “include changes in
knowledge, skill, behaviour, health or living conditions.” The term ‘impact’ is used in
this qualitative study to understand student teachers’ previous experiences (year one)
and current experiences (year two) of WIL. This is to receive descriptive information
from student teachers on whether there was any change in their WIL experience from
year one as compared to year two.

Page | 4

1.6.2 Work Integrated Learning (WIL)
A range of definitions for WIL broadly defines it as an umbrella term for time spent in
the workplace as part of learning and using a variety of methods, techniques and
strategies to integrate theory with practice (McNamara, 2013; Ferns, Campbell &
Zegwaard, 2014). WIL is furthermore the “component of a learning programme that
focuses on the application of learning in an authentic learning work-based context
under the supervision and/or mentorship of a person/s representing the workplace”
(Matoti, Junqueira & Odora, 2013:1141). In this study, student teachers were placed
in Grade R classrooms in functional schools1 with a mentor teacher for three weeks in
their first year and for four weeks in their second year.

1.6.3 Experiences
Experience is defined as the skills and knowledge that an individual acquires during a
certain period through interaction (Aglazor, 2017; Abongdia et al., 2015; Mudzielwana
& Maphosa, 2014). These studies also accentuate that experiences may be either
positive or negative. Mudzielwana and Maphosa (2014) in their study, found that
student teachers experienced a variety of positive and negative aspects when
completing their WIL practice.
The concept of experience forms a crucial part of this study as student teachers may
have different experiences depending on the support provided to them, as well as
through their interaction and participation during WIL. This study used the term
‘experience’ to refer to student teachers’ current and previous occurrences of WIL, as
well as their knowledge and skills gained about mathematics teaching during WIL.

1.6.4 Student teacher
Student teachers in Grade R are defined as novice teachers who are currently
studying a programme in ITE (Caudle, Jung, Fouts & Wallace, 2014). The term student
teacher also refers to a pre-service teacher, prospective teacher or novice teacher. In
this study, the term student teacher was utilised to refer to a student studying a threeyear Diploma in Grade R programme at a PHEI. Student teachers were in their second
year of study and were placed under the guidance of a mentor teacher during their
WIL practice.
1Functional

schools are defined as schools that make sure that learners reach their full potential,
regardless of the context and conditions of the school (DHET, 2015).
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1.6.5 Grade R mathematics
To understand the meaning of Grade R mathematics, ‘Grade R’ and ‘mathematics’
have to be defined as two separate concepts.
‘Mathematics’ is defined by the Department of Basic Education (DBE, 2011:8) as the
“language that makes use of symbols and notations to describe numerical, geometric
and graphical relationships … it is a human activity that involves observing,
representing and investigating patterns and quantitative relationships.” Mathematics
helps to increase logical and critical thinking, as well as problem-solving, to enable
learners to understand the world around them.
In South Africa, ‘Grade R’ refers to the year before learners start formal schooling in
Grade 1 (Janse van Rensburg, 2015). Janse van Rensburg (2015:2) further defines
Grade R as being “part of the Foundation Phase (Grade R to 3) education policy since
1998”. Grade R was the emphasis of this study as student teachers were studying the
Diploma in Grade R programme at a PHEI. This study also focused on Grade R
mathematics teaching to ensure that after student teachers graduate with their
diploma, they are able to lay a strong foundational knowledge of mathematics for
Grade R learners.

PRELIMINARY LITERATURE REVIEW
The Foundation Phase (Grades R, 1, 2 and 3) lays the foundation for young children
to acquire the necessary knowledge, skills, values and attitudes for learning
mathematics in later grades. Several international and national assessments have
been done in South Africa that show specific diagnostic statistics on learners’
performance in mathematics in different grades (Van der Berg, 2015). International
assessments include the Trends in International Mathematics and Science Study
(TIMSS) and Southern and Eastern Africa Consortium for Monitoring Educational
Quality (SACMEQ). National assessments include for example, the South African
Annual National Assessment (ANA). A recent analysis of these assessments indicates
that South African learners perform below expected international standards in
mathematics (Fleisch, 2008; Feza, 2014; Reddy et al., 2013; Spaull & Kotze, 2015).
Research findings suggest that this low performance may contribute to numerous
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factors. These factors include teachers’ lack of content knowledge and pedagogical
content knowledge (Venkat and Spaull, 2015; Tatto & Senk, 2011); inappropriate
teaching strategies (Mji and Makgato, 2006; Feza, 2014); different home language of
instruction in the classroom (Graven, 2014); and limited exposure to adequate learning
opportunities for learners (Barnard & Braund, 2016).
Based on learners’ poor performance in mathematics, research on the importance of
teacher education and teacher development has significantly increased, as well as on
the effectiveness of WIL. For this reason, a discussion follows on the importance of
WIL, student teachers’ experiences of WIL and the support required to enable student
teachers to put mathematical theory into practice.

1.7.1 Importance of WIL for student teachers
There is a view that the knowledge that learners gain depends on teachers’ knowledge
and how effectively they teach this knowledge to learners. Effective teaching is a skilful
and complex endeavour that requires purposeful instruction to ensure that learners
learn (Shulman, 1987). The teacher must however fulfil several roles in the classroom
in order for effective teaching to take place. The Norms and Standards for Educators
(NSE) policy (DBE, 2000) outlines seven roles of a teacher that should be emphasised
in teacher education programmes. These roles have been decided upon to assure that
qualified teachers are able to teach effectively in the classroom. The seven roles are
outlined in Figure 1.1.
Learning mediator
Interpreter and designer
of the learning
programme and the
materials

Expert in a phase or
subject

Seven roles of
a teacher

Community, citizen and
pastor

Assessor

Being a leader,
administrator, as well as a
manager
Researcher by means of
a scholar and lifelong
learner

Figure 1.1: Seven roles of a teacher (DHET, 2015:60–61)
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In 2011, the NSE policy was replaced by the Minimum Requirements for Teacher
Education Qualifications (MRTEQ) policy. The seven roles of a teacher were,
however, retained (Deacon, 2012). MRTEQ included in the policy eleven basic
competencies that are expected of newly qualified teachers. The eleven competencies
expected of a newly qualified teacher are displayed in Table 1.1.

Table 1.1: Eleven competencies of a newly qualified teacher (DHET, 2015:62)
Eleven competencies of a newly qualified teacher
The teacher should have comprehensive knowledge of the content to be taught.
Knowledge on how to teach the specific subjects is required.
The teacher should understand individual learners’ needs, as well as how they
develop and learn.
The teacher should have effective communication skills.
Literacy and numeracy skills have to be developed, as well as information
technology (IT) skills
The teacher needs to know the curriculum of a school.
The teacher is required to comprehend the diversity that takes place in a school
and classroom.
The teacher should be able to manage a classroom.
The teacher should be able to assess learners.
The teacher should display a positive work ethic, as well as appropriate values in
the school context.
Within the professional community, the teacher should be able to reflect critically.
Feza (2014) states that HEIs do not prepare student teachers adequately for school
realities. It is therefore important that teacher education programmes aim to develop
the roles specified by the NSE and the competencies by MRTEQ in student teachers.
To ensure that these roles and competencies are developed and that teachers are
competent and capable of managing teaching and learning in classroom situations,
WIL has become an important component of the curriculum.
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WIL is one of the most essential elements of teacher education to prepare student
teachers for the demands of teaching. There is a wide range of terms used for WIL,
such as internship, practicum, teaching practice, fieldwork, field experience and
service-learning (Cooper, Orrell, & Bowden, 2010; Coll et al., 2008). Research by Amin
and Ramrathan (2009) indicates that WIL is crucial in ITE programmes and signifies
an incomparable time for student teachers to develop adequate knowledge, skills,
attitudes and values to become competent teachers. WIL provides student teachers
with exposure “to authentic learning experiences with the opportunity to apply
theoretical concepts to practice-based tasks” (Ferns et al., 2014:1). To apply the
theory, WIL allows student teachers to learn in and from practice (DHET, 2015).
Learning from practice in this study means that student teachers observe and reflect
on Grade R mathematics lessons presented by their mentor teacher. Learning in
practice involves student teachers being involved in the planning and teaching of
lessons, as well as in deciding on appropriate instructional techniques to
accommodate and teach Grade R learners in mathematics. Learning in and from
practice during WIL is further discussed in Chapter Two.

1.7.2

Student teachers’ experiences of WIL

Research (Ngidi & Sibaya, 2003; Marais & Meier, 2004) on student teachers’
experiences of WIL has significantly increased in South Africa. There are, however,
limited studies conducted on Grade R student teachers’ experiences of WIL and their
ability to apply their mathematical theoretical knowledge to the Grade R classroom.

WIL is regarded as the crux of a teacher development programme as it equips student
teachers for the teaching profession (Kiggundu & Nayimuli, 2009). For all student
teachers undergoing a teacher education course, WIL is inevitable. WIL exposes
student teachers to the authentic school context and classroom. This exposure
enables student teachers to augment and develop their skills, confidence, knowledge
and attitudes in the teaching profession.

Each student teacher may, however, experience WIL differently, and this may have
an influence on the manner they approach teaching and learning in the classroom.
According to Caires and Almeida (2005), student teachers’ WIL experiences depend
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heavily on their school environment, support from the mentor teacher and the quality
of learning and teaching in the school context.
A study conducted by Caires and Almeida (2005) on student teachers’ experiences of
becoming teachers, found that WIL had a significant impact on the student teachers’
personal and professional development. Caires and Almeida (2005) found that student
teachers, through WIL, had the opportunity to recognise the teacher’s role in the
classroom. They were also able to interact with new situations and develop new skills
and knowledge regarding time management, teaching strategies, and learner
motivation. Marias and Meier (2004), in their study, also found that specific factors
influenced student teachers’ experiences and that this had an impact on the
effectiveness of their WIL practice. Some of the negative experiences student teachers
had were a lack of support from mentor teachers, difficulty linking the theory with the
practice, heavy workloads and ill-disciplined learners.
There are a number of aspects that may influence student teachers’ experiences,
especially when teaching mathematics (Kiggundu & Nayimuli, 2009). For instance, the
mentor teacher may not have the required mathematical content knowledge to assist
student teachers with teaching mathematics (Asikainen, Pehkonen & Hirvonen, 2013).
In addition, resources may not be available to work on a concrete level with Grade R
learners, or student teachers may feel anxious about teaching mathematics
(Hollingsworth & Knight-McKenna, 2018). To attain high-quality mathematics
education in Grade R classrooms, it is important to provide Grade R student teachers
with meaningful experiences during WIL in order to teach mathematics. Through WIL,
student teachers may have the opportunity to gain the necessary attitudes, values,
knowledge and skills to become competent teachers who implement developmentally
appropriate strategies for Grade R learners.

1.7.3 Support during Work Integrated Learning
Support is essential in student teachers’ WIL practice. A mentor teacher should be
allocated to each student teacher, who is suitable and dedicated to supporting them
during WIL (Ambrosetti & Dekkers, 2010). ITE programmes with multiple WIL periods
may enable student teachers to progressively move from a strong supportive
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experience to teaching more independently in the classroom. Abongdia et al. (2015)
further assert that mentor teachers promote good teaching practice for student
teachers during WIL. With mentor teachers’ support and guidance, student teachers
are able to improve their teaching and develop pedagogical skills through WIL.

It is important for student teachers to understand and apply effective approaches to
pedagogy in Grade R. During WIL, Grade R student teachers may need assistance
and support in applying appropriate approaches to teaching and augmenting learners’
learning. Teaching approaches, thus, need to be highlighted and implemented, such
as play-based pedagogy in Grade R. Support for Grade R student teachers’ learning
and development is supported by Kortjass (2015) who states that Grade R student
teachers need adequate time and experience in Grade R classrooms to gain the
necessary knowledge, skills, attitudes and competencies to teach young children.
They are required to prepare appropriate lessons and create conducive learning
environments for Grade R learners. They also need to know how to facilitate learning
through play and consider learners’ developmental growth in order to develop them
holistically (Kortjass, 2015). It is required that student teachers know how to make and
include relevant resources suitable for Grade R learners and adequately assess them.
Student teachers with an inadequate understanding of Grade R mathematics may not
be able to develop learners’ conceptual and procedural mathematical knowledge and
skills for later grades.

Support from the mentor teacher and university staff (such as academic staff and
assessors) play a vital role in preparing student teachers for the authentic classroom.
Student teachers’ experiences during WIL are dependent on the quality of support
provided to student teachers (Aglazor, 2017). With quality support, student teachers
are able to learn from best practices, implement appropriate teaching approaches and
consequently increase their CK and PCK.

THEORETICAL FRAMEWORK
A theoretical framework guides the researcher in investigating the phenomenon under
study (Kivunja, 2018). Kivunja (2018) further explains that a theoretical framework is
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established on a current theory in the field in which the researcher can build upon their
research inquiry.
This study was underpinned by the ideologies of Jean Lave and Etienne Wenger
(1991), that learning is situated in the context in which it is taught. Their idea of situated
learning is grounded in Vygotsky’s social-cultural theory and the apprenticeship model,
which emphasise that learning is part of a social activity (Fuller, Hodkinson, Hodkinson
& Unwin, 2005; Gowlland, 2014). Situated learning focuses on teaching knowledge
and skills in context by reflecting on how the knowledge will be used in authentic
situations (White, 2006). The engagement of student teachers in these real situations
enables them to learn how to solve problems related to the context, as well as to
transfer this knowledge to other situations.

In situated learning, the concepts that reinforce the understanding of learning are
“legitimate peripheral participation” and “communities of practice” (Gowlland,
2014:761). Legitimate Peripheral Participation (LPP) is described as the first
experience that ‘newcomers’ (student teachers) undertake in a context to begin
learning (Gowlland, 2014). Lave and Wenger (1991:29) further describe LPP as the
“process by which newcomers become part of a community of practice.” The second
concept of Lave and Wenger (1991) is Communities of Practice (CoP), which they
define as individuals who share a reciprocal passion or concern for a subject and
thereby interact with one another in order to expand their knowledge and develop their
skills and expertise in the subject. Morrell’s (2003) definition is similar as he defines
CoP as a social site where individuals participate in discussions, activities, and stories
in order for them to become more central to the community. In other words, as student
teachers gain more experience, as well as CK and PCK, they are able to participate
more and move from the peripheral to the centre of the community.

The CoP, or group of members, may involve experienced members, such as the
mentor teacher, other Grade R teachers at the school, assessors or academic tutors
at the PHEI, as well as the student teachers who are regarded as the ‘newcomers’,
‘novices’ or ‘apprentices’. The quality of support and interaction provided by the
experienced members will determine the impact WIL has on student teachers’ WIL
and consequently, their professional development. Street (2004) asserts that the way

Page | 12

student teachers interpret their school experiences will influence the type of teachers
they will become. If the experienced members, for example the mentor teachers
mediates student teachers’ reflections and teaching, it is possible for them to have a
positive impact on their WIL and ability to teach mathematics.

The theoretical framework of situated learning guides this study by enabling student
teachers to experience the authentic context of a classroom and school. Depending
on their experiences and involvement in the community of practice, this theoretical
framework determines the impact that WIL has on student teachers’ learning and
teaching of mathematics for Grade R learners.

RESEARCH PARADIGM
1.9.1

Meta-theoretical paradigm: Interpretivism

Interpretivist researchers comprehend “the subjective world of human experience”
(Cohen, Manion, & Morrison, 2007:21). Creswell (2014) and Yanow and SchwartzShea (2015) state that interpretivist researchers determine reality through the
participants’ perspectives and experiences. In other words, they view the participants’
world through their eyes. The researcher uses these experiences and perceptions to
construct and interpret their understanding from the gathered data. To support the use
of an interpretivist paradigm, some characteristics are elucidated.

The interpretivist paradigm is considered to accommodate various perspectives of
participant’s truths or realities (Creswell, 2014). The context or setting in which the
research study occurs is vital for interpreting the data. Nieuwenhuis (2016a) asserts
that interpretivists believe that reality is socially constructed, and thus it is assumed
that by studying participants in their natural context, the researcher is better able to
understand their perceptions towards their own actions. This is further supported by
Cohen et al. (2007:19) who suggest that the researcher’s role in the research study is
to “understand, explain and demystify social reality through the eyes of different
participants”.

In this study, the interpretivist paradigm was considered as it focused on student
teachers’ experiences of their WIL practice. This is to gain in-depth information and
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insight on their experiences of WIL and the impact it has on their ability to put theory
into practice.

1.9.2

Methodological approach: Qualitative research

Creswell (2014:4) affirms that “qualitative research is an approach for exploring and
understanding the meaning individuals or groups ascribe to a social or human
problem.” Qualitative research mainly relies on linguistic data in order to give a detailed
description of events that occurred and uses meaning-based forms of data analysis
(Nieuwenhuis, 2016a). The objective of qualitative research is to define and
comprehend the phenomena in its naturalistic context. This allows the researcher to
recognise and comprehend the participants’ meaning of their experiences
(Nieuwenhuis, 2016a).

The qualitative approach together with an interpretivist paradigm was used in this
study, as participants were studied in their natural setting. By studying student
teachers in their natural environment, the researcher was able to determine their true
experiences of WIL practice. Using a qualitative and interpretivist paradigm also
enabled the researcher to ascertain the impact WIL made on student teachers’
development to teach mathematics in Grade R.

RESEARCH METHODS
1.10.1 Research design: Case Study
A research design is centred on the plan underlying philosophical assumptions, to
show how participants will be selected, techniques to gather data, and how data will
be analysed (Nieuwenhuis, 2016b). The research design used in this study is a case
study research.
Case study research is defined as an “empirical inquiry that studies a contemporary
phenomenon”, such as an event, entity, individual or unit of analysis, within its actual
context, by using various sources of evidence (Yin, 2009:18). Mariano (cited in
Nieuwenhuis, 2016b) upholds that case study research has the purposes of
exploratory, descriptive, interpretive or explanatory. This allows the researcher to
comprehend how and why things happen and have in-depth collaboration with the
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participants. This in-depth investigation allows the researcher to concentrate on the
case and maintain to their real life perceptions (Yin, 2014), as well as investigate the
uniqueness and complexity of the case (Joubert, 2016).
For this study, case study research enabled the researcher to investigate participants’
real contexts in depth. The researcher was, herewith, able to obtain a holistic
interpretation and understanding of student teachers’ experiences of WIL practice.

1.10.2 The selection of participants
For this study, non-probable purposeful sampling was used in order to identify four
student teachers. The student teachers identified were in their second year, studying
the Diploma in Grade R teaching programme through a distance mode of delivery at
a PHEI. They were also selected by conducting their WIL period in schools located in
Gauteng. Purposeful sampling allowed the researcher to select a case for a specific
purpose in mind (Maree & Pieterson, 2016). Maree and Peterson (2016) further state
that these participants are selected according to predetermined criteria that are
relevant to the aim of the study, as well as the research questions.

The participants in this case, second year Grade R student teachers, were intentionally
selected for the reason of determining their experiences of WIL and their ability to put
mathematical theory into a practice-based context. This enabled the researcher to
investigate whether any change occurred in student teachers’ experiences between
their first WIL practice in year one and their second WIL practice (year two). Using
second-year student teachers in Grade R also enabled the researcher to determine
their ability to teach mathematics and put theory into practice. Table 1.2 below
represents the selection criteria that were used to identify suitable participants for this
study.
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Table 1.2: Criteria for the selection of participants
Participants
Four second-year

Criteria/Reason
1. Through working at the PHEI, the researcher had

Grade R student

access to these student teachers studying the Diploma

teachers who

in Grade R teaching programme.

completed their WIL

2. Student teachers need to do three WIL periods

period at schools in

throughout the Diploma in Grade R teaching

Gauteng.

programme. During their second year (and second WIL
practice), they are required to teach more lessons in
mathematics, language and life skills compared to in
their first year. For this reason, second-year student
teachers were used during their WIL practice in order to
observe their mathematics lessons.
3. The Diploma in Grade R teaching programme was
offered in many provinces throughout South Africa,
however, student teachers completing their WIL
practice in Gauteng schools were easily accessible to
the researcher. These schools were located in urban
and rural areas in Gauteng.

1.10.3 Data collection and documentation
The three data collection methods used in this study were semi-structured interviews,
observations and documentation. Interviews were the primary source of which data
collected followed by observation (secondary source) and documentation (tertiary).
Each method is briefly discussed in the following section and elaborated in Section
3.5.
1.10.3.1

Semi-structured interviews

Interviews are some of the most vital sources of evidence used in a case study (Yin,
2009). “An interview is a two-way conversation in which the interviewer asks the
participant questions to collect data and to learn about the ideas, beliefs, views,
opinions and behaviours of the participant” (Nieuwenhuis, 2016b:92).
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For semi-structured interviews, the researcher is expected to compile a questioning
plan followed by additional questions as the interview takes place (Rule & John, 2011;
Seabi, 2012). This study used semi-structured interviews for the reason that it enabled
the researcher to attain rich descriptive information from student teachers on their
experiences of WIL. Interviews took place during student teachers’ WIL practice after
their observed mathematics lesson.

An advantage of conducting an interview is that the researcher is able to control the
questions being asked in order to receive relevant information from the participants. A
limitation of interviews is that the presence of the researcher affects participants’
responses (Creswell, 2015). As a result, other important aspects of the participants’
experiences and perspectives may not have been discussed during the interview.

1.10.3.2

Observations

Observation in qualitative research is when the researcher observes and makes field
notes about the behaviour, actions and activities performed by the participants
(Creswell, 2015). Similar to Creswell’s (2015) definition, Nieuwenhuis (2016b) defines
observation as a process to record behavioural activities and routines of participants
without communicating with them.

Some of the advantages of observations are that the researcher is able to record
important information as it occurs, uncommon aspects can be noted during the
observation, and the researcher can get a one-on-one experience with the participant
(Creswell, 2015). Observation is however very subjective and it requires the
researcher to be highly conscious of his/her biases (Seabi, 2012).

In this study, observation was used as one of the three research instruments in order
to gain an insider perspective of the student teachers’ contexts where they taught, as
well as how they approached mathematical teaching in Grade R.

1.10.3.3

Documentation

Documents (textual data) focus on written or printed communication that highlights the
phenomenon being investigated (Nieuwenhuis, 2016b). These documents may
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include published and unpublished documents such as journals, articles, email
messages, letters, or any other documents relevant to the study.
This study used student teachers’ assignments after completion of their WIL, as well
as their lesson plans, reflections on their school environments, and the assessor’s
assessments. Gathering these documents enabled the researcher to see how student
teachers experienced their WIL practice. Student teachers’ constructions of their
mathematics lesson plans were also considered to determine the professional
development and support that occurred in preparing lessons.

Table 1.3 displays a summary of the datasets that were used for this study, as well as
the information the researcher collected from these datasets.
Table 1.3: Summary of datasets
Dataset

Time
During the WIL

Research site

Information to be collected

The school

1. Observed student

period (20 – 30 where the

teachers’ mathematics

minutes)

student

lessons in order to

teacher was

determine whether they

completing

were able to put theory

WIL

into practice.

Observations

2. Observed the
environments where
student teachers were
doing their WIL.

Interviews

15 minutes

The schools

1. Gathered information

after observing

where the

about student teachers’

student

student

experiences of WIL in

teachers’

teachers were

their first year and

mathematics

completing

second year.

lessons

WIL

2. Information on strategies
to support student
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teachers were also
gained during this time.
After the WIL

Submitted to

period

the PHEI

from their assignments

through email

on how they experienced

or post.

WIL from reflection

Documents

1. Gathered information

questions.

(WIL

2. The development and

assignment,

progression in

reflection on

constructing lesson

school, lesson

plans.

plans and

3. Gathered information on

assessor’s

their schools and

assessment)

classroom contexts.
4. The assessor’s
assessment (rubric) used
to assess student
teacher’s teaching.

DATA ANALYSIS AND INTERPRETATION
Bertram and Christiansen (2014) define data analysis as an ongoing process to
organise and reduce large amounts of data to make meaning of them. In order to do
this, for this study the researcher used thematic analysis to investigate and analyse
the collected data. The main objective of using thematic analysis in qualitative data
was to allow the findings to arise from central themes (Nieuwenhuis, 2016c). Table 1.4
below depicts the steps or phases as described by Braun and Clarke (2006) that were
followed in the data analysis process.

Table 1.4: Phases/Steps for data analysis
Phase/Step

Description

Familiarise oneself

Reread the data and transcribe the data from the audio

with the data

recordings of the interviews; document initial ideas.
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Create codes for

Generate initial codes from the data.

collected data
Finding themes

Sort codes into prospective themes and organise all
significant coded data extracts within the corresponding
themes.

Revise themes

Review and refine the themes regarding the coded
extracts.

Define and name

Name and further refine themes (into sub-themes) and

themes

analyse data within the themes.

Reporting on findings

Analysis (write-up and data extract) is logical, coherent

(Interpretation)

and concise, as well as related to the research questions
and literature.

QUALITY CRITERIA
Rule and John (2011) define trustworthiness as a concept that fosters rigour,
professional ethics and transparency in order to obtain the trust of the research
community. In this study, the four criteria that were considered concerning
trustworthiness were credibility, transferability, confirmability and dependability
(Nieuwenhuis, 2016c). Table 1.5 below depicts how trustworthiness was assured in
this study.

Table 1.5: Application of trustworthiness to this study
Criteria for
trustworthiness

Description

Application to study

Guba (cited in Rule and John, Credibility was ensured by

Credibility

2011) explains that credibility

allowing participants to verify

refers to the richness and

the correctness of the

quality to which the case

collected data in the

study has been described.

interviews and observations.
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Transferability

Transferability denotes the

A comprehensive description

degree to which the research

of participants, the context

inquiry can be transferred to

and the research design were

other situations (Merriam,

provided. Purposeful

2009).

sampling was utilised in order
to select specific participants
for this study.

Confirmability

Confirmability refers to how

Triangulation was used in this

verifiable the findings are by

study by making use of

the participants and not

interviews, observation and

through the researcher’s bias, document analysis to collect
motivation, or interest

data. Participants were also

(Nieuwenhuis, 2016c).

asked to verify the
accurateness of the collected
data and interpretations.

Dependability

The concept of dependability

By presenting the raw

refers to the assurance that

collected data, making use of

the initial research design

triangulation, using

and data gathering

comprehensive descriptions

techniques remain consistent

of the research process, and

and can be repeated

acknowledging and

(Nieuwenhuis, 2016c).

describing the limitations of
the study.

ETHICAL CONSIDERATIONS
Ethical principles were maintained throughout this study, as specified by the Ethics
and Research Statement of the University of Pretoria. These principles were adhered
to with significant care and consideration by informing participants of the study by
means of letters. Informed consent was thus obtained from participants. Other ethical
aspects such as protecting participants from physical and psychological harm
(Stangor, 2014), developing trust between the researcher and participants, as well as
guarding against misconduct were followed (Creswell, 2014). The aspect of protecting
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participants in this study was done by ensuring participants’ confidentiality and
anonymity through concealing their identities.

Participants in this study included student teachers studying the Diploma in Grade R
at a PHEI. One observation tool (Annexure E) was prepared to observe mathematics
lessons during student teachers’ WIL period, as well as one interview schedule
(Annexure D). It was, therefore, important to inform participants about the research,
their role and what was expected from them in the research. Participants’ voluntary
participation was assured and consent to record the interviews was requested. The
choice to withdraw from the research at any moment was also communicated and
clarified to participants.

Rule and John (2011) highlight the importance of ethical research and practice. The
ethical principles adhered to in this research study are further clarified in Chapter
Three (see Section 3.8).

ROLE OF THE RESEARCHER
The researcher had various roles to play throughout this research. The researcher
used an interpretivist paradigm in order to closely interact with the participants and
develop a clear image of how student teachers experienced WIL. This also enabled
the researcher to observe student teachers in their natural environments when
teaching mathematics and applying their theoretical knowledge to practice. The role
of the researcher was to understand and determine student teachers’ experiences of
WIL and how these experiences impacted on their teaching and learning during WIL.

Maree (2016) asserts that researchers have to collect data, analyse data and ensure
triangulation. The role of the researcher throughout the data collection and analysis
phase is further discussed in Chapter Three (see Sections 3.5 and 3.6). The
researcher was therefore responsible for collecting the data, preparing interview
questions and an observation tool, as well as analysing and interpreting the gathered
data.
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CHAPTER OUTLINE
This study focused on Grade R student teachers’ experiences of their WIL practice
and their ability to put mathematical CK and PCK gained throughout their studies into
practice-based contexts. The summary of this study is as follows:

In Chapter One, an overview and introduction to the study is offered. Chapter One
discusses and focuses on the rationale, the research problem, preliminary literature
review, overview of the methodology and ethical considerations of this study.

The literature review is presented in Chapter Two. A detailed description is provided,
as well as the theoretical framework that underpins this study.

Chapter Three discusses the research approaches utilised in this study, as well as
the manner in which the data was collected and analysed.

In Chapter Four, the data analysis process is explained, as well as the themes and
sub-themes that arose and identified from the findings.

In Chapter Five, the findings of the study are discussed and analysed in relation to
the literature review. This chapter furthermore attempts to answer the research
questions, as well as provide the limitations of this study and recommendations for
HEI to strengthen WIL practice for student teachers.

SUMMARY
This study aimed to explore Grade R student teachers’ experiences of WIL while
studying the Diploma in Grade R programme. The main aim of WIL for student
teachers is their ability to apply theoretical knowledge gained throughout the
programme into a practice-based context. In this study, the focus was on student
teachers’ experiences of WIL and how these experiences impact on their teaching and
learning in a Grade R classroom. The reason for selecting Grade R student teachers
was because qualified teachers are needed to establish a strong foundational
knowledge of mathematics in Grade R in order to limit poor performance in
mathematics in later grades. To ensure this, teacher education should emphasise
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designing programmes that provide student teachers with the knowledge,
competencies, skills, and attitudes to become competent teachers. In order to do this,
teacher education programmes have to include WIL in their programmes as required
by the MRTEQ policy (DHET, 2015). WIL is an essential component in teacher
education programmes in assisting student teachers to become qualified teachers.
This study was grounded in the theoretical framework of Lave and Wenger (1991), on
situated learning. This theory strengthens the notion of WIL by focusing on how
support in the community of practice assisted student teachers in developing
professionally and teaching mathematics during WIL practice. An observation of a
mathematics lesson and a semi-structured interview took place for each student
teacher. Student teachers’ assignments, school reflections, lesson plans and the
assessors’ assessments were also used to collect data on their experiences of WIL.
Chapter One also provided an overview of the data analysis process and the ethical
aspects that were followed in this study.

Chapter Two discusses the literature that contributed to the identification of the
theoretical framework in order to answer the research questions.

Page | 24

CHAPTER TWO
LITERATURE REVIEW
2.1

INTRODUCTION

Chapter One provided an orientation to the research study. Chapter One furthermore
included an outline of the literature review, as well as the theoretical framework and
research methodology. In Chapter Two, the literature review is provided by focusing
on the need to prepare qualified and competent teachers for the classroom through
WIL. The literature review discusses WIL as a critical component in teacher education
to prepare student teachers for the world of work in the classroom. The concept of WIL
and its value for mathematics teaching is explained, as well as how WIL can be
strengthened in HEIs. Chapter Two also explains the theoretical framework of situated
learning by Jean Lave and Etienne Wenger (1991) that underpins this study.

CHAPTER TWO

Introduction

Explanation of WIL

The value of WIL for
Grade R mathematics
student teachers

Summary

Theoretical
perspective of the
study

Support to strenghten
WIL

Figure 2.1: Overview of Chapter Two

2.2

EXPLANATION OF WORK INTEGRATED LEARNING

The Council of Higher Education (CHE) has recognised a growing interest in
developing higher education learning that is “less didactic and more situated,
participative and real-world orientated” (Winberg et al., 2011:4). To address this, HEIs
have adopted WIL as a means to enable students to participate and gain experience
in authentic environments.

Smith (2012) indicates that WIL is a relatively new term. Terms such as cooperative
education (Coll & Zegwaard, 2012), teaching practice (Kiggundu & Nayimuli, 2009),
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practicum (Ulla, 2016), work-based learning (Atkinson, 2016), experiential learning
(Kiggundu & Nayimuli, 2009), or in-service learning (Petker & Petersen, 2014) are
mostly used interchangeably for WIL in literature. The World Association for
Cooperative Education (WACE) combined work integrated learning with cooperative
education to suggest a broader view of WIL and to encapsulate the various terms used
for WIL (Coll et al., 2009). All of these terms share a common understanding, but
throughout this study, the term WIL is used.

An extensive number of definitions for WIL exist nationally and internationally. The
term WIL is mostly used in the Australian context (Ferns et al., 2014). Smith (2012)
from Griffith University in Australia defines WIL as a curriculum design where
individuals spend time in a professional context relevant to their study and workrelated futures. This definition focuses more on the curriculum and the context to
prepare individuals for the workplace. The Higher Education Quality Council of Ontario
mentions that WIL is “educational activities that intentionally integrate learning within
an academic institution with practical application in a workplace setting” (Sattler &
Peters, 2013:13). Herewith, the focus is more on the action that occurs for a specific
purpose to apply learning to the workplace (practice). The definition of Sattler and
Peters (2013) is similar to Kiggundu and Nayimuli (2009:347) who view WIL in South
Africa as a time when individuals receive training and experience in the specific
workplace to apply theory in practice-based contexts. These definitions for WIL range
in breadth and depth across multiple disciplines (Atkinson, Misko & Stanwick, 2015).
Disciplines in which WIL is part of the curriculum are for example, Medicine, Education,
Law and Nursing and focus on the application and integration of theory into practice.
From the definitions above, it is evident that ‘integration’ is a crucial characteristic of
WIL. WIL goes beyond merely placing students in an authentic, physical environment
and applying canonical knowledge to practice. WIL focuses on the formation of new
knowledge that occurs within and through practice, as well as acquiring skills that
apply to the profession (Orrel, 2011).

In this research study, WIL is a component in a teacher education programme that
offers student teachers the opportunity to amalgamate theoretical knowledge (learned
throughout the programme) with contextual situations. This definition includes WIL as
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part of the curriculum in a teacher education programme, and is grounded on the
principle of “integrated and applied knowledge” (Assan, 2014:301). WIL is therefore
structured, intentional and provides a bridge for student teachers between the
academic practice and professional future of becoming a teacher.

There is an increase in research on teacher preparation (DBE & DHET, 2011). This
increase in research is due to a lack of qualified teachers who are proficient and
capable of teaching in various and demanding situations (Aubusson & Schuck, 2013).
Teacher education programmes are vital in producing teachers that are competent,
knowledgeable and have the required skills to teach young learners. According to
Darling-Hammond (2017:291), teacher education programmes are essential “building
blocks” to develop teachers who are competent and effective in their work. In preparing
effective teachers, the programmes offered in ITE need to make opportunities
available for student teachers to experience the reality of teaching in authentic
contexts.

WIL is therefore a fundamental component in ITE programmes (DHET, 2015;
Mukeredzi & Mandrona, 2013; Amin & Ramrathan, 2009; Botha, 2012; Mutemeri &
Chetty, 2011), that provides student teachers with a realistic classroom experience
and the opportunity to apply theoretical knowledge to practice (Abongdia et al., 2015).
Teacher education qualifications in South Africa are regulated by the revised policy on
the Minimum Requirements for Teacher Education Qualifications (MRTEQ). This
policy provides particular conditions for the design of teacher education programmes
and refers to the “knowledge mix”. The “knowledge mix” is defined in the MRTEQ
policy as the different types and levels of learning that are related to the “acquisition,
integration and application of knowledge for teaching purposes” (DHET, 2015:12). The
MRTEQ policy further defines the “knowledge mix” by distinguishing between
disciplinary (theoretical), pedagogical, fundamental, situational and practical learning.
Practical learning thus takes place during WIL and is an essential requirement for
developing tacit knowledge.

The kind of practical learning that is acquired and strengthened during WIL is: learning
in practice, as well as learning from practice in a situated learning environment (i.e. a
classroom or school) (DHET, 2015). Learning from practice occurs when student
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teachers study the practice in an authentic classroom. Learning from practice includes
observing qualified mentor teachers in order to learn about teaching strategies and
skills, or by comparing good and bad practices from video recordings and case studies
(DHET, 2015). It is important for student teachers to observe mentor teachers during
WIL because they have acquired practical, tacit knowledge that underpins their
teaching. Teachers encounter various situations in the classroom daily and thus the
knowledge acquired throughout their teaching experience assists them in overcoming
these situations (Peng, 2015). This kind of knowledge, however, varies among
teachers who may implement different approaches when facing the same situation.
Nilssen (2010) highlights that when student teachers observe experienced mentor
teachers; they are able to understand the interplay of teaching that takes place
between the teacher and learners. Observing mentor teachers thus enables student
teachers to get a sense of how each child in the classroom differs in behaviour and
cognitive development – factors which may consequently affect their teaching.
The second kind of practical learning – learning in practice –enables student teachers
to experience the classroom and the art of teaching. Learning in practice may include
being involved in the planning of lessons, teaching lessons, as well as implementing
assessments in the classroom (Assan, 2014). In order to do this, theoretical
knowledge is essential. Teachers are expected to know the content (theoretical
knowledge) and teach it in a manner that young children will understand.

The opportunity to experience the practical, realistic context is just as important as
obtaining theoretical knowledge at the institution (Zimmerman Nilsson, 2017). The
theoretical knowledge gained about content, pedagogies and theories at the institution
needs to be applied within a context. This enables the student teacher to solve
contextual problems, foster interactions and collaborations as well as develop
accountability and abilities to reflect on practice (Winberg et al., 2011). Consequently,
this enables teacher education programmes to graduate competent and qualified
teachers who have the required theoretical knowledge and practical knowledge to
adequately teach learners.
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2.3

THE VALUE OF WIL FOR MATHEMATICS STUDENT TEACHERS

The DBE and DHET (2011) assert that there is a demand for more qualified and
competent teachers that are able to teach specific subjects (such as mathematics)
especially in the Foundation Phase (Grade R – 3). This is supported by Du Preez
(2018) and Van Broekhuizen (2015) that South Africa is challenged with a shortage of
competent, qualified, and motivated teachers in subjects, especially mathematics.

The MRTEQ policy was developed to make sure that ITE programmes focus more on
knowledge bases of teaching and less on skills-based training (Kimathi & Rusznyak,
2018). It is therefore essential that student teachers know what content to teach in a
subject and how to teach it to young learners, especially in mathematics. This is
evident in the MRTEQ policy where it refers to two of the eleven competencies that a
teacher is expected to know and can do by the end of the programme (see Table 1.1).

Throughout the programme, student teachers are required to obtain these
competencies in a progressive manner. Tlou and Feza (2017) however, argue that
teachers are poorly trained in mathematics, and this result in the teacher’s lack of
ability to teach mathematics. Student teachers who have not been adequately trained
in teacher education programmes consequently reduce the quality of mathematics
instruction to young children. This can be increased by ITE programmes ensuring that
student teachers acquire the necessary theoretical knowledge, as well as develop the
skills to apply the theory in a practice-based context, through WIL.

2.3.1 Applying content knowledge and pedagogical content knowledge in
practice
Student teachers’ mathematical knowledge should be taken into consideration to
comprehend the types of knowledge bases that are essential for competent teachers.
Teachers should teach what they understand and are familiar. Shulman’s (1986) ideas
focus on CK and PCK. CK refers to the understanding of the discipline, in this case,
mathematics. CK for mathematics includes the teachers’ knowledge about the
structure of mathematics such as the principles, rules, definitions, concepts,
procedures and theories (Shulman, 1986; Asikainen et al., 2013). In other words, CK
is vital for student teachers in mathematics in order to understand that the rules,
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principles and concepts are true, and to understand why they are true (Shulman,
1986:9). For student teachers to effectively teach and develop conceptual and
procedural knowledge of mathematics in Grade R learners, CK and PCK are however
needed. PCK, according to Shulman (1986), refers to the knowledge that relates to
the teaching of the subject matter. Kleickmann et al. (2013:91) define PCK as:
the knowledge needed to make subject matter accessible to students …
Literature on PCK identified two core facets of that knowledge: knowledge
of students’ subject-specific conceptions and misconceptions as well as
knowledge of subject-specific teaching strategies and representations
(see also Ball et al., 2008; Borko & Putnam, 1996; Park & Oliver, 2008).

It is thus vital that student teachers gain knowledge on strategies and ways to
represent the mathematical concepts, possible misconceptions experienced by
learners and how to support learners in these misconceptions. PCK enables student
teachers to link content and pedagogy. It offers student teachers an understanding of
the mathematics to be taught and the strategies to use, depending on the learners’
educational abilities, topics and learning environment (Shulman, 1986; Asikainen et
al., 2013). The ability to integrate mathematical content (theory) and pedagogy in a
situated context is essential for student teachers during WIL.

WIL forms the crux of the programme to prepare student teachers for the authentic
reality of a classroom. ITE programmes should therefore ensure that student teachers
gain the required CK and PCK, implement appropriate teaching strategies, and offer
learners many opportunities to learn early mathematics skills. The implementation of
WIL in teacher education programmes assures that student teachers develop CK and
PCK throughout the programme (Coll et al., 2009). During WIL, the teaching of
mathematics in an authentic classroom allows student teachers to transfer the
mathematical content knowledge gained at their institution in a meaningful and
developmentally appropriate way for Grade R learners through their obtained
pedagogical content knowledge. Grade R lays the foundation for learning, and thus it
is important that Grade R student teachers be equipped to establish a strong basis for
Grade R learners in all subjects, specifically mathematics.
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The notion of building a strong foundation for mathematics in Grade R is stressed in
assessments such as the ANA, TIMSS and SAQMEQ. These large-scale
assessments show that learners perform below their expected grade level in
mathematics (Spaull & Kotze, 2015). Various authors argue that this poor performance
in mathematics may be due to learning deficits in learners’ early school years.
Literature also indicates other factors that may contribute to learners’ poor
performance in mathematics, such as teachers’ lack of mathematical CK and PCK
(Venkat & Spaull, 2015; Tatto & Senk, 2011).

A lack of CK and PCK in mathematics has a significant impact on Grade R student
teachers’ WIL experience and consequently, learners’ opportunities for learning
(Rosas & West, 2011). Without adequate CK and PCK, student teachers’ confidence
to teach is reduced and impeded.

2.3.2 Increasing confidence to teach
Student teachers enter the programme with prior experiences and anxieties that
influence their ability to teach (Gresham & Burleigh, 2018). In mathematics, many
student teachers experience anxiety in mathematics teaching. Mathematics anxiety is
defined as a fear or phobia for mathematics that results in a state of discomfort when
expected to perform mathematics-related tasks (Gresham & Burleigh, 2018). This has
a significant influence on the manner in which student teachers learn mathematical
content (theoretical knowledge) in the programme and teach it to young children
(Hollingsworth & Knight-McKenna, 2018; Geist, 2015). The implementation of WIL in
a teacher education programme may reduce student teachers’ mathematics anxiety
and increase their confidence to teach mathematics.

Students may also experience a lack of confidence to teach in front of others. Through
sufficient experience of WIL, student teachers are able to gain self-assurance and
confidently demonstrate their content knowledge of the subject (Aglazor, 2017).
Bhargava (2009) elaborates that WIL enables student teachers to take responsibility
and improve upon their classroom practices once their confidence is increased.
Student teachers’ confidence is increased during WIL by providing them with
opportunities and tasks to teach lessons, manage the classroom and implement
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strategies for learning to take place. Through WIL, student teachers’ CK and PCK
consequently increase their confidence to teach mathematics. This increase in CK and
PCK is supported by Billett (2011) who asserts that WIL assists student teachers by
building confidence in their abilities to teach. Student teachers’ confidence is also
increased by collaborating and interacting with mentor teachers, peers, academic
tutors and assessors in order to learn about best teaching practices.

2.4

SUPPORT TO STRENGTHEN WORK INTEGRATED LEARNING

Teaching is seen as a demanding and complex profession (Mudzielwana, Joubert &
Phatudi, 2016). Grade R teachers are required to consider learners’ diverse needs,
design appropriate classrooms for teaching and learning, and employ a learnercentred, play-based approach to teaching (Koross, 2016). In becoming competent and
qualified teachers, extensive preparation is required. WIL is therefore essential to
allow student teachers to experience the Grade R classroom to observe and
implement effective and good practices.

Preparing student teachers for the authentic classroom, however, remains a
challenge. According to Mannathoko (2013), WIL could be very challenging for student
teachers when they are not adequately prepared, as they might find WIL demoralising
and frightening. Preparing student teachers for WIL should be structured, well
monitored and supervised with the necessary support from the mentor teachers and
university staff (Ulla, 2016). This allows student teachers to experience WIL positively
and learn practices that enhance learning. Aglazor (2017) further states that the quality
of student teachers’ experiences during WIL is primarily determined by the support
and relationships between the university, mentor teachers and student teachers.

Support during WIL is essential in order for student teachers to learn valuable and best
practices. Sachs, Rowe and Wilson, (2017:4) define best practice as the “successful
experience that has been tested and validated in and through practice and which
others, across a variety of contexts, can apply and benefit.” Figure 2.2 indicates the
characteristics of best practice and what it entails as stipulated by Sachs et al. (2017).

Page | 32

The foundation is grounded in
relationships. This is created and
strenghtend through continuing
dynamic interactions, based on
trust and respect.

It takes place in a
physical context,
for example a
school.

The theoretical
knoweldge
gained at the
university links
with practice
(school).

BEST
PRACTICE

Has specific outcomes that should
be achieved by successfully
implementing it across numerous
contexts to consequently have a
robust impact on individuals.

Indicates a true
reflection of the
requirements
and expectations
of the teaching
profession.

The organisation
(school/classroom) is wellgoverned, resourced and
supervised, which is meaningful
and intentionally connected to
learning outcomes.

Figure 2.2: Characteristics of best practices
WIL has a vital influence on student teachers’ development of best teaching practice.
To provide student teachers with best teaching practices as characterised in
Figure 2.2, they need sufficient experiences in the classroom to observe and teach,
as well as have a qualified and competent mentor teacher. Observation and the
opportunity to teach during WIL are therefore vital in order for student teachers to learn
from others and to implement what they have learned during their observations. During
WIL, student teachers are expected to observe their mentor teacher. By observing the
mentor teacher, student teachers are able to become familiar with the teaching
methods and strategies used by the mentor teacher, how she interacts with the
learners and how learners respond to questions (Richards & Farrell, 2011; Maphalala,
2013). Observing these aspects enables student teachers to prepare themselves for
challenges that they may face when teaching the class. The student teacher can also
implement the methods and strategies the mentor teacher utilises in their own
teaching. It is therefore important for student teachers to be provided with the
opportunity to teach lessons and implement what they have learned through theory
and through observing the mentor teacher. The opportunity to teach enables student
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teachers to be exposed to real life, situated classroom experiences, discover their
strengths and weaknesses in teaching, as well as acquire professional skills and
competencies to become teachers (Aglazor, 2017).
Student teachers’ transition to becoming competent teachers and the development of
best teaching practice may be positive or negative depending on their experiences
during WIL. Experiences that negatively affect student teachers leave some of them
feeling demotivated and disappointed (Du Plessis, Marais, Schalkwyk & Weeks,
2010). According to Bhargava (2009), student teachers face many challenges and
concerns during WIL with regard to lesson planning, classroom management, heavy
workloads and evaluations by the mentor teacher. It is thus vital that student teachers’
experiences during WIL are considered as this may have an impact on the manner in
which they teach.
Student teachers’ experiences during WIL have been highlighted in the literature.
Some previous studies which investigated these experiences categorised strengths
and challenges (Du Plessis et al., 2010; Assan, 2014; Mukeredzi & Mandrona, 2013;
Heeralal & Bayaga, 2011; Koross, 2016). There are, however, limited studies that
focus on student teachers’ experiences of teaching mathematics in the Grade R year.
Figure 2.3 indicates the areas that have a significant impact on student teachers’ WIL
experiences, which will be discussed in detail.

Factors that impact student
teachers' WIL experience

Role of mentor
teachers

Role of the
school

Role of
assessment

Development of
CK and PCK in
the study material

Figure 2.3: Factors that impact on student teachers’ WIL experiences
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2.4.1 Role of mentor teachers
“The very complex forms of skills possessed and practised by human
beings (e.g. speaking, writing, social interaction, deployment of formal
understanding) cannot be learned in isolation, but require input from
others.”
Du Plessis (2013)

The value of WIL is highly dependent on the support received from the mentor teacher.
A mentor teacher is defined as the classroom teacher who provides guidance and
support to the student teacher during WIL (Marais, 2010). Mudzielwana and Maphosa
(2014) emphasise that qualified mentor teachers in the school play a central role in
student teachers’ professional development and experiences during WIL. Sharing this
view, Mannathoko (2013:116-117) asserts that the value of WIL is to enhance student
teachers in:

fostering collaboration of all stakeholders in a way that contributes
towards the quality teacher preparation, bringing together different
supervisors and their varied skills to facilitate the provision of high-quality
supervision and mentoring and enabling student teachers to critically
examine both educational theory and practice within the appropriate
contemporary educational framework.

Mentor teachers should set out good teaching examples and assist student teachers
in planning lessons, teaching, and reflecting on their teaching. This enables student
teachers to move from having knowledge about teaching to knowing and experiencing
how to teach (Ngoepe, 2014).
According to Clark and Marker (cited in Du Plessis et al., 2010:326), if WIL “is the
single powerful intervention in teachers’ professional preparation, then mentoring is
the single most powerful process of such intervention”. This is supported by Jusoh
(2013), who emphasises that mentor teachers are the most influential factor in student
teachers’ WIL experiences. They have a robust impact on student teachers’
“orientation, disposition, conceptions and classroom practice”, and who would
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consequently display dedication, responsibility and interest towards their work in the
classroom (Mukeredzi & Mandrona, 2013:146). This support is necessary and vital,
since mentor teachers empower student teachers to observe and emulate good
practice and teaching skills. Throughout WIL, student teachers should demonstrate
knowledge and an understanding of best teaching practices which may include:
teaching at the learners’ developmental level, utilising different teaching methods and
applying classroom management skills, to name a few (Aglazor, 2017). This may only
occur when adequate support is provided to student teachers during WIL, and mentor
teachers have quality CK and PCK to assist student teachers to develop best teaching
practices.

Another important role of mentor teachers is to support, guide and supervise student
teachers, as well as give immediate feedback regarding their taught lessons (Jusoh,
2013). A lack of effective mentoring during WIL poses challenges to student teachers
and affects their experiences of WIL negatively. A study by Kiggundu and Nayimuli
(2009) and Du Plessis et al. (2010) show that student teachers have positive and
negative experiences with mentor teachers. These authors found that some mentor
teachers were willing to help and provide valuable advice to student teachers. This
motivated student teachers to teach and build their self-images and confidence, as
well as impact their WIL positively. In contrast, some student teachers had negative
experiences with their mentor teachers as they exploited, abused and took advantage
of them with regard to overloading them with work. The overloading of work was also
evident in a more recent study done by Koross (2016), who noted that mentor teachers
burdened student teachers with their duties.

Other challenges were raised with regard to support provided by mentor teachers in
which they did not dedicate adequate time and attention to student teachers during
WIL (Marais & Meier, 2004; Kiggundu, 2007). Unprofessional conduct, for instance
leaving their classes unattended, arriving late or being absent from school, not
observing the student teacher or modelling lessons for them were also encountered
(Shumba, Shumba & Maphosa, 2007; Mukeredzi & Mandrona, 2013). It is therefore
important that “regular supervisions, constructive criticism and feedback” be provided
to cultivate student teachers into competent teachers (Mukeredzi & Mandrona,
2013:146).
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2.4.2 Role of the school
Studies in teacher education show that the structure of WIL poses situational,
logistical, as well as academic complications for student teachers (Aldridge, Fraser &
Ntuli, 2009). Student teachers are placed at schools for their WIL practice in order to
apply educational theory in different situations and school contexts. Nkambule (2017)
asserts that it is imperative for student teachers to experience different school contexts
in order to become aware of contextual issues and enhance current practice. The
challenge, however, remains that in remote (rural) areas student teachers are faced
with difficulties out of their control. Geographical challenges (Koross, 2016; Kiggundu
& Nayimuli, 2009; Abongdia et al., 2015) in rural areas include roads that are
inaccessible for resources and facilities to reach the school. Transport is also limited
and student teachers have to walk long distances to the school. When raining, the
gravel roads become unsafe for travelling; there is limited communication and a lack
of resources available. This has a major impact on student teachers’ experiences and
their effectiveness to participate and engage in teaching during WIL.
A study conducted by Matoti and Odora (2013) indicates that most student teachers’
experiences were positive as they were welcomed at schools and had access to
available resources. In contrast, Koross (2016) and Kiggundu and Nayimuli (2009)
noticed that student teachers in their studies were not entirely welcomed and oriented
at the school. Some schools also lack resources such as books, a library, and teaching
and learning materials, which made it difficult for student teachers to teach.
Another critical factor that affects student teachers’ WIL experiences is classroom
management. In South Africa, discipline is a challenge and many student teachers
struggle to manage and control learners (Abongdia et al., 2015). Marais and Meier
(2004) emphasise that student teachers are anxious and concerned about maintaining
discipline and learner control before starting their WIL. These authors further state that
if conflict arises in the values and discipline styles between student teachers and
learners; it may lead to a negative impact on their WIL experience. Student teachers’
teaching will be negatively influenced, as well as their motivation and confidence to
teach.

Page | 37

2.4.3 The role of assessment during WIL
Student teachers, in addition to support from mentor teachers, need adequate support
and supervision from staff at the PHEI. This may include assessors who assess
student teachers during WIL. The purpose of supervision and support from assessors
during WIL is to provide support in order to encourage best practice in student teachers
(Abongdia et al., 2015).
Assessment of student teachers’ lessons is integral during WIL in order to support and
encourage best teaching practices (Bechuke, Assan & Debeila, 2013). Assessment
during WIL should, therefore, reflect student teachers’ levels of mathematical content
knowledge, as well as their ability to teach mathematics to Grade R learners. For
assessment to take place and be effective, communication between assessors and
student teachers is vital, as well as oral and written feedback from the assessors. Oral
and written feedback specifies to student teachers, with evidence, what went well and
where to improve on their practice. Written feedback, which student teachers can refer
back to on a later stage, is however important in order to provide them with evidence
about where to improve on their practice.

A study to determine the factors that influence the organisation of WIL by Bechuke et
al. (2013), found that assessors from their institution did not pay regular visits to
student teachers. Visits from assessors’ impact on the success of WIL and student
teachers’ practice, because assessors provide them with motivation and suggestions
on where they can improve their practice (Bechuke et al., 2013). In contrast to
unsupportive, irregular visits from assessors, Odundo, Othuon and Lillian (2017) found
that most student teachers received support from their assessors. This support mostly
focused on enabling student teachers to settle in at schools and address specific
situations to integrate theory and practice in the classroom effectively. Adequate
support from assessors during WIL enables student teachers to cope with
contemporary issues that may arise. It also provides them with the opportunity to
improve the implementation of their responsibilities as teachers, develop competence
and skills to evaluate their practice, as well as gain confidence to teach (Odundo et
al., 2017).
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Communication between the university staff (assessors, academics and WIL
administrators), student teachers and the schools (principals, mentor teachers) is also
fundamental to ensure all stakeholders involved know what is expected from them.
Communication between the schools and institution should also be transparent in
order for mentor teachers to know what is required from them during WIL. For instance,
mentor teachers are expected to allow student teachers into their classrooms,
observe, support, guide, and let student teachers teach lessons. In addition, mentor
teachers are also required to assess student teachers’ lessons. Mentor teachers’
assessments of student teachers’ lessons are essential because more assessments
by several individuals produce more objective assessments of student teachers’
competency to teach (Sedumedi & Mundalamo, 2014). The institution, therefore,
depends heavily on mentor teachers’ support and guidance through assessment.
Mentor teachers’ assessments that are accurate, trustworthy and of high quality
contribute to improving student teachers’ practice (Segoe & Dreyer, 2015).

2.4.4 The role of study material to enhance the development of CK and PCK
Another support mechanism is the study material provided to student teachers during
the course of their studies. Study material forms a crucial role in providing student
teachers with foundational knowledge on theory. Using the theoretical knowledge
gained from the study material, student teachers are required during WIL to apply the
theory in a practical manner. Study material thus needs to be clear and comprehensive
in order to provide them with the necessary CK and PCK. Du Plessis (2011) did a
study on the reality of WIL at an Open Distance Learning (ODL) institution and found
that the study material in the programme had an impact on the effectiveness of their
WIL experience. Student teachers in their study indicated that the study material was
well-structured, and the theoretical foundation in the modules prepared them for most
practical situations in the classroom (Du Plessis, 2011). There were, however student
teachers who felt that the material did not provide enough information on how to
improve lessons, and the guidelines and introduction to WIL were also insufficient. It
is therefore imperative that the study material provides student teachers with two-way
communication in order to interact, make meaning and assess their own learning of
the content (Marais, 2010).
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The impact of assessors and study material to support student teachers for the
demands of teaching is necessary to consider. If student teachers are confused and
lack insight into what they have to do and how to integrate theoretical knowledge and
practice, their assessment from assessors serves to demonstrate and confirm this. Du
Plessis et al. (2010) emphasise that when student teachers are confused and
uncertain about the reality of the classroom, this confusion is extended to assessors’
assessments during WIL.

2.5

THEORETICAL FRAMEWORK

A theoretical framework is a collection of interrelated constructs which is used to
investigate and view a phenomenon under study (Kivunja, 2018). Grant and Osanloo
(2014:12) further define a theoretical framework as “the foundation from which all
knowledge is constructed (metaphorically and literally)” and infer that it is derived from
a known, existing theory that has previously been tested and validated by other
scholars.

This study emphasises the experiences of Grade R student teachers during WIL.
Student teachers are placed in authentic classrooms in order to provide them with the
opportunity to experience the realities of teaching. The theoretical framework that
underpins this study is therefore based on the situated learning theory which was
developed by Jean Lave and Etienne Wenger (1991). These authors’ work follows
from Dewey (1938) and Vygotsky (1978) who argue that individuals learn by actively
participating in the learning experience. This theory focuses on the social aspects of
learning (Lave & Wenger, 1991). According to Lave and Wenger (1991:33), “There is
no activity that is not situated”. Less focus is placed on conceptualising an individual
as a “receptacle of knowledge and learning as a discrete cognitive process” (Fuller et
al., 2005:50). This notion regards learning as located in certain forms of experience
and not in the mind, such as with cognitive learning theories (Prescott & Cavanagh,
2008). The situated learning theory, therefore, puts more emphasis on the interaction
and participation of individuals in an authentic context.

According to Wenger (1998), learning takes place during interactions with others in an
environment. An individual’s learning is developed and influenced by the context in
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which learning occurs. Lave and Wenger were interested in the processes of thinking
and learning as part of a social practice (Fuller et al., 2005; Arnseth, 2008). Prescott
& Cavanagh (2008) support the view that learning is a social activity. The more an
individual’s participation in the context increases, the more they understand the
practices and their experiences in the context.

Every profession, such as teaching, has its own social context with its particular
practices, conventions and routines. Learning thus occurs when experiencing these
practices and conventions in the “lived-in-world” (Lave & Wenger, 1991:35). According
to Lave and Wenger (1991:50), the foundation of learning in context is the importance
of practice and social interactions:

A theory of social practice emphasises the relational interdependency of
agent and world, activity, meaning, cognition, learning and knowing. It
emphasises the inherently socially negotiated character of meaning and
the interested, concerned character of the thought and action of personsin-activity. This view also claims that learning, thinking and knowing are
relations among people in activity in, with, and arising from the social and
culturally structured world.

The individual is central to the situated learning theory by engaging in social
communities. This leads to two main ideas in the situated learning theory that reinforce
the understanding of learning, namely “legitimate peripheral participation” and
“communities of practice” (Gowlland, 2014:761).

2.5.1 Legitimate peripheral participation
“Legitimate peripheral participation (LPP) is the position that individuals adopt as
newcomers in a context in which they will begin a process of learning” (Gowlland,
2014:761). Lave and Wenger (1991) recommend that ‘newcomers’ should start by
slowly being introduced to authentic (legitimate), peripheral activities, and
progressively being assigned to more significant activities. The more individuals
participate in activities in the context of learning, the less peripheral they become
(Gowlland, 2014). This enables individuals to acquire knowledge and skills in a
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progressive manner in order to become part of and actively engage in the community.
Lave and Wenger (1991:29) define the process of LPP as:

Legitimate peripheral participation provides a way to speak about the
relations between newcomers and old-timers, and about activities,
identities, artefacts, and communities of knowledge and practice. It
concerns the process by which newcomers become part of a community
of practice.

Participation is central to the situated learning theory. According to Wenger (1998:55),
participation is the “process of being active participants in the practices of social
communities”. This requires the individual to share ideas, solve contextual problems
and actively engage with others and the material of instruction. In this study, student
teachers are referred to as the ‘newcomers’, as they are still learning to become
teachers and learn about the profession. Student teachers are required to participate
in activities during their WIL practice such as observing the mentor teacher, plan and
teach Grade R lessons, assess learners and implement classroom management
strategies. Student teachers’ participation during WIL is highly dependent on the
opportunities they receive for learning in and from practice. Patel (2017) asserts that
learning is rooted in individuals’ opportunities to participate in practice, as well as their
level of engagement. With adequate support from mentor teachers and other staff at
the school, student teachers are able to move from the periphery of the teaching
community, closer to the core and be able to fully participate in the context.

Handley, Sturdy, Fincham and Clark (2006) explain that individuals first participate at
the periphery in the community with limited participation. When individuals are allowed
more responsibility later on and adopt the practices of others, they become more
competent and obtain full participation (Handley et al., 2006). In the context of this
study, the concern arises when mentor teachers do not allow student teachers to
participate adequately during WIL. They are therefore unable to develop and learn
adequate knowledge and skills, and are consequently unable to progress from the
periphery of the teaching community to the centre of the community. Student teachers
should receive adequate support and opportunities in order to benefit from the WIL
experience.
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2.5.2 Communities of practice
A community of practice (CoP) is, according to Lave and Wenger (1991), a group of
individuals who share a common passion or concern, thereby interacting with one
another to expand their knowledge, skills and expertise. A CoP assists individuals to
develop a strong knowledge base. Individuals in a CoP discuss aspects of a subject
and share ideas and activities, as well as ways of communicating and acting in the
profession (Morrell, 2003).
According to Kimble, Hildreth and Bourdon (2008:25), a CoP may “be formed in any
social setting, be of any size and may either be a ‘present’ or a ‘virtual’ community”. In
this study, student teachers may form a CoP with their mentor teacher and other Grade
R educators at the school, or with assessors and peers at the PHEI. The members in
the CoP should share a common interest such as their experiences of WIL, teaching
Grade R learners or planning Grade R mathematics lessons.

Table 2.1 below shows the characteristics of a CoP set out by Kimble et al. (2008) to
emphasise what is meant by a CoP.

Table 2.1: Characteristics of a Community of Practice
Characteristics of a CoP by Kimble et al. (2008)
A CoP develops informally based on a need, is voluntary and is not a formally
established group. Individuals, to a degree, might be unaware of its existence.
Whether the group is established around a need or formally constituted, there
should be a shared purpose and goal in order to become a CoP and motivate
individuals’ participation.
The CoP functions on common ground. This takes into consideration the
knowledge and beliefs that are mutual, by individuals. The common ground may
encompass, for example, sharing different teaching strategies.
A CoP is a form of development and may change depending on the need or
interest.
Relationships established on trust and confidence is vital for the CoP identity.
Internal motivation leads the CoP and together with relationships, the sense of
belonging in a community and identity is formed.
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During WIL, each student teacher is placed with a mentor teacher in a Grade R
classroom. Considering these characteristics, a student teacher may form a CoP with
the mentor teacher and other Grade R teachers. During the initial week of WIL, the
student teacher is still at the periphery and may be required to only observe a few
lessons presented by the mentor teacher. Discussions and more participation from the
second week of WIL may be required from the student teacher. The CoP formed during
WIL may offer student teachers adequate assistance and guidance to develop and
learn the necessary knowledge, attitudes, values and skills to become competent
teachers.

The situated learning theory supports this study by enabling student teachers to
participate and socially interact in the context, such as a school environment and
classroom to learn. This consequently allows them to move from the periphery to be
more engaged in the CoP (full participation). Figure 2.4 provides a visual
representation of a student teacher’s development during WIL where they move from
the periphery to full participation in the CoP.
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Collaboration

End of WIL:
Full participation in
acitivities and more
participation in the CoP

Engagement

Figure 2.4: Situated Learning Theory – The development of an individual from
the periphery to full participation in the CoP

Learning is an essential component of social practice and takes place in a CoP through
participation (Fuller et al., 2005). At the start of student teachers’ WIL practice, the
focus is placed more on observing their mentor teachers and learning from practice.
Throughout their WIL practice, student teachers are entrusted with more tasks like
teaching lessons, assessing learners and engaging in discussions with other teachers
at the school, as displayed in Figure 2.4. The more tasks student teachers are given
with support from the mentor teachers, the more they will learn the required
knowledge, skills, values and attitudes of a competent teacher (Gowlland, 2014). It is
therefore vital that student teachers are provided with opportunities to observe, plan,
teach, reflect and be part of assessment during WIL practice. This participation
enables them to move from the periphery of the teaching profession to the centre of
the CoP in order to become competent teachers.
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The shift from the periphery to the centre of the CoP enables student teachers to
develop professionally among other teachers. Hadar and Brody (2010) emphasise that
the CoP provides a framework for student teachers to collaboratively learn from each
other in order to support growth and change. There is also value in the assessments
and feedback on student teachers’ lessons from the mentor teachers and assessors
during WIL. Collaborations between the student teacher, mentor teacher and assessor
allow a student teacher to progress and advance from the periphery to the centre of
the CoP by improving on specific areas in their practice.

2.6

SUMMARY

This chapter included a review of the existing literature on the conceptualisation of
WIL and its value in teacher education programmes. The importance of WIL in
preparing Grade R student teachers in order to gain content knowledge in
mathematics and apply this knowledge in a Grade R classroom was highlighted.
Support to strengthen WIL was discussed by focusing on the role that mentor teachers
play to guide student teachers in learning in and from practice. In addition, assessment
was emphasised as a support mechanism to guide student teachers to improve on
their practice. With this said, student teachers may have positive or negative
experiences with these support structures, which may consequently influence their
experience and teaching during WIL.

A detailed discussion followed on the theoretical framework that underpins this study.
The theoretical framework of situated learning by Lave and Wenger (1991) on how
learning takes place during WIL was outlined. Within the situated learning theory,
participation during WIL practice is vital for learning to take place, as well as the
formation of a CoP through interactions among peers, mentor teachers, assessors and
academic tutors.

The next chapter will address the methodology of this study. This comprises a
description of the epistemological assumptions guiding the purpose and research
questions of this study. The sampling and selection methods, preparation for the
collection of the data, capturing the data, as well as the analysis of the collected data
will be discussed in Chapter Three.
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CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY
INTRODUCTION
In Chapter Two a comprehensive literature review was provided to illuminate the
concept of WIL, its value in Grade R mathematics teaching and how to strengthen WIL
by providing support to student teachers. The chapter concluded by providing a
detailed explanation of the situated learning theory, which in this research focuses on
how student teachers should participate fully during WIL in order to move from the
periphery to the centre of the CoP.

The research design, approaches and ethical considerations of this study are
explained in Chapter Three. This chapter firstly discusses the research paradigm and
follows with an explanation on the research design utilised. Furthermore, the chapter
focuses on the methods and processes that were used during the research study. The
methods discussed in Chapter Three ensure that the research question is answered,
and the purpose of the research study is achieved. The integrative process of the
collection and analysis of the data is also discussed. The chapter lastly outlines the
ethical requirements for this study. Figure 3.1 illustrates what Chapter Three entails.
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Research question: What is the impact of Work Integrated
Learning on Grade R student teachers?

Research
paradigm

Meta-theoretical paradigm: Interpretivism
Methodological paradigm: Qualitative

Research
design

Data
collection
strategies

Sampling

Dataanalysis

Ethical
aspects

Case study

- Interview
- Observation
- Document analysis

Purposeful sampling:
- Grade R student teachers
- 2nd year of study in the Diploma in Grade R programme
- Placed in a school in Gauteng

Inductive thematic data analysis

- Trustworthiness
- Informed consent
- Protection against deception
- Privacy and confidentiality

Figure 3.1: Overview of Chapter Three
RESEARCH PARADIGM
Nieuwenhuis (2016a) and Creswell (2015) refer to a paradigm as a lens that provides
a certain worldview about important aspects of reality. Nieuwenhuis (2016a) further
asserts that a paradigm refers to the fundamental assumptions about how reality is
formed (ontology) and the underlying association that exists between the researcher
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and the knowledge discussed (epistemology). A paradigm also includes the
methodology which is specifically derived from the researcher’s paradigmatic position
towards the social reality (Hesse-Biber, 2016). Figure 3.2 displays the three aspects
of a paradigm and how they relate to the interpretivist paradigm.

Paradigm: Interpretivism

Ontology

Knowledge is shaped by social and
contextual understanding

Multiple realities are constructed by
individuals.

Knoweldge is established by the
process of interpretation.
Epistemology
The interpretation and observation
of the world offer tacit indications of
phenomena
How knowledge about the world is
known.
Methodology
Qualitative approach
Case study research design

Figure 3.2: Three aspects of a paradigm (Developed from Coe, Waring, Hedges
& Arthur, 2017)

In this study, the researcher used an interpretive paradigm and a qualitative approach
to inquiry, to comprehend and interpret student teachers’ experiences during WIL.
Referring to Figure 3.2, this study was guided by taking an ontological and
epistemological stance in an interpretivist paradigm. Coe et al. (2017:16) affirm that
ontology asks the question “what is the nature or form of the social world?” Ontology
thus refers to what knowledge is, because it must be comprehended by truths that are
socially constructed by individuals in a social context (Creswell, 2014). Constructing
knowledge in a social world, in an interpretivist paradigm, means that multiple realities
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exist (Hesse-Biber, 2016). In answering the question set out by Coe et al. (2017) about
ontology, further reference was made to the epistemological assumptions.
Epistemology refers to what we observe in the world in order to develop knowledge
through interpretation (Coe et al., 2017). The interpretivist view allowed the researcher
to discover multiple interpretations of student teachers’ experiences of WIL. It assisted
in developing an understanding of how student teachers made meaning of WIL and
their experiences of WIL.
The meaning derived from student teachers’ experiences of WIL was also assisted by
considering the methodology. According to Hesse-Biber (2016), methodology guides
the choice of certain methods and describes why these methods were used in a study.
The researcher used an interpretivist, qualitative approach for this study in order to
gain student teachers’ subjective experiences of WIL, which varied depending on their
context. The paragraphs which follow, elaborate on the choice of an interpretivist
paradigm and qualitative approach.

3.2.1 Meta-theoretical paradigm
The interpretivist paradigm was used in this study. Creswell (2014) asserts that
interpretivism focuses on understanding the world and the reality in which we live,
through participants’ subjective meanings of their experiences. In other words,
interpretivism emphasises the experiences of participants and how participants
construct their world (Merriam, 2009). Ormston, Spencer, Barnard and Snape (2013)
further elaborate that interpretivism is to understand and explore participants’
experiences from their viewpoint. This implies that social interpretations are
constructed by participants of their interaction with the context. The implication is,
however, that individuals’ social realities are understood differently. For this reason,
the interpretivist paradigm was considered in order to accommodate various
experiences of participants’ truths or realities.

The definitions of Interpretivism from Creswell (2014), Merriam (2009) and Ormston
et al. (2013) above highlights that the interpretive paradigm focuses largely on
interpretation, comprehension, and social meaning (Hesse-Biber, 2016). Nieuwenhuis
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(2016a) further asserts that interpretivism attempts to comprehend phenomena by
how individuals assign meaning to their experiences.

The notion of interpretivism as understanding, interpreting and making meaning of a
phenomenon places subjectivity at the centre of interpretivism (Rubin & Babbie, 2009).
It was therefore vital that an in-depth subjective understanding of participants’
experiences was developed. For this reason, participants were observed in their
natural settings, where the researcher attempted to understand and interpret
participants’ experiences and more profound meanings in context. Hesse-Biber (2016)
states that the only way in order to comprehend the social reality is from the views of
the participants who are involved in the context or social reality. Nieuwenhuis (2016a)
supports this notion that social reality can only be understood from within and that
individuals’ subjective experiences on the manner they ‘construct’ their social world is
established by sharing ideas, knowledge and meaning with others. Participants in this
study were placed in schools during their WIL practice in order to experience teaching
in Grade R classrooms. The participants’ (student teachers) experiences of WIL were
focused on and participants’ realities of their experiences varied because their
contexts (schools) differed. Participants’ experiences were influenced by the support
that was provided to them and how participants engaged in the CoP.
An interpretivist paradigm grounded this study because “research can never be
objectively observed from the outside” but must be observed in context from the
participants’ own experiences (Mack, 2010:8). The collection of detailed and in-depth
information from participants within the interpretivist paradigm enabled the researcher
to understand the social meanings that participants derived from their interactions
within the context during WIL. In addition, a qualitative research approach was utilised
for discovering and understanding the experiences and views of participants during
their WIL practice.

3.2.2 Methodological paradigm
A qualitative research approach was considered to determine participants’
experiences of WIL and their ability to put mathematical theory into practice.
Qualitative research, according to Nieuwenhuis (2016a:53) is “naturalistic that is,
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focuses on the natural settings where interaction occurs, in other words, viewing social
life in terms of processes that occur rather than in static terms”. Yin (2011) further
proclaims that qualitative research enables participants to represent their meanings of
the real-life events and situations the way they have experienced them in context. In
this study, participants had the opportunity to explain how they experienced WIL
without being limited to predetermined answers, such as in quantitative research.

Merriam and Grenier (2019) provide characteristics of qualitative research which
supported this study. Table 3.1 below represents the characteristics of qualitative
research as explained by Merriam and Grenier (2019) and how it was applied to this
study.
Table 3.1: Characteristics of qualitative research
Characteristics
(set out by Merriam & Grenier,

Applicability to this study

2019)
Emphasis should be on

Participants’ experiences were understood

understanding and meaning.

and meanings were derived from their
natural settings, which were the schools
where participants were placed during WIL.

The researcher plays the primary

The researcher was involved by collecting

role in data collection and analysis.

the data directly from the participants
(student teachers) and by analysing the
data in person.

An inductive analysis process

Student teachers’ experiences varied, thus

should take place.

themes were determined from the collected
data.

The development of rich and

The conversational manner in which

descriptive information.

interviews were conducted allowed
participants to provide descriptive and
detailed information on their experiences
during WIL.
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Understanding the characteristics, displayed in Table 3.1 made the researcher
cognisant of how to approach this study and seek deeper understanding and meaning
from participants during conversations. To understand and gather meaningful data
from participants, these characteristics provided the researcher with guidelines in
order to interact with participants in their natural settings, and to achieve detailed
accounts of how they understood and experienced WIL. In qualitative research, the
interaction between the researcher and participant is vital as the researcher
subjectively forms part of the qualitative study (Engelbrecht, 2016). The search for
richer and more descriptive information from participants’ experiences ensured the
trustworthiness of the findings.

There is a variety of forms of qualitative research. Creswell and Poth (2018:2) offer
five approaches: “narrative, phenomenology, grounded theory, ethnography, and case
studies”. The latter was used in this study as the research design.

RESEARCH DESIGN
A research design is described by Nieuwenhuis (2016b:72) as “a plan or strategy that
moves from the underlying philosophical assumptions to specifying the selection of
participants, the data gathering methods, and the data analysis to be used.” Hartell
and Bosman (2016) further state that a research design is the manner in which an
individual plans to answer the research problem and implement the underlying theory,
methods and instruments of the study.

This study undertook a case study as the research design in order to explore,
investigate and contextualise the study. A case study is defined as a detailed
investigation into a particular phenomenon, to enhance the understanding of the
situation (Nieuwenhuis, 2016b). A case study may contain a particular case or multiple
cases that investigate a particular situation or problem (Yin, 2014; Rule & John, 2011).

A case study design was utilised for the qualitative component of this study in order to
analyse the data of each case, as well as across different cases. Looking at the
different cases enabled the researcher to compare the various experiences of
participants. Morgan and Sklar (2012) describe case study research as ideographic
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because it provides an in-depth insight into individual differences. The main
characteristic of a case study is that it provides a holistic view and understanding of
the way participants make meaning of the phenomenon. From an interpretive
perspective, this enabled the researcher to “see the situation through the lens of the
participants” (Cohen et al., 2007:257). Furthermore, the researcher gained a complete
understanding of participants’ various experiences in their specific contexts.

There are a number of strengths and weaknesses of using case studies. One of the
strengths is that it enables the researcher to use different sources and methods to
investigate a phenomenon (Joubert, 2016). Using a variety of methods in a study
consequently assists in the validation of the data through triangulation. To ensure the
validity of case studies, the case should be described in depth, and in a specific context
(Nieuwenhuis, 2016b). This comprehensive investigation provides the researcher with
the intricacies and uniqueness of the social situation of a case (Joubert, 2016). Other
strengths of case studies are: the outcomes of a case study are easily comprehended
(Cohen et al., 2007); a single researcher can manage and investigate the case; the
selection of a case, methodology and nature of the case are versatile, in other words,
one person, organisation or country can be viewed as a case (Joubert, 2016).

In case studies, the researcher should take the quality of the design into consideration
(Joubert, 2016). Although an in-depth description and analysis of the data are
anticipated, there are three limitations of case studies: reliability, validity and
generalisability. Babbie (2013) suggests that these limitations are reduced by using
multiple case studies. The researcher therefore used more than one case study in
order to create a comparative analysis between the cases. How these limitations were
overcome in this study is further discussed in Section 3.7.

RESEARCH SITES AND SELECTION OF PARTICIPANTS
In a qualitative study, the aim is to acquire a rich, thorough understanding of the
phenomenon. This study referred to the experiences of Grade R student teachers
during their WIL practice. The research study was mainly regulated by the manner in
which participants were identified and selected (Lombaard, 2016). Participants were
firstly selected by looking at the population. A population represents the larger group
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of individuals from where a sample of a smaller group of individuals is selected. The
sample forms part of the population and is therefore a reflection of the larger group the
research is aimed at (Morgan & Sklar, 2012; Lombaard, 2016).
There are two central types of sampling, namely “probability sampling and nonprobability sampling” (Morgan & Sklar, 2012:69). Non-probability sampling is mostly
used in qualitative research in order to give an in-depth description of the phenomenon
and to not generalise the findings (Merriam, 2009; Morgan & Sklar, 2012). There are
various kinds of non-probability sampling, but purposeful sampling was the focus of
this study.

According to Nieuwenhuis (2016b:85), purposeful sampling is when participants are
selected with a “purpose to represent a phenomenon, group, incident, location or
type.” Creswell (2012) describes purposeful sampling as intentionally selecting
participants and research sites for the study, to comprehend the phenomenon.

This section therefore describes the research sites as well as the steps that were taken
to purposefully select participants for this study.

3.4.1 Research sites
In his description, Yin (2014) notes that a ‘case’ must be contextualised by
investigating its real-world setting. In this research study, multiple case studies took
place in schools and Grade R classrooms in Gauteng. Participants, who were four
student teachers studying the Diploma in Grade R programme at a PHEI, were placed
in schools during their WIL practice. Each participant was placed at a school which
was in proximity to their home. The case study therefore investigated each
participant’s experiences of WIL in a school and classroom. To explore a deeper
understanding of participants’ experiences of WIL, multiple methods of data collection
were

used,

i.e.

semi-structured

interview

questions,

an

observation

and

documentation.

The research sites for this study were therefore noteworthy because this study focused
on strengthening WIL practice for student teachers in schools in order to enhance the
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application of their mathematical CK and PCK in practice. WIL practice, according to
Orrel (2011), is part of the curriculum to enable individuals to apply theoretical
knowledge in a physical, authentic environment. WIL practice is therefore essential in
teacher education programmes as it provides student teachers with the experience of
teaching (putting theory into practice), as well as learning the formalities in a school
context.

Four student teachers (participants), who were purposefully selected, willingly gave
permission to partake in the study. The research sites for this study were thus the
schools where the four student teachers did their WIL practice. Each school (research
site) was also asked for permission by the researcher to enter and observe a
mathematics lesson taught by the student teacher.

3.4.2 Selection of participants
The term ‘participants’ is described by McMillan and Schumacher (2014) as the
individuals who partake in a research study, and from whom data is collected to
answer the research questions. Nieuwenhuis (2016b) suggests that the choice of
participants should be small and manageable, and depends on the research questions
of the study as well on as the research design. Vissak (2010) however, contends that
using four or more participants augments the trustworthiness of the study.

The participants in this study were four student teachers who were in their second year
of study in the Diploma in Grade R programme offered by a PHEI. The participants
were also completing their WIL in the specified period set out by the PHEI in Gauteng
schools. Participants were therefore selected using purposeful sampling because
predetermined criteria were set that related to the research questions (Nieuwenhuis,
2016b; Creswell, 2014). Table 3.2 depicts the pre-requirements that assisted the
researcher in selecting the sample.
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Table 3.2: Criteria for selecting participants for this study
Criteria for selecting a sample of participants
Student teachers had to be in their second year of the Diploma in Grade R
programme offered by the PHEI.
Student teachers had to do their WIL in the four week period specified by the
institution.
The schools where student teachers were placed had to be based in Gauteng.
Student teachers had to agree and give permission to participate in this study.

The PHEI focused on a distance mode of delivery that provided student teachers with
support sessions from academic tutors on Saturdays. The researcher worked at the
institution as a lecturer so it was therefore possible to contact student teachers at the
support venue. Fifteen student teachers were initially approached at the support venue
on a Saturday. The purpose, nature and importance of the research study were
explained to the student teachers, in which four student teachers, who applied to the
set criteria, willingly gave permission to take part in this study.

DATA COLLECTION
Blaikie (2003:15) and Schwandt (2007:73) describe data as something that is gathered
and analysed in order to substantiate the research findings. According to Patton
(2002:40), data are images, sounds and words. In this research, the data collection
methods used was semi-structured interviews, an observation and documentation.

3.5.1 Semi-structured interviews
Interviews form part of the research methods used in case studies. Nieuwenhuis
(2016b:93) describes an interview as a “two-way conversation in which the interviewer
asks the participant questions to collect data and to learn about the ideas, beliefs,
views, opinions and behaviours of the participant.” This allowed the researcher to
acquire insight and information from the participants relating to the phenomenon in the
study. There are three aims of interviews, which are: 1) to gather information that
relates to the purpose of the research; 2) to ascertain assumptions; and 3) to use the
interviews together with other data collection methods (Cohen et al., 2007).
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Creswell (2014) and Nieuwenhuis (2016b) claim that there are three distinct types of
interviews, which include unstructured, semi-structured and structured interviews.
Semi-structured interviews were used in this qualitative study. A semi-structured
interview is flexible and allows the researcher (interviewer) to adapt some of the
questions if the participant is uncertain about the question asked. Engelbrecht (2016)
mentions that the researcher should, however, not deviate too much from the
predetermined set of interview questions. There are numerous strengths for using
interviews, such as being target-specific. When interviews are target-specific, the
emphasis is on the case being investigated and the researcher gains insight into
participants’ perceptions, experiences and attitudes (Yin, 2014).
Nieuwenhuis (2016b:93) describes how interviews provide information “through the
eyes of the participant”. Yin (2014), however, sees this as a weakness as interviews
can be misleading and unreliable because the participant provides the information that
the researcher (interviewer) expects to hear. The presence of the researcher may also
have an effect on the responses provided by the participant (Creswell, 2014). This
weakness was reduced in this study by clearly restating, before the interview took
place, what the purpose of the research was and by making the participants feel at
ease in their natural environments where they did their WIL practice.

Another weakness that is associated with interviews is that they present problems for
the generalisability of the study (Morris, 2015). The interview, as a result, may be
effective as an interpretive representation of a participant’s response, but participants’
responses may vary, and significant views and experiences may be excluded and not
have been focused on in the interview (O’Hara, Wainwright, Carter, Kay & Dewis,
2011). To reduce these weaknesses of the semi-structured interviews, the researcher
ensured that participants understood the questions in order to maintain validity in the
study. Interviews, however, add valuable information to participants’ views,
experiences and opinions that cannot be gained through other techniques such as
surveys.

In this study, interviews were the primary data collection method as information
regarding student teachers’ experiences of WIL was required. The semi-structured
interviews were therefore conducted with four student teachers from the PHEI during
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their WIL practice. The interviews lasted about ten to fifteen minutes each. Interviews
took place in person and individually with each participant. The reason for interviewing
participants individually was to ensure that the phenomenon being studied could be
explored broadly and that participants’ anonymity and confidentiality were maintained.
The initial step in the data collection process was to meet with each student teacher
at the support venue on a Saturday. The first meeting was done to explain the topic,
reason and aims of the research study. During the initial meeting, each student teacher
willingly agreed to partake in the study by completing a consent form providing
information about this research study.

After the initial meeting, student teachers were met again during their WIL period to
conduct the interviews. The interviews took place at the schools where student
teachers completed their WIL practice. The interviews focused on the experiences of
student teachers during WIL. Semi-structured interviews were most appropriate to use
in this study because the researcher was able to clarify some of the responses relating
to student teachers’ experiences of WIL. Interviews were conducted after student
teachers’ mathematics lessons and were audio recorded with their permission.
According to Yin (2014), the researcher should use particular techniques such as
audio recordings in order to ensure the correctness of participants’ responses. After
the interviews took place, the interviews were transcribed by the researcher in order
to gain an accurate record of what was said during the interviews for analysis and
coding purposes. An electronic copy of the transcription of the interview was available
to the participants whereby they could verify the accuracy of the collected data.

3.5.2 Observation
Observation is the process of gathering open-ended, direct information by observing
participants’ behaviours and activities at the research sites (Creswell, 2014).
Nieuwenhuis (2016b) further describes observation as the systematic process when
researchers take field notes of occurrences by using their five senses. Observation
enables the researcher to obtain deeper insight and understanding of the phenomenon
in the study. According to Merriam (2009), observations are used together with semistructured interviews and other additional artefacts. In this study, together with
observation, interviews and documents, such as student teachers’ classroom and
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school reflection notes, lesson plans, WIL assignments and the assessors’
assessments were used to validate the findings of the study and ensure triangulation.
Observation was used as a secondary source to collect data from participants.

An advantage of using observation in this study was that it enabled the researcher to
see, hear and experience the contexts as the participants did, as well as the way in
which their experiences occurred (Engelbrecht, 2016; Creswell, 2014). In contrast,
Nieuwenhuis (2016b) asserts that observations are very subjective and selective. To
counter this challenge, the researcher should be aware of their own biases, focus on
the whole situation and not only on a particular situation (Nieuwenhuis, 2016b). The
researcher should be conscious of how their presence influences the participants’
behaviour, actions and responses (Rule & John, 2011). The researcher thus plays a
crucial role in creating a natural, relaxed environment for the participant, that is
characterised by trust.
In this study, the researcher was a “non-participant observer” (Creswell, 2014:214).
This sort of observation expects the researcher to be part of the situation, but also to
focus on her role as the observer and not to influence the setting or situation. O’Hara
et al. (2011) furthermore assert that when an observation takes place, the researcher
visits the site and makes notes without engaging in the activities of the participants.

During the observation, field notes were used to record important aspects observed.
Field notes are always used when observation as a data collection method is used.
Field notes include everything that the researcher sees and hears, and must be
detailed (Engelbrecht, 2016). Engelbrecht (2016:116) further asserts that there are
two characteristics of field notes that must be adhered to at all times. The two
characteristics are described as follows:


The researcher must provide a detailed description of what happened – the
place, environment, individuals and their reactions, interpersonal relationships
and the chronological order of how events occurred.



In order to create meaning of the observation, the researcher must reflect and
describe his/her personal interpretations, ideas, feelings and impressions.
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Field notes assisted the researcher to reflect on her thoughts and occurrences as they
occurred. The field notes were reviewed straight after every field visit. In this study,
the observation focused on the mathematics lessons presented by student teachers
during their WIL practice. Field notes were taken on the manner in which student
teachers were able to put theory into practice, their engagement with Grade R
learners, use of resources during mathematics lessons and the surrounding contexts
where student teachers did their WIL. These field notes of the observation added
valuable insight into the impact of WIL experiences on student teachers.

3.5.3 Documentation
In qualitative research, documents (textual data) focus on written communications that
bring insight into the phenomenon being investigated (Nieuwenhuis, 2016b).
Documentation may be published or unpublished documents (Nieuwenhuis, 2016b),
or as Creswell (2014) terms it, public or private documents.

In this study, unpublished or private documents were used as a tertiary data collection
method. These documents included participants’ classroom and school reflection
notes, their WIL assignments, lesson plans and the assessors’ assessments.
Nieuwenhuis (2016b) suggests that documents should be contextualised within the
context. In this study, participants’ lesson plans, reflection notes and assignments
were contextualised by means of their teaching during WIL in the school context.
Firstly, participants’ lesson plans were used to collect data. Boikhutso (2010) states
that well developed lesson plans clearly communicate the instructional activities and
enhance the value of teaching and learning. The participants (student teachers) were
required to plan lessons for each day and subject taught during WIL. Looking at
student teachers’ mathematical lesson plans, together with the observations, enabled
the researcher to investigate their ability to put their mathematical CK and PCK into
practice. In addition, the researcher also looked at the construction of participants’
lesson plans, to determine the professional development that took place in student
teachers during WIL, as well as the support they received in preparing lessons.
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Reflecting on and from practice is vital in improving practice. According to Akerson,
Cullen and Hanson (2009), reflection is vital during WIL as it enables student teachers
to make changes to and improve on their practice. Reflection notes during this study
were thus vital. Participants’ reflection notes are “natural” as they include personal
meanings and understandings of participants’ situations (Nieuwenhuis, 2016b:89).
According to Hendricks (2016), reflection notes are an important source for data
collection as they provide the participants with the opportunity to note down
observations, occurrences, behaviours, ideas, successes and weaknesses. Reflection
therefore forms an important part in the research process in order to corroborate
connections between the content and practical experiences (Engelbrecht, 2016).
Using reflection notes as a data collection method enabled the researcher to establish
and understand participants’ views with regard to the classrooms, school contexts and
their ideas to improve their practice in the situated context. Reflection allows the
participant to think about his or her problems and limitations. In this study, these
limitations involve reflecting on practice in the Grade R classroom and the school
context.
Participants’ WIL assignments were also used for document analysis. The WIL
assignments formed part of participants’ reflections on their experiences of and
observation during WIL. Figure 3.3 displays the questions in the WIL assignment that
were relevant to this study. These WIL assignment questions assisted the researcher
to investigate 1) participants’ perspectives on the school and classroom context; 2) the
successes and challenges they might have experienced by teaching in the situated
context; and 3) what they could do to strengthen their practice in the context. These
questions were taken from the Private Higher Education Institute’s assignment
(SANTS, 2019: 1-2):
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Describe the profile of
the school you attended
during WIL.

Justify whether or not
the school environment
is conducive in
promoting quality
teaching and learning.

Discuss two challenges
while presenting lessons

Discuss two successes
while presenting lessons

Explain what could be
done differently to
improve and strenghten
your practice

Figure 3.3: Reflection questions from the WIL assignment

Referring to Figure 3.3, these questions enable student teachers to reflect on the
context of the school, strengths and weaknesses in the presentation of their lessons,
and how they can improve on their practice.
The last document used in this study was the assessor’s assessment. The assessor
from the PHEI plays a vital role in assessing student teachers’ performance during
WIL (Ambrosetti & Dekkers, 2010). The assessor used a rubric provided by the PHEI
to assess student teachers’ lessons with regard to lesson planning, presentation of the
lessons and teaching strategies used. The assessors’ assessment rubrics were
utilised for this study to enable the researcher to see how each assessor provides
feedback and support to the student teacher. It is important for assessors to provide
oral and written feedback to student teachers on their presented lessons. This
feedback includes information on the student teachers’ strengths and weaknesses, as
well as suggestions on where to make changes in their practice (Bechuke, Assan &
Debeila, 2013).

During this study, different documents were used to gather data from participants,
namely participants’ reflection notes on the schools and classroom contexts, their
lesson plans, WIL assignments and the assessors’ assessments. The purpose of
using these documents was to gather data from participants on what they learned in
and from their WIL practice and the support they received to improve on their teaching
practice. Triangulation was established during this study by making use of three data
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collection methods: 1) Interviews; 2) Observations and 3) Documentation. The section
to follow discusses how the data collected was analysed.

DATA ANALYSIS
Data analysis in qualitative research is grounded in an interpretivist paradigm in order
to investigate how participants understand the phenomena in the study (Nieuwenhuis,
2016c). This is done by looking at their perceptions, experiences, understandings and
views of the phenomenon. Merriam (2009:34) states that data analysis is “the process
of making sense of the data by consolidating, reducing and interpreting verbal
accounts, observations and information from documents.” It is therefore, according to
Nieuwenhuis (2016c), that an inductive data analysis strategy is ideal within an
interpretive paradigm in order to identify the several realities that might exist in the
data.

The purpose of analysing the data in this study was to answer the research question.
Nieuwenhuis (2016c:109) asserts that “qualitative data analysis is an ongoing and
iterative process” to understand the phenomenon. In this case, Grade R student
teachers’ experiences of WIL.

According to Creswell (2015), three phases of qualitative data analysis are identified.
Creswell’s (2015:111) three phases of data analysis is represented in Table 3.3 and
how they relate to this study.

Table 3.3: Application of Creswell's (2015) phases of data analysis to this study
Creswell’s phases of data analysis
(2015:111)

Applicability to this study

Phase 1: Prepare and organise the

Transcriptions of semi-structured

data

interviews, observation notes,
participants’ reflection notes, lesson
plans, WIL assignments and the
assessor’s assessment were prepared
and organised.
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Phase 2: Divide the data into themes

Used colours to code, as well as words

and codes

in order to identify themes.

Phase 3: Discuss the data

The findings of the data were
discussed.

For this study, various data gathering methods were used as mentioned under Section
3.5. This collected data were transcribed (interviews), coded, inductively analysed and
linked to the themes to answer the primary research question. According to McMillan
and Schumacher (2014), inductive data analysis entails a procedure where data is
initially organised into groups. Patterns are then identified and relationships between
these groupings are obtained. Inductive data analysis is therefore a method used in
qualitative research to comprehend and construct meaning of the collected data
(McMillan & Schumacher, 2014). This starts with the specific data and then progresses
towards groups and patterns. This allowed the researcher to develop themes in order
to develop conclusions rather than predisposed ideas (McMillan & Schumacher,
2014).

This study further made use of inductive thematic data analysis as the semi-structured
interview transcriptions, observation notes, reflection notes, assignments and
assessments from the assessors were in the form of texts (Engelbrecht, 2016).
Thematic analysis is seen as an instrument, however, according to Braun and Clarke
(2006:4), “thematic analysis should be seen as a foundational method for qualitative
analysis.” Engelbrecht (2016) defines thematic analysis as the progression of words
or sentences that are summarised under a particular theme or sub-theme. The
purpose of thematic data analysis is to identify, analyse and account for patterns and
themes that may arise within the collected data and can be utilised as a method to
reflect and investigate what participants’ realities signify (Braun & Clarke, 2006).
According to Bless, Higson-Smith & Sithole (2013) and Braun and Clarke (2006), a
benefit of thematic data analysis is that it is flexible and thus provides rich, descriptive
accounts of data.

In this study, the researcher followed the steps set out by Braun and Clarke (2006) in
thematic analysis. The researcher employed these steps to identify the themes in the
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study. Firstly, the researcher familiarised herself with the collected data by looking at
the transcripts of the interviews, field notes of the observations, the assessor’s
assessments and participants’ reflection notes, assignments and lesson plans (Step
1). Secondly, the researcher prearranged the collected data in order to start with the
coding. Before using symbols, names and words to identify codes, the researcher
identified the codes with colours (Step 2). With this, the researcher was able to identify
comparisons and contradictions in the data. Next, the researcher generated codes
and sorted the codes into themes (Step 3). A thematic map was set up to review the
identified themes (Step 4). Lastly, the themes were used to answer the research
question by forming clear definitions and suggestions for the themes. The data
analysis process is represented visually in Figure 3.4.

Step 1
Read the
data to
familiarise
oneself with it

Step 2
Use colours
for coding

Step 3
Sort and link
the codes to
themes

Step 4
Analyse the
themes

Step 5
Answer the
research
question
based on the
themes

Figure 3.4: Data analysis process

The process of creating themes was recursive, in other words, the codes and themes
were continuously compared in order to see the relationship between the themes and
patterns that emerged (Braun & Clark, 2006). This is supported by Engelbrecht (2016)
and McMillan and Schumacher (2014), who emphasise that the data analysis process
is repetitive to enable the researcher to see the bigger picture. This repetitive process
therefore allowed the researcher to validate the patterns and see the larger idea.
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Throughout the qualitative study, the researcher considered and followed the methods
to be used in the data analysis. This enabled the researcher to establish
trustworthiness and take ethical considerations into account (Nieuwenhuis, 2016c).

QUALITY CRITERIA
Trustworthiness is “the way in which data is collected, sorted and classified, especially
if it is verbal and textual” to ensure scholarly rigour, clarity and professional ethics in
the research study (Di Fabio & Maree, 2012:140; Rule & John, 2011). According to
the view of Neuman (2014), trustworthiness means the truthfulness and emphasis
placed on attaining authenticity in the research study.

Guba and Lincoln (2005) suggest that credibility, transferability, confirmability and
dependability should be considered to represent a trustworthy research study. These
four criteria, on which this study was based, are discussed in the paragraphs to follow.

3.7.1 Credibility
Credibility is the degree a research study measures what it is intended to (Rule & John,
2011). The credibility of a study is highly dependent on the ethical values and
procedures followed. According to Nieuwenhuis (2016c), the following strategies can
be employed to enhance and guarantee credibility in a study:
1)

the research design should be suitable for the research question;

2)

it should use member checks by letting participants verify the accuracy of the
transcripts of the interviews, as well as the field notes;

3)

it should be familiar to the participants from the initial phase.

Credibility in this study was ensured by following these strategies, and in addition,
ensuring that the analysis of the data was fair and not biased. The collected
information in this study furthermore remained authentic evidence.

3.7.2 Transferability
Transferability denotes “the extent to which the findings of one study can be applied
to other situations” (Merriam & Grenier, 2018:29). Nieuwenhuis (2016c) posits two
strategies that can augment the transferability in qualitative research. Firstly, the
researcher must provide thick and comprehensive descriptions of the participants and
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context, as well as the research design. Secondly, using purposeful sampling, the
participants in the study must be carefully selected. These two strategies were
implemented in this study to relate the findings to more cases (Nieuwenhuis, 2016c).

3.7.3 Confirmability
Lincoln and Guba (1985) describe that confirmability is the level at which the results
of the qualitative research are formed by the participants. This means that the results
are not influenced by the researcher’s bias, interest or motivation. Triangulation (using
various data collection methods) and reducing research bias are strategies for a
researcher to use in order to augment confirmability (Nieuwenhuis, 2016c). Letting
participants verify the accuracy of the interview transcripts and field notes (member
checking) in this study also reduced the risk of bias.

3.7.4 Dependability
Dependability is the constancy at which similar results would occur under similar
situations if the study were repeated (Lincoln & Guba, 1985; Di Fabio & Maree, 2012)
Dependability is more likely to be used in qualitative research than reliability (Rule &
John, 2011; Nieuwenhuis, 2016c). The following methods described by Denzin and
Lincoln (2005) were used to ensure the authenticity of this study:
1)

using member checking;

2)

presenting the raw data of this study to the reader;

3)

using comprehensive, thick descriptions of the research process;

4)

making use of triangulation;

5)

describing the ethical considerations of the study; and

6)

acknowledging and describing the limitations of this study.

ETHICAL CONSIDERATIONS
“Researchers need to protect their participant, develop a trust with them, promote the
integrity of research, guard against misconduct, and cope with new challenging
problems” (Creswell, 2014:87). Researchers must act in an ethically sound way in
order for the quality of the research study to foster and contribute to trustworthiness.
During the data collection phase, the ethical considerations adhered to are discussed.
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3.8.1 Informed consent and voluntary participation
In conducting research, the researcher must be cognisant of how to gain access to
research sites. Gaining access can be defined by Feldman, Bell and Berger (2003) as
the process of convincing individuals as to who the participants and research sites
should be in the research study. Informed consent is therefore vital as it informs
participants about the purpose, nature and importance of the study and that their
participation is voluntary (Du Plessis, 2016). In this study, participants received a letter
to be signed in order to give consent to partake in the study. Participants were informed
by providing them with a general idea of the purpose and procedures of the study, as
well as emphasising that their participation was voluntary. The letter of consent also
stated that participants may, at any time, withdraw from the study and that they would
not be penalised for withdrawing.

3.8.2 Protection from harm and deception
In research, not informing participants that they are part of the study, telling lies or
treating participants in a dehumanising manner is known as deception (Cohen et al.,
2007). In this study, participants were informed about the purpose, nature and
rationale of the study and were encouraged to tell the truth and not withhold any
information about their experiences. According to Maree (2016), there are ethical
principles that must be adhered to in a research study. This includes respecting all the
participants. The participants were respected by developing trust, fostering
truthfulness in the research study, and managing demanding challenges (Creswell,
2014). Deception, risk or harm that could have occurred or aimed at participants was
not intended or deliberate, however no incidents were reported.

3.8.3 Privacy and confidentiality
Autonomy entails that the participants’ participation must be voluntary and that they
give informed consent to participate in the study (Du Plessis, 2016). Autonomy further
refers to a participant’s anonymity and confidentiality. Anonymity means safeguarding
the identity of the participants, while confidentiality denotes dealing with the
information in a confidential manner (Strydom, 2011). During the initial meeting with
participants, when the researcher provided them with the letters for consent, they were
assured of their anonymity and confidentiality. According to Du Plessis (2016) and
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Christians (2011), participants’ names and the research sites should be kept
anonymous. To ensure participants’ anonymity and confidentiality, codes were used
(see Section 4.2.3).

SUMMARY
An account of the research methodology used in this study was discussed in this
chapter. A discussion was provided on the purpose of using an interpretive paradigm,
qualitative approach and case study research design in order to investigate Grade R
student teachers’ experiences of WIL. The sampling strategy and data collection
methods were furthermore discussed in Chapter Three. The data methods utilised and
discussed were semi-structured interviews, observations together with field notes, and
documentation, to ensure triangulation of the data. Thematic analysis was thereafter
explained. The chapter lastly provided an account of how trustworthiness was ensured
and the ethical aspects that were considered in the research study.
In Chapter Four the results of student teachers’ WIL experiences will be outlined
through the data analysis process.
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CHAPTER FOUR
DATA ANALYSIS AND RESULTS
INTRODUCTION
Chapter Three presented an overview of the research methodology used in the study.
An explanation was given on using an interpretive, qualitative approach. The reason
for using a case study design was also discussed, as well as the semi-structured
interviews, observation and documentation as research methods. Chapter Three was
concluded by providing an account of how trustworthiness was ensured, including the
ethical considerations, such as providing informed consent, voluntary participation and
ensuring participants’ privacy and confidentiality.

This chapter will focus on the findings of the data collected from the participants. The
findings of the research study are related to the main research question that underpins
the study: What is the impact of Work Integrated Learning on Grade R student
teachers? The main research question together with the secondary questions,
followed by the themes and sub-themes identified from the data collected, are
addressed in Chapter Four.

The data collected from the semi-structured interviews, observations and
documentation were analysed, using thematic analysis as discussed in Chapter Three.
Throughout the data analysis process, there was clear evidence of the relationship
between the literature and the data collection. Themes and sub-themes were identified
which related to the literature that was presented in Chapter Two. The structure of
Chapter Four is outlined in Figure 4.1 below.

Introduction

Research
setting and
participants

Description of
semistructured
interviews

Research
results

Data analysis
process

Profile of
participants

Figure 4.1: Layout of Chapter Four
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DESCRIPTION OF PARTICIPANTS AND RESEARCH SITES
The discussion below is related to the data collection methods described in Chapter
Three.

4.2.1 Participants
Purposeful sampling (also referred to as purposive sampling) was used to select four
Grade R student teachers as the participants. Four participants were selected in order
to receive rich and in-depth information on each participant’s experiences of WIL
practice. The four participants also adhered to the predetermined criteria, as explained
in Section 3.4.2 (see table 3.2). All participants resided in Gauteng. They were all in
the second year of their studies towards the Diploma in Grade R programme at the
PHEI.

4.2.2 Research sites
The schools in which the participants were placed and completed their WIL practice
were regarded as the research sites. Each participant was placed at a different school
(research site). The PHEI focuses on distance education and participants live in
different parts of the province. To accommodate all the participants, research sites
were identified that were in close proximity to their homes.

4.2.3 Coding of participants and research sites
To ensure that participants’ information remained confidential, codes were used to
protect them. For the purpose of this study, student teachers were referred to as P1,
P2, P3 and P4. The schools were coded as S-A, S-B, S-C and S-D (see Error!
Reference source not found.).
Table 4.1: Coding of participants
Student teachers

Coding of participants

Coding of schools

Participant 1

P1

S-A

Participant 2

P2

S-B

Participant 3

P3

S-C

Participant 4

P4

S-D
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The following section provides a description of each participant’s profile.

PROFILE OF PARTICIPANTS
4.3.1 Participant 1
Participant 1 was a 44-year old female student teacher in her second year, studying
the Diploma in Grade R programme at the PHEI. Her home language was isiZulu. She
was employed at S-A in the finance department. For the WIL period, the school
allowed her to complete her WIL practice and experience one of the Grade R classes
in her first and second year. It was therefore her second WIL practice at the same
school.

4.3.2 Participant 2
Participant 2 was in her second year completing the Diploma in Grade R programme.
She was 35 years old and her home language was isiNdebele. She was an underqualified teacher currently employed at a school as a teacher. She completed her WIL
(in the second year) at S-B which was different from the school where she was
working. She mentioned that she wanted to gain more experience, and for this reason
she decided to do her WIL practice at another school.

4.3.3 Participant 3
Participant 3 was a 24-year old, unemployed female student teacher. She was in her
second year studying the Diploma in Grade R programme at the PHEI. Her home
language was Tshivenda. The participant indicated that she was doing her WIL
practice at the same school (S-C) as in her first year of WIL.

4.3.4 Participant 4
Participant 4 was a 37-year old, female student teacher with isiZulu as her home
language. She was in her second year completing the Diploma in Grade R programme
offered by the PHEI. She mentioned that she lived near the school and she completed
her WIL practice in year one at the same school (S-D).
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Table 4.2 below summarises the differences and similarities of the participants
pertaining to age, gender, race and home language.
Table 4.2: Summary of participants’ profiles
P1
(S-A)

P2
(S-B)

P3
(S-C)

P4
(S-D)

44

35

24

37

Gender

Female

Female

Female

Female

Home language of
participants

isiZulu

isiNdebele

Tshivenda

isiZulu

Aspects
Age

The context of the school where participants completed their WIL practice was also
considered in relation to the theoretical framework and the impact that context has on
participants’ WIL experiences. The following section describes each school where
participants completed their WIL practice.

PROFILE OF SCHOOLS
4.4.1 School A
The school where P1 completed her first and second WIL practice was situated in
Bronkhorstspruit, Gauteng in an urban area. The school was big and had grades
ranging from Grade R to 7. The Language of Learning and Teaching (LoLT) of the
school was English and the home language of most of the children was isiZulu and
isiNdebele.

S-A had a total number of 1304 learners that came from nearby townships, rural and
urban areas. The school provided lunch during break to learners. Thirty-six (36)
furnished classrooms were very spacious and could accommodate more or less 30
learners each. The total number of Grade R learners at the school was 118. The
classroom where P1 was placed in the school to complete her WIL practice had 30
Grade R learners. The Grade R classes were separate from the other grades with their
own outdoor play area. The classroom was well resourced with posters on the walls,
and different Grade R corners such as a book corner, mathematics corner and a theme
table (with the theme ‘Farming’) as shown in Figure 4.2.
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Figure 4.2: Grade R classroom of School A

4.4.2 School B
The school where P2 completed her WIL practice was located in a rural area in
Olievenhoutbosch. The school was near the township and not easily accessible from
the main roads. Most of the learners who attended the school came from the
townships near the area. The LoLT of the school was English and most learners’
home languages were isiZulu, Northern Sotho or Setswana. The school enrolled
children from Grade RR to Grade 7 and had 200 learners in the school. The
classrooms were prefabricated2 (see Figure 4.3) with only one Grade R class. The
Grade R class where the participant was placed had 20 learners. The Grade R
classroom and outdoor play area were well resourced with sufficient resources for all
learners. Different play areas were available for Grade R learners in the classroom,
for example, a mathematics corner and book corner to stimulate their cognitive
development and interaction with a variety of materials.

2Prefabricated

classrooms are portable, container classrooms with a corrugated iron roof (BidasseyManilal, Wright, Engelbrecht, Albers, Garland & Motooane, 2016).
Page | 75

Figure 4.3: Classrooms at School B

4.4.3 School C
The school where P3 completed her WIL practice was in the town of Arcadia, Pretoria,
which was near to where she lived. S-C was a private school attached to a church.
The school’s LoLT was English, which was different from the learners’ (Setswana and
Northern Sotho) and the participant’s home language (Tshivenda).

The school had more or less 107 learners enrolled from Grade R to Grade 4. The
school had one Grade R classroom with twelve Grade R learners. S-C had a big play
area with a variety of outdoor apparatus for learners to play on, such as swings, a
sandpit and a jungle gym. The classroom was also very spacious with a whiteboard
and a few posters on the wall (see Figure 4.4). There was, however, a lack of play
areas (mathematics, literacy, book, or block corners) and resources in the classroom.

Figure 4.4: Grade R classroom of School C
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4.4.4 School D
S-D was situated in the township of Tembisa. The school building was big with classes
from Grade R to Grade 7. The school’s LoLT was isiZulu which was most learners’
home language. The school enrolled 1095 learners, from which 105 learners were in
Grade R, who came from squatter camps around the area. The school therefore had
a feeding scheme.

There were three classes for Grade R which was separate from the other grades.
Only the bathroom and play area were shared with other grades. P4 was placed in a
Grade R class with 35 learners in total. The class was well-resourced with posters on
the walls, as well as different play areas for learners such as a book, mathematics,
literacy, block and fantasy corner (see Figure 4.5).

Figure 4.5: Grade R classroom of School D
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Table 4.3 below summarises the differences and similarities of the profiles of the
schools where each participant completed their WIL practice.
Table 4.3: Summary of schools’ profile
S-A
(P1)

S-B
(P2)

S-C
(P3)

S-D
(P4)

Bronkhorstspruit

Olievenhoutbosch

Arcadia

Tembisa

English

English

English

isiZulu

isiZulu and
isiNdebele

isiZulu, Northern
Sotho and
Setswana

English,
Setswana and
Northern Sotho

isiZulu

Grades R to 7

Grades RR to 7

Grades R to 4

Grades R to 7

1 304

200

107

1095

4

1

1

3

Number of learners
in Grade R

118

20

12

105

Ratio of teachers
compared to learners
in the Grade R
classes

1:30

1:20

1:12

1:35

Posters, toilet
rolls as
counters,
puzzles

Posters, hoola
hoops,
playdough,
pegboards, play
areas, blocks,
ice-cream sticks

Aspects
Location of school
LoLT of school
Home language of
learners
Grades
Number of learners
in school
Total number of
Grade R classes

Resources available
in the Grade R class
as observed by the
researcher

Posters, play
areas, counters,
playdough

Posters, counters
and play areas

Outdoor play area for
Grade R

Yes

Yes

Yes

Yes, but not
separate from
other grades

Grade R separate
from other grades?

Yes

Yes

Yes

Yes

Security at school

Yes, guard and
cameras

Yes, security
guard

Yes

Yes, security
guard

Yes

No

No

Yes

Feeding scheme
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DESCRIPTION OF SEMI-STRUCTURED INTERVIEWS AND PROCESS
Data were qualitatively collected using semi-structured interviews, as the main source
of data collection. Three weeks prior to the interview, the first contact with the
participants was at their support venue on a Saturday as arranged by the PHEI. The
participants were informed about the nature, purpose and rationale for the study. Four
participants willingly agreed to participate in the study, giving their consent.
Participants signed the consent letter without duress.
At the start of the participants’ WIL practice, the researcher telephonically contacted
each participant who had initially indicated willingness to participate in the study. A
time and date were arranged with each participant for the fourth week of their WIL
practice.
During the fourth week of participants’ WIL practice, and as arranged with each
participant, the researcher met with the principal of the school. The principal
accompanied the researcher to the Grade R class where the student teacher was
placed. During this time, the researcher took cognisance of the location of the school,
the context and the participants’ reactions and interactions within the classrooms
(Engelbrecht, 2016). The researcher firstly observed a mathematics lesson presented
by each participant, and afterwards conducted the interview. The mentor teacher at
each school took the Grade R learners for toilet routine or outdoor play in order for
the interview to be conducted in the classroom without affecting the daily routine of
the Grade R learners.

Before starting with each interview, the researcher ensured once more that the
required ethical principles were adhered to, particularly the participant’s anonymity
and confidentiality. Each participant was informed again of the interview process and
asked about audio recording the interview. All participants gave permission and the
interview was audio recorded using a smartphone while notes were taken on the
prepared interview schedule. The interview lasted between ten and fifteen minutes
for each participant.
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The questions in the semi-structured interviews (see Annexure D) guided participants
to talk about their personal experiences in their contexts during WIL practice and
elaborate on the support they received during WIL. The following questions in the
semi-structured interview relate to the themes and sub-themes identified and
explained in Section 4.7:


Questions 1, 2 and 12 pertained to participants’ understanding of WIL practice
and highlighted whether participants understood what WIL practice is, and how
they benefitted from WIL in the programme.



Questions 3, 4, 5, 6, 8, 9 and 11 related to the comparison of participants’
learning and teaching experiences of WIL in their first and second year which
included the number of lessons they taught, the number of lessons in which
they observed their mentor teacher teaching, and how WIL in their first year
helped them in their second year.



Questions 7, 10, 13, 14, 15, 16, 17 and 18 focused on the support participants
received during WIL. These questions indicated the areas where mentor
teachers and the school mostly supported participants and consequently
where support was needed to strengthen their WIL practice, especially in
mathematics teaching.

DATA ANALYSIS PROCESS
The data-analysis process comprises of the steps followed to analyse the collected
data. Using a qualitative approach grounded in an interpretivist paradigm emphasised
an inductive data analysis strategy, in order to determine multiple realities that may
be presented from the data (Nieuwenhuis, 2016c). The following steps were followed
to analyse the data (see Section 3.6 and the Table 4.4 below):

Table 4.4: Process followed to analyse the collected data
Steps

Description
The researcher listened to each interview recording several

Step 1

times directly after meeting with the student teachers at the
school.
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After listening to each interview, the researcher transcribed
the interview and verified whether the notes made during the
Step 2

interviews related to the transcriptions. Thereafter, each
transcribed interview was saved onto a password-locked
computer. Printed copies of each interview were additionally
made to assist with categorisation and establishing themes.
Each transcribed and printed interview were perused several

Step 3

times by the researcher to gain an extensive understanding of
the participants’ responses.
Segments of participants’ responses were coded by using
colour. Similar words and phrases of participants’ responses

Step 4

about ideas and emergent topics were coded with the same
colour and then grouped together. This indicated unique
inputs from participants on their experiences of WIL practice.
Themes and sub-themes were identified, which provided an

Step 5

overall gist of the meaning of the data. The themes were
considered against the literature review and theoretical
framework (see Chapter Two).

Step 6

The data, together with their themes, were summarised. The
themes are discussed and presented in Section 4.7.

RESEARCH RESULTS
Throughout the data analysis process, three themes with underlying sub-themes
emerged. Figure 4.6 outlines the themes and sub-themes. Each theme was identified
in a different colour. To support the themes that emerged, direct quotations (verbatim)
from the data are provided in italics and in the same colour of the respective theme in
the presentation of the research findings.
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Sub-theme 1.1:
Knowledge of WIL

Sub-theme 1.2:
Benefits of WIL

Theme 2: Student teachers’
experiences of Work
Integrated Learning

Theme 3: Support received
during Work Integrated
Learning

Sub-theme 2.1:
Comparison of student
teachers' experiences of
WIL in year one and year
two

Sub-theme 3.1:
Kinds of support received
from the mentor teachers
during WIL

Sub-theme 2.2:
Learning and teaching
experiences of putting
theory into practice

Sub-theme 3.2:
Kinds of support received
from the schools during
WIL

Sub-theme 2.3:
The role of the context in
student teachers' WIL
practice

Sub-theme 3.3:
Support needed to
strengthen teaching and
learning in mathematics

Figure 4.6: Themes and sub-themes
4.7.1 Theme 1: Student teachers’ understandings of Work Integrated
Learning
This theme encapsulates the participants’ understanding of WIL. The participants
were asked to define WIL, its benefits, and why it can be seen as part of teacher
professional development. In doing so, participants spoke about what WIL means to
them and how they benefitted from WIL in their first and second year.

4.7.1.1 Sub-theme 1.1: Knowledge of WIL
As discussed in Section 2.2 there is a wide variety of definitions for WIL. The definition
of WIL utilised in this study was seen as a fundamental part of teacher education to
enable student teachers to integrate theoretical knowledge within a contextual
situation.

The findings of this study showed that participants understood WIL as the application
of theoretical knowledge into practice-based contexts. P2 indicated in the semiPage | 82

structured interview that “WIL is…practising. Putting what you read in the modules
into practice…or classroom practice.” P4 similarly referred to WIL as being more
practical and learning in practice and stated that “I understand that it is the practical
part of work, when we are supposed to go in the classroom so that we learn about
the teaching and learning in a school and classroom.” P3 referred to WIL as learning
from practice, i.e. from the mentor teacher, and focused on the part it plays in the
Diploma in Grade R programme: “It is about experience some knowledge about
Grade R teaching. Like when you receive your things for practicals you are learning
from you mentor, so you are experiences some of the things you don’t understand.
As for me, I know nothing about teaching. So I started knowing last year when I started
my practicals.”

Msangya, Mkoma and Yihuan (2016) articulate the importance of understanding the
concept and value of WIL. From the participants’ responses, it is clear that they
understood the meaning of WIL and its importance in the Diploma in Grade R
programme. Most participants’ understanding of WIL related to the definition as set
out in Section 2.2 for this study. WIL appears to be conceptualised by participants as
putting theoretical knowledge into practice in order to learn how to teach, manage and
understand how learners learn and develop, as well as comprehend the roles and
responsibilities of teachers. It is important for student teachers to learn and
experience effective educational roles and professional responsibilities in the school
environment in their endeavour of becoming teachers (Saracho, 2012).

4.7.1.2 Sub-theme 1.2: Benefits of WIL
Participants were asked to explain how they benefitted from WIL practice in order to
improve their practice. The participants provided information on how they benefitted
from WIL and thus reflected on areas where they improved.

One participant (P1) highlighted the importance of WIL and the knowledge she gained
from practically experiencing the classroom rather than through theory. P1 expressed
that “The benefit…it is on the learning, doing it practical. Unlike theory.” Through WIL
and her experience in the school and classroom, enabled P1 to further indicate that
she gained knowledge about learners. She mentioned that WIL: “helps a teacher to
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learn something about the learners before you can be qualified” “The kind of learners
that are in the class, and she must get to know the learners”. P4’s response was
similar as she indicated that through WIL she learned how to teach learners in the
classroom. She stated that “The area I can say is in the classroom. Specifically in the
classroom, how to teach…according to their development.” The knowledge she
gained from the modules enabled her to integrate and adapt it to learners’
developmental needs and abilities. Through WIL, participants were able to observe
and identify learners who struggle as well as assist them in areas they need
assistance with.

While observing P4 during a mathematics lesson, the researcher noticed that P4
continuously observed learners and that she made notes on areas where learners
struggled. The researcher noted in her observation notes that “The student teacher
moved between learners during the activity and made notes about where some
learners need assistance or help. For example, one learner didn’t look at the picture
when making the shapes on the pegboard and only placed pegs on the pegboard by
using different colours. The teacher then showed her what to do.” P4 guided the group
activities by demonstrating to learners what to do and by asking them questions in
order for learners to understand the instructions.
P2 indicated that she benefitted from WIL by improving and learning about the type
of relationship she should have with learners in order to assist them in their learning
and development. P2 stated that the relationship “must be a friendly one,
understanding, because one day a learner is different, the other day he is hyper and
the other day he is another thing. That’s how they behave.” She therefore also gained
knowledge about learners and acknowledged that each learner is different and cannot
be taught in the same manner. Rahman, Scaife, Yahya and Ab Jalil (2010) agree that
WIL provides student teachers with PCK on how to teach, organise and adapt
concepts to diverse learners’ interests and abilities. Gaining knowledge of learners
and how they learn is also a fundamental requirement as outlined by the eleven
competencies of a teacher in the MRTEQ policy (see Section 1.7.1, Table 1.1) (DHET,
2015). It is therefore imperative that student teachers experience the Grade R
classroom and develop an understanding of learners’ backgrounds, competencies,
skills and knowledge.
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One of the most important aspects of being a teacher is to teach a subject with
confidence (Norton, 2017). P3 indicated that through WIL, she gained the confidence
to teach: “I was not having the confidence of standing in front of people even standing
in front of kids, even I have to stand in front of the mentor teacher when she is
observing me. I didn’t have that confidence. But for now I can say that I have improved
because I can stand freely and express myself.” WIL enabled participants to be
involved in the classroom and consequently built their confidence to teach learners,
as well as in front of the mentor teacher.

While the researcher observed P3 in a mathematics lesson presented during WIL, the
participant had confidence in teaching mathematics as a subject and she was
confident in the manner she taught mathematics to learners, despite being nervous
at the start. P1 was also confident when presenting her Grade R mathematics lesson.
The researcher noted down in her observation notes that “Throughout the lesson, [P1]
was confident and could adequately transfer her mathematical CK to the learners.”
4.7.2 Theme 2: Student teachers’ experiences of Work Integrated Learning
Participants were asked a variety of questions pertaining to their experiences of WIL
throughout the programme. They were asked about their experiences of WIL in their
first year in comparison to their experiences of WIL in their second year. Participants
mostly explained the emotions and feelings they experienced during this time, as well
as what they learnt.
4.7.2.1 Sub-theme 2.1: Comparison of student teachers’ experiences of WIL in year
one and year two
Participants were asked about the number of weeks spent doing WIL in their first year
and second year. These requirements were stipulated by the PHEI. All of the
participants indicated that they had three weeks of WIL in their first year and four
weeks in their second year. The number of lessons taught during these weeks was
different, as it was expected that student teachers would teach more lessons in year
two of WIL compared to year one. This means that they should take on more
responsibilities and gradually move from the periphery to the centre of the CoP.
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Three of the participants indicated that during WIL in their first year, they mainly
observed the mentor teacher in the first week. A vital part of learning from practice is
observing best teaching practices. Participants indicated that observation took place
throughout WIL in their first year as they only had a few lessons to teach. “I observed
her for the first week, even for the second…so while she was teaching I was still
observing.” In participants’ second year of WIL, they also indicated that they observed
the mentor teacher in their first week and in a few lessons throughout the four-week
period of WIL. P1’s and P4’s responses were similar to the question ‘How many
lessons did you observe your mentor teacher in your second year of WIL?’. P1 replied,
“It was also a week only. Observe actually now and then when she is doing it
[teaching].” P4 answered “Lots of them…lots, lots, lots. Because I have been
observing since day one.” Observation during WIL should take place continuously in
order for the student teacher to gain as much experience and be faced with varied
learning situations that may occur during teaching. Student teachers are able to
critically reflect on what strategies are working and what is not working with regard to
teaching, assessment and discipline, when they continuously observe their mentor
teacher throughout WIL practice (Baeten & Simons, 2016; Nilsson & Van Driel, 2010).

After observing the mentor teacher for the first week of WIL, participants indicated
that for the remaining weeks they only taught a few lessons. P1 mentioned that for
WIL in her second year: “I think I did teach language, mathematics I also teach that,
and other lessons. So three lessons.” Similarly, P3 mentioned, “the first week I didn’t
teach, I was just observing. Then for second week I taught for two days…and then
the third week…I also taught for two days.” In comparing the number of lessons taught
in year one and year two of WIL, most participants indicated that they taught more
lessons in year two, although they would have liked to be provided with the
opportunity to teach more lessons. The PHEI institution expected student teachers to
increase the number of lessons to be taught in year two progressively throughout the
four weeks. Table 4.5 illustrates the requirements as set out by the PHEI for WIL in
the participants’ second year.
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Table 4.5: WIL requirements set out by the PHEI for each week in the second
year
Weeks

Requirements as set out by the PHEI


Week one

Observe your mentor teacher and reflect in your
journal at the end of each day about what worked
well and what didn’t work as planned.



Observe your mentor teacher and reflect on his/her
teaching when you are not teaching.

Week two



Teach two lessons per day that are a combination of
Mathematics, Life Skills and Language, as well as
teacher-guided and child-initiated activities.



Observe your mentor teacher and reflect on his/her
teaching when you are not teaching.



Teach three lessons per day from Monday to
Wednesday that are a combination of Mathematics,
Life Skills and Language, as well as teacher-guided

Week three

and child-initiated activities.


Teach three consecutive lessons from Thursday to
Friday that are a combination of Mathematics, Life
Skills and Language, as well as teacher-guided and
child-initiated activities.



Teach three consecutive lessons on Monday and
Tuesday that are a combination of Mathematics, Life

Week four

Skills and Language, as well as teacher-guided and
child-initiated activities.


Teach full days on Wednesday, Thursday and Friday.
(SANTS, 2019)

During their second year of WIL, participants were not provided with opportunities to
teach as stipulated by the requirements of the PHEI. P4 mentioned that “In my second
year, per day we have three. For four weeks… three per day”. When P3 was asked
whether she taught for the whole day she mentioned: “No, like when it is time for
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Numeracy then it is my turn to teach, when it is time for Life Skill I teach and when it
is time for Literacy.”

In contrast, P2 indicated that in her first year she taught all the lessons, as she was
the teacher of the class and the principal her mentor teacher. In year two of WIL, she
went to another school (S-B) and stated that in “WIL two, the teacher gives me one
lesson per day.” Therefore, most participants were only able to teach teacher-guided
activities and not child-initiated activities during WIL in their second year. They also
did not experience teaching a full day, which is an important part of learning how to
become a teacher (Aglazor, 2017). This may influence the manner in which they see
their role as teachers and what is expected of them as teachers. They therefore had
limited experience of teaching a variety of lessons and this hindered their opportunity
to move from the periphery to the centre of the CoP (full participation).

4.7.2.2 Sub-theme 2.2: Learning and teaching experiences of putting theory into
practice
Participants provided a variety of feelings they experienced when first entering the
schools and classrooms during their first WIL practice in year one. Words such as
feeling “awkward” (P1), “unsure what to do” (P4), and finding the classroom
“interesting” (P3) or “confusing” (P4) were mentioned by participants during the semistructured interview to explain their experience of WIL in their first year. In explaining
the feelings and emotions they experienced, they also indicated what knowledge they
gained from being in the classroom and teaching during WIL. Figure 4.7 indicates the
areas where participants gained knowledge of putting theory into practice during WIL.
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Figure 4.7: Knowledge gained through WIL experiences

Most participants indicated that they gained knowledge about Grade R and how to
teach Grade R learners. P1 asserted that “I, I, I have to allow my kids to play in order
for them to learn. So, I didn’t think they are learning by playing.” P4 also mentioned
that she learned that learners learn through play, as well as how to guide them during
play, “I was thinking that Grade R they just sleep and eat. So when I came to school
I learned a lot and that Grade R is all about learning, even when they play they learn.
So I just said just play here, just play here, just play here, not according to the theme.”
Participants recognised that play pedagogies should be implemented in the Grade R
classroom and that these form a vital part of teaching learners, for example during
mathematics according to a theme. The National Association for the Education of
Young Children (NAEYC, 2009) and Kortjass (2015) concur that teaching in Grade R
should be facilitated through play and integrated within and across domains.
During the researcher’s observation of participants’ mathematics lessons, three
participants taught a mathematics lesson according to a theme. The theme most
participants used was ‘farming’ and included learning about vegetables and fruit. This
theme of Life Skills was integrated with mathematics by teaching concepts such as
addition and shapes. Participants furthermore indicated that they gained knowledge
of Grade R by learning about the corners (play areas) in the classroom. P1 mentioned
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that she learned about “The corners that they were using there, I didn’t know about
them. I didn’t know what exactly the meaning of those corners were in the class”
During the researcher’s observation, as mentioned under Section 4.4.1 (Profile of
School A) that there were a variety of posters and play areas for Grade R learners in
the classroom of S-A. In P1’s weekly reflection notes, she wrote that the classroom
of S-A had “different indoor activity corners…floor space is big to accommodate
learners…and [Learning and Teaching Materials] LTSM is in line with CAPS”. P2
mentioned in her weekly reflection that she could improve the Grade R classroom of
S-B (explained in Section 4.4.2) by “increase them [charts] and make them more
varied and more attractive…enrich them [corners] with more varied information to
increase the chances of learning.”

Another aspect that participants learned while completing their WIL practice was
gaining knowledge about learners. P4 mentioned that through her experience of WIL,
she gained knowledge of learners: “learn about the children, their background, cultural
and their behaviours. And that learners are not the same…because I thought that
children were supposed to be the same. When you teach 1, 2, 3, 4, 5 they are
supposed to know. So then they struggled with saying 1, 2, 3…it was…challenging.”
Similarly, P1 stated that she learned and gained knowledge of learners by “identifying
the barriers in the learning areas for the learners that can’t cope and understand.” P1
further indicated, “you expect this then something else is happening. It would not be
like the way you have planned. Ummm…you are expecting maybe to teach learners
and listen to you sometimes and then some of them will ask you a question of
something that you have already done, and then you have to go back and redo.”
Participants thus experienced that learners have different developmental levels and
learn differently. Their teaching, especially mathematics teaching, has to be adapted
accordingly to accommodate all learners. P4 recognised during WIL that learners are
different and mentioned in her formal assignment “I will keep in mind that learners are
different and unique so I must not expect all of them to learn in the same way. She [a
learner] is good somewhere else like playing in the fantasy corner and with puzzles.”
P4, in her context of teaching learners to add four counters to three counters,
explained that one learner was unable to count out seven counters and follow the
instructions (to place four counters in her left hand and three counters in her right
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hand). In P4’s formal assignment, she wrote that she assisted the learner by asking
“her to count her counters. We done it together and we use her hand to see, right and
left and she seems to understand when she is alone or one-on-one.”
Learners’ different developmental levels and behaviours that differ each day were,
however, a challenge for one participant (P2). P2 mentioned, “The only challenge
is…the learners. They are not the same every day.” This requires participants to adapt
and change their lessons and strategies to accommodate all learners. Participants
recognized the demanding but important role teachers play in assisting learners to
reach their full potential.
P2 also asserted that through her WIL experience, she “learnt how to make or draft a
lesson plan. And the difference between a lesson plan and a weekly plan and time
management as well”. Similarly, P4 mentioned that WIL “has helped me to be
prepared and understand that I have to plan”.

4.7.2.3 Sub-theme 2.3: The role of the context in student teachers' WIL practice
The context and the school where participants complete their WIL play a significant
role in participants’ experiences of WIL. P1 indicated that her initial experience in the
school context was very “overwhelming”. Participants should be provided with the
opportunity to experience the context where the school is situated in a positive
manner (Kiggundu & Naymuli, 2009), for instance, being welcomed by the school and
provided with sufficient opportunities to teach and use resources during lessons.
Participants’ WIL experiences in the context may also be negative and this
consequently influences the manner in which they teach mathematics to Grade R
learners and thus could impede learners’ mathematical learning.

All four participants indicated that they live near the schools where they completed
their WIL. Three of the participants mentioned that they were doing their WIL at the
same school as their previous WIL practice. This is important to note as these
participants (P1, P3 and P4) found it difficult to compare the learners, school, staff
and classroom to another school. P2 however was the only participant who completed
her WIL practice at another school, in order to gain more experience of the learners,
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school and how different teachers teach Grade R learners. In total, P1, P3 and P4
completed seven weeks of WIL at one school (divided into two years), whereas P2
completed three weeks in one school (first year) and four weeks (second year) in
another school.

Participants were able to reflect and comment on their current school context where
they did WIL practice. P1 and P4 indicated that they gained knowledge of the school
and how the school functions with regard to management structures, facilities, code
of conduct and language. In her weekly reflection, P1 mentioned that S-A “nurture the
achievement of children's right, as it is characterised by equity balance, freedom,
solidarity, non-violence and a concern for physical, mental and emotional health.”
During the semi-structured interview, P4 stated that each school is structured
differently, and the processes and procedures each school uses differ, as she learnt
that “schools are not the same. Because I am in a school in a rural area, in
Johannesburg, so it is different. They would say it is an isiZulu school, but they would
mix other languages.”

Most of the schools where the selected participants completed their WIL practice had
English as the LoLT. The majority of the learners, however, came from townships or
squatter camps in the area with a different home language than the LoLT of the school
(see Section 4.4 Profile of schools). Participants indicated that it was challenging to
teach learners who did not have English as a home language. From their formal
assignment, information regarding the LoLT was elicited. P3 mentioned that English
as the LoLT was a challenge for her as “most of the time the child could not talk or
understand English and since you use English when presenting a lesson the child will
never understand.” Similarly, P1 indicated that a challenge for her was to teach
“learners that don't understand mathematics language to verbalise their answers”.
She therefore had to think about alternative ways to make it easier for learners to
understand the LoLT and gain the mathematical language. P1 furthermore indicated
that she would like to support learners and strengthen her WIL practice at S-A by
“including those who can't/don't speak the LoLT that is used at school, as this is a
very huge challenge”.
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Participants also indicated the important relationship between the school, classroom
and learners in the context. P2 compared the school where she completed WIL in her
second year to the school where she did WIL in her first year, indicating, “The school
environment is bigger than ours [previous/own school] that I have seen, the learners
got more opportunities and enough space and the classrooms are bigger than ours”.
In her weekly reflection, P2 further mentioned that she realised that the context of the
school, the classroom and learners are interlinked and important. P2 explained, “The
different aspects of a school are related and interconnected…. Meaningful learning
takes place when each of the aspects is well attended. For example without proper
buildings, learners cannot have safe shelter for learning. The classrooms if they do
not have enough space the learners will be squashed and will not learn properly. The
playgrounds and the playground equipment allow children to develop their social,
physical and spiritual selves through play learning. I also discovered that the family
structure influence the stability of a school… If children come from troubled families,
they bring the problems to the school as well. The school, classroom and family
profiles influence each other for the good of the children.”

P2 therefore acknowledged the importance of context and how context influences the
quality of learning that learners receive. Furthermore, the availability of resources at
the school also has an impact on participants’ WIL experiences and consequently,
how they teach mathematics. Without adequate resources for Grade R learners,
participants are unable to teach mathematics at a concrete level. The school where
P3 completed her WIL had limited resources (refer to the discussion of the profile of
School C in Section 4.4.3) and in which she mentioned in the semi-structured
interviews that the school should provide “teaching materials because that is the most
thing that maybe I can say we don’t have.” The participant used the chalkboard most
of the time and taught her mathematics lesson mostly at an abstract level. During the
researcher’s observation of P3’s mathematics lesson, it was noticed that P3 made
her own resources. The researcher noted in her observation notes that “The student
teacher was creative in developing her own counting objects from recyclable objects
such as toilet rolls cut in half and painted. This enabled the student teacher to use
concrete objects in the lesson in order to assist learners with problem-solving in
addition.” Creating her own resources reinforces understanding in student teachers
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that they can make their own resources and don’t always have to buy expensive
resources to enhance learning and teaching.
The quality of learners’ learning, as well as the quality of participants’ WIL experiences
in the contexts (schools) were also negatively influenced, as one participant indicated
that xenophobia in the area occurred. P4 mentioned in her weekly reflections that
during the last week of WIL practice “it was difficult to teach learners due to
xenophobia attacks that was happening around Johannesburg. Learners were not
concentrating at all. They were afraid all the time, but my mentor teacher was relaxed
and tried to carry on with work as usual, but learners were not concentrating. It was
difficult to teach." Due to the xenophobic attacks in the area, P4 was unable to gain
experience in teaching. She also experienced feelings of fear and being unsafe. The
xenophobic attacks in the area also resulted in P4 not being assessed by the
assessor. Xenophobic attacks also occurred near the areas where participants 1, 2
and 3 were completing their WIL, however, they were not directly affected and were
able to complete the entire four weeks of their WIL practice.

4.7.3 Theme 3: Support received during Work Integrated Learning
Support is essential in preparing student teachers to become teachers. Mentor
teachers play the most vital role in supporting student teachers during WIL
(Mudzielwana & Maphosa, 2014). Participants were asked during the interviews
about the kinds of support they received during WIL from the mentor teachers and
schools. Participants were also asked how their support during WIL could be
strengthened in order to improve their WIL practice in mathematics teaching.

4.7.3.1 Sub-theme 3.1: Kinds of support received from the mentor teachers during
WIL
Participants were asked how mentor teachers supported them during WIL.
Participants’ responses highlighted that they received support in the following ways
(Figure 4.8):
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Figure 4.8: Kinds of support received from mentor teachers

Participants were firstly asked about the support they received during their first WIL
period in their first year. Participants indicated that the mentor teachers assisted them
in planning. P4 mentioned during the interview “The teacher showed me how to do
from the daily programme a weekly plan, monthly plan and daily lesson plan.” P3
specified that her mentor teacher was adaptive in assisting her in completing lesson
plans as instructed by the PHEI: “Like at first, I was not using this kind of template,
the one that they gave us. I started by using her own lesson planning and weekly
plan. And then when I showed her mine, she also helped me write that one. So she
helped me that way”.

Participants were also asked to compare the support they received in year one to year
two. Two participants (P1 and P4) mentioned that the support was the same. P4
mentioned that she completed her second year of WIL at the same school as in her
first year of WIL, and thus the support she received from the mentor teacher during
the two WIL periods “is not different. It is the same, because I was in this class also.”
In contrast, P2 did her WIL at a different school in year two than in year one and
mentioned, “Year two is more supportive.”

Participants revealed that at times it was difficult to put the theory they received from
the modules into practice. P1 indicated that “Unlike theory. Some of the things you
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think you can do it like one two three, but when you are doing practicals you have to
see the things that is happening, as it doesn’t happen that way.” P1’s mentor teacher
assisted her in the challenge to put theory into practice by coaching her in areas where
she was uncertain. P1 mentioned that her mentor teacher was “still coaching me. And
I’m still asking questions like why this is happening like this”, in which the mentor
teacher was able to assist her. P3 similarly mentioned in her formal assignment that
she struggled to plan activities for learners by the end of the week, because “For
example choose a theme of the week, by Friday I was out of activities. I could not
know which activity should I give the learners and it was a big challenge to me”. P3
however articulated during the semi-structured interview that her mentor teacher
supported her to “plan a lesson plan, I didn’t know how to make a weekly plan. So…it
really helps me because the mentor teacher was showing me how to do it”.

Mentor teachers provided further support by giving verbal feedback to participants on
their lessons. P3 mentioned, “When you are teaching maths…sometimes she does
give me feedback. Saying when it comes to this you do not have to do it this way. At
first I didn’t know. Of course I learnt from her whilst she was teaching so I was
observing and learning something.” P4 however indicated that the mentor teacher
assisted her in planning for mathematics and how to teach using the resources in the
class: “She also helped me to plan for the mathematics lessons and showed me how
to use those boards [referring to the pegboards] and counters.”

Participants indicated that the mentor teachers assisted them to manage discipline in
the classrooms. P1 stated in her formal assignment, “Learners do need discipline”.
P1 also mentioned in the semi-structured interview that the mentor teacher was
coaching her with regard to discipline and teaching strategies: “If you want them
[learners] to listen to you, there was a method she was using at that time. If there is
maybe one learner that is not understanding, I think she told me what it is I must do”.
Similarly, P2 indicated in her formal assignment that a challenge for her was that
learners were not disciplined, “learners would stand up and walk around or quarrel”.
During the semi-structured interview, P2 mentioned that her mentor teacher helped
her “how to discipline the learners during a lesson”.
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While the researcher was observing P2 and P4 respectively during their mathematics
lessons, their mentor teachers assisted them with discipline in the classroom. In the
researcher’s observation notes for P2, she wrote down “The mentor teacher was
present during the lesson and would also observe the student teacher’s lesson, whilst
doing her own work. She also assisted the student teacher with discipline in the class
when learners became disruptive.” Similarly, the researcher observed and noted
down in her observation notes for P4’s mathematical lesson that “The mentor teacher
was present while the student teacher presented her lesson. She also assisted the
student teacher with discipline in the classroom when some learners started to
become disruptive.”
WIL may be seen as a very emotional and stressful time for student teachers (Jusoh,
2013). Participants specified that some of them received emotional support from their
mentor teachers. P1 indicated that her mentor teacher asked her whether she was
coping “they are asking me how is it going, are you coping, all those questions…do
you have any challenges in the class.” P4 mentioned that she also received emotional
support from her mentor teacher when she was feeling stressed and when the WIL
assessor didn’t arrive as planned, to assess her. “The last time I was crying because
the assessor didn’t come. So I was crying and she supported me.” P4 further
elaborated that there was constant support and communication between her and the
mentor teacher when she needed assistance, for example, “even if I am at home,
when I ask something, I can call her and ask what and how to do this. She doesn’t
mind.”

4.7.3.2 Sub-theme 3.2: Kinds of support received from the schools during WIL
Support from the school was also provided to participants during WIL. Participants’
responses included the support provided by the school, with reference to how they
were welcomed into the school, the relationship between them and the staff and the
resources made available to them during WIL.

A similar response arose from P1 and P4 who indicated that the school welcomed
them and allowed them to be in the classroom. P1 mentioned in the semi-structured
interview “From the school…no they just allow me to be in the class when I am
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supposed to be in class.” P4 stated, “There is a lot of support I am receiving from the
school. They include me as a teacher.”

P2 mentioned that the staff in the school where she completed WIL were very
supportive and friendly, and a professional relationship was evident. P2 stated that
“We work well together”. Similarly, P2 wrote in her weekly reflection “The staff works
together in decision making and implementing school policies. This makes the
decision making very democratic and the teamwork very strong.” P3 also commented
on the staff during the interview and stated, “The staff is okay, they are so easy to
communicate with. They are friendly. So that was not a problem that was good.” P3
further elaborated that the principal also supported her by providing the resources
that she needed to teach lessons, “Let’s say maybe you come up with another topic,
and then you find that you need something, you can ask the principal what you need
so that she can provide it for you. Let’s say you need counters, they are not
there…she can provide and buy for you. Like the puzzles, I asked her to buy so she
provided.” Similarly, P4 highlighted that the school provided her with the resources
and “they show me how to use it.”

4.7.3.3 Sub-theme 3.3: Support needed to strengthen teaching and learning in
mathematics
Participants indicated that their experiences and the support received from the mentor
teachers and schools were mostly positive and adequate. Some of the participants,
however, felt that the schools should provide them with adequate opportunities to
teach. P2 highlighted that the school and mentor teacher “must give us [student
teachers] more opportunities…more opportunities in all areas like teaching, playing
with them.”

P4 provided a similar response by stating, “I think to support me

differently, they must give me the opportunity to teach every day, the full day, to gain
more experience.” More opportunities to teach enable student teachers to gain more
experience in teaching and move from the periphery to the centre of the CoP. They
are also able to learn how to solve problems that may arise unexpectedly, manage
discipline, build their confidence and develop meaningful mathematics activities that
strengthen learners’ mathematical skills.
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P1 and P3 also indicated that the schools could provide student teachers with more
resources to teach mathematics effectively. P3 mentioned that she did not have
adequate resources to teach learners mathematics with concrete objects and this
consequently hindered learners’ learning and participation in the lesson, “like, you
saw while I was teaching my lesson, most of the things I didn’t have to show. You
know kids sometimes, like to see if you are teaching. They have to see what you are
talking about. So I just have to write because I didn’t have some support materials.”
Even though the school where P4 completed her WIL was well-resourced, she
indicated that the school could have supported her more “by learning more about the
LTSM, how to use the LTSM”. The researcher observed that there was a variety of
resources available during P4’s mathematics lesson and during outdoor free play.
During outdoor free play, the mentor teacher assisted the participant by telling her
what the different resources could be used. Once she was familiar with the resources,
she was able to assist learners in understanding spatial awareness. Figure 4.9
displays some of the resources the researcher observed P4 using during outdoor free
play.

Figure 4.9: Resources used during outdoor free play (P4)

P2 also indicated that the school and mentor teacher could have strengthened her
WIL practice by assisting her in doing assessments in Grade R, “When like now they
also do assessments. They must help us how to assess them [learners].” Assessment
in Grade R is vital and student teachers need to be able to do assessment in order to
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gain more knowledge about where learners need assistance and consequently
implement strategies to assist the learners (Mudzielwana et al., 2016).

P4 also mentioned ways in which the school could have supported her more and
strengthened her WIL practice — by including her more in activities/events at the
school in order to learn the practices of the school. P4 stated that she wanted to be
included in the school activities because the “last time they were preparing for the
awards, so they didn’t include me, but they called me when the awards is given to the
children, but they didn’t tell me everything about the awards.”

Out of the four participants, only one participant (P4) had challenges with her
assessor not showing up to assess her, due to the contextual challenges that
happened in the community (xenophobia). P4 received another assessor from the
PHEI to assess her outside of the stipulated WIL period after the xenophobic attacks
settled down. The other three participants were assessed during the WIL period and
on the rubric, suggestions were provided regarding where their lessons and teaching
could improve. The assessor who assessed P3 indicated that the participant needed
to improve on the construction of her lesson plan because some components in the
lesson were not adequately described. She also needed to improve on her teaching
method as she mostly used semi-concrete and abstract methods when teaching
addition problem-solving to Grade R learners. This resulted in limited participation
from learners in the lesson. Figure 4.10 shows extracts from the assessor’s
assessment rubric for P3.

Page | 100

Figure 4.10: Extract from assessor's assessment rubric for P3
The assessment rubric of the assessor for P1 indicated that the participant didn’t align
her objectives in the lesson plan with the activities described. She also needed to
improve on actively engaging all learners and implementing rotational activities during
group work. Figure 4.11 shows extracts from the assessor’s rubric for P1.

Figure 4.11: Extract from assessor's assessment rubric for P1
It was however observed by the researcher, that the assessors’ assessment rubrics
and the feedback they provided in the rubric differed from each other. One assessor
wrote general comments whereas other assessors omitted this and left some sections
blank. Figure 4.12 shows a general comment provided by P2’s assessor. P1’s and
P3’s assessors left this section blank. It is important for the assessors to provide
written feedback to student teachers’ presented lessons to indicate the areas in which
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they need to improve. This also provides the PHEI with an indication of where to
support students.

Figure 4.12: Extract from assessor's assessment rubric for P2

SUMMARY
This chapter aimed to provide the research findings in order to answer the primary
research question What is the impact of Work Integrated Learning on Grade R student
teachers? Themes and sub-themes that emerged from the participants’ responses
during the interviews were presented and discussed.

In the next chapter, the results presented in Chapter Four are related and aligned to
existing literature. Chapter Five will emphasise the comparisons and contradictions
found in the data in relation to the literature, as well as highlight new knowledge that
arose from this study.
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CHAPTER FIVE
INTERPRETATION OF RESEARCH FINDINGS, CONCLUSIONS AND
RECOMMENDATIONS
INTRODUCTION
Chapter Four discussed the data collected from the participants. The data collected
were analysed, and the research findings were presented through themes and subthemes. Some of the responses by participants were aligned with the literature, as
discussed in Chapter Two. Chapter Five will discuss the interpretation of the research
findings with reference to the purpose of the study (see Section 1.4), the literature on
WIL and the theoretical framework. The research questions that guided this study will
also be addressed in Chapter Five. This chapter will also highlight the limitations
experienced and provide recommendations for future practice and research. Figure
5.1 illustrates the layout of Chapter Five.

Introduction

Emerging themes
and sub-themes
related to research
questions

Literature control

Limitations

The value of the
theoretical
framework to the
findings

Addressing the
research questions

Recommendations

Possible
contributions

Summary

Figure 5.1: Layout of Chapter Five

In this chapter, the findings of the study are analysed and compared with existing
literature, by taking the sub-research questions and primary research question into
consideration.
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For the purpose of easy understanding and reference, I will use the code RQ for the
research questions. The primary research question is RQ 1 and the secondary
research questions are RQ 2 and RQ 3. The reason for this is to make reference to
each research question and how it relates to the sub-theme of this study.

5.1.1 Primary Research Question
What is the impact of Work Integrated Learning on Grade R student teachers? [RQ1]

5.1.2 Secondary Research Questions


How do Grade R student teachers experience WIL? [RQ2]



How do student teachers apply their mathematical content knowledge to
practice? [RQ3]



How can student teachers be supported to strengthen teaching and learning
through their WIL experiences? [RQ4]

EMERGING THEMES AND SUB-THEMES RELATED TO THE RESEARCH
QUESTIONS
Table 5.1 iterates the themes and sub-themes again by relating the themes to the
research questions for this study. Relating the themes to the research questions
enabled the researcher to substantiate the findings of the study with existing literature.

Table 5.1: Emerging themes and sub-themes with reference to the research
questions
Themes

Sub-themes

Relevance to
research questions

Theme 1: Student

Knowledge of WIL

RQ1 and RQ2

teachers’ understandings

Benefits of WIL

RQ1 and RQ2

Theme 2: Student

Comparison of student

RQ2

teachers’ experiences of

teachers’ experiences of WIL

Work Integrated Learning

in year one and year two

of Work Integrated
Learning
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Learning and teaching

RQ2 and RQ3

experiences of putting theory
into practice
The role of the context in

RQ1 and RQ2

student teachers' WIL
practice
Theme 3: Support received Kinds of support received
during Work Integrated

from the mentor teachers

Learning

during WIL
Kinds of support received

RQ1 and RQ4

RQ1 and RQ4

from the schools during WIL
Support needed to strengthen RQ1 and RQ4
teaching and learning in
mathematics

LITERATURE CONTROL
The literature control represents the relationship between existing knowledge in the
literature and the findings of this study. The similarities that arose between the
findings of this study and the existing literature are illustrated in Table 5.2 to Table
5.9. Table 5.10 provides the contradictions that arose between the research findings
and the literature. Furthermore, the silences in the data are also provided by
comparing the findings with existing knowledge on WIL practice.

5.3.1 Similarities between the existing literature and the findings of this study
This section highlights the relationship between the literatures as discussed in
Chapter Two with the participants’ responses presented in Chapter Four. An overview
is provided of these associations in Table 5.2, which illustrates the themes and subthemes identified in this study.
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Table 5.2: Comparison of the findings of this study with existing knowledge: Supporting evidence about student teachers’
knowledge of WIL
THEME 1: Student teachers’ understandings of Work Integrated Learning
Sub-theme 1.1: Knowledge of WIL
Author and Year
(Sattler & Peters,

Existing knowledge
WIL is “educational activities that intentionally

Interpretive discussion
Participants from the Diploma in Grade R programme

2013:13)

integrate learning within an academic institution

understood what WIL means. Participants indicated

with practical application in a workplace setting.”

that WIL is about experiencing the classroom and

Kiggundu and

WIL is a period when student teachers receive

school by practising (applying) what they learned in

Nayimuli

training and experience in the specific workplace to

theory, to a contextual situation. P4 mentioned that

(2009:347)

apply theory in practice-based contexts.

WIL is the “practical part” of learning how to teach, that

(Orrel, 2011:5).

WIL highlights the creation of new knowledge that

takes place “in a school and classroom.”

takes place within and through practice. Through
WIL, student teachers are able to acquire
knowledge and skills that are related to the
teaching profession.
(Assan, 2014:301)

WIL is grounded on the principle of “integrated and
applied knowledge” in order to express different
types of knowledge that occur in practice.

DHET (2015:15)

According to MRTEQ, WIL forms part of the

WIL enabled participants to experience the classroom

knowledge mix of “practical learning” which

and learn in and from practice in order to experience
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encompasses learning in practice, as well as

teaching and highlight aspects they did not understand.

learning from practice.

One participant indicated that she learned from her
mentor teacher and was able to learn through
experiencing things she did not understand (P1).

Table 5.3: Comparison of the findings of this study with existing knowledge: Supporting evidence on the benefits of WIL
THEME 1: Student teachers’ understandings of Work Integrated Learning
Sub-theme 1.2: Benefits of WIL
Author and Year
Depaepe et al.

Existing knowledge
To accommodate and deal with learners’ learning

Interpretive discussion
When the researcher observed participants’

(2015:83)

difficulties, student teachers need “content

mathematics lessons during WIL, participants had

knowledge (CK)” (i.e. conceptual and procedural

adequate knowledge of mathematics (in the area of

knowledge of mathematics), and “pedagogical

solving addition problems). They also demonstrated

content knowledge (PCK)” (i.e. knowledge of

sufficient CK by using the correct mathematical

learners’ misunderstandings, knowledge of the

vocabulary and understood the concept of solving

context, as well as teaching strategies and

addition problems in context. Some participants,

representations).

however, lacked adequate knowledge on how to apply
the mathematical content knowledge to specific
situations (lack of adequate PCK). The strategies that
some participants (P2, P3) used to teach addition
problem solving were inappropriate for Term 3 in
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Grade R. According to the CAPS document (DBE,
2011), Grade R teachers should teach numbers 1 to 7
in Term 3. The participants (P2, P3) also taught their
lessons in a more semi-concrete and abstract way.
Kimathi and

“PCK is generally understood to be the blend of

Participants indicated that they gained knowledge

Rusznyak (2018:6)

content knowledge and pedagogical knowledge

throughout WIL of how Grade R learners learn and

that enables teachers to represent knowledge in

develop, as well as how to teach Grade R learners

ways that are understandable to the diverse

through play. Some were able to assist learners during

learners they teach.”

their mathematics lessons with aspects in which they
struggled e.g. in adding groups of four and three
objects together (P4). Participants, however, still need
assistance in implementing teaching strategies and
intervention strategies in the classroom, as they found
this challenging (P2, P4).

Billett (2011:15)

Student teachers are able to build their confidence

One out of the four participants (P3) mentioned that

when engaged in practice-based experiences.

WIL helped her to gain more confidence in teaching

Bhargava

WIL provides student teachers with the opportunity

learners and in front of others, such as the mentor

(2009:103)

to improve their confidence in speaking in front of

teacher. When the researcher observed participants’

others.

mathematics lessons, most participants were confident
when teaching their lessons.
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DHET (2015:64)

There are eleven essential competencies that

Participants indicated that through WIL, they learned in

newly qualified teachers should develop in ITE

practice by gaining knowledge about the learners,

programmes.

schools, and how to teach mathematical concepts by
using resources (concrete level).

They were also able to learn and apply some of the
competencies as set out by the DHET (2015) in
MRTEQ such as gaining subject knowledge and how
to teach it to Grade R learners. In addition, they
learned about learners’ development and needs, how
to effectively communicate with learners and staff,
gained knowledge about the CAPS curriculum and how
to implement it in Grade R. They also understood and
learned about the school context and how it impacts on
learning and teaching.
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It is important that student teachers know what WIL means and what WIL entails in
the Diploma in Grade R programme. Participants understood what WIL means, and
the definitions provided by participants were aligned with the literature. Participants
comprehended that WIL is about integrating what they learned in the modules into
situations that take place in the school and classroom. WIL also provides benefits for
student teachers in becoming qualified and competent teachers. WIL furthermore
provided student teachers with the opportunity to gain mathematical content
knowledge, as well as improve their PCK (Smith, 2012). Participants however need
more experience in theory and practice in order to increase their PCK. Participants
lacked knowledge of using appropriate teaching strategies for Grade R learners when
teaching mathematics, as the strategies implemented focused more on a semiconcrete and abstract level. Participants indicated that they benefitted from WIL by
experiencing how learners learn and develop, as well as improving their confidence
to teach.

Outlined in the MRTEQ policy, the eleven competencies are essential for newly
qualified teachers (DHET, 2015). ITE programmes therefore need to provide student
teachers with opportunities to gain these competencies. Participants indicated that
they gained some of these competencies during WIL, such as learning about learners’
behaviour, learning how to teach according to learners’ developmental levels, and
how to teach according to the CAPS document.
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Table 5.4: Comparison of the findings of this study with existing knowledge: Supporting evidence on student teachers'
experiences of their first and second WIL practice
THEME 2: Student teachers’ experiences of Work Integrated Learning
Sub-theme 2.1: Comparison of student teachers' experiences of WIL in year one and year two
Author and Year

Existing knowledge

Interpretive discussion

Richards & Farrell

WIL often starts with a series of observations of the

Participants mentioned that they observed their mentor

(2011:92)

mentor teacher’s teaching, classroom and school

teachers for the first week in both their first year of WIL

context.

and second year of WIL. Throughout WIL, they also
observed their mentor teachers and how they taught
lessons. Only one out of the four participants (P1) had
a reflection journal and reflected on the mentor
teachers’ lessons. Participants, however, reflected in
their assignments and weekly reflection tasks about
the conduciveness of the schools and classrooms.

Aglazor (2017:104, During WIL, “student teachers are expected to

Participants mostly observed their mentor teachers

108)

observe, learn and participate in all teaching,

during the first week of WIL in both their first and

learning and general schooling activities”. This may

second year. In the remaining weeks, participants

include being responsible for daily classroom and

taught a few lessons. The number of lessons taught by

school duties, as well as teaching more daily

participants varied and none of the participants was

lessons.

able to teach a full day. They were allowed to teach a
few more lessons in the second year than in their first
year.
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In participants’ first year, they completed WIL for three weeks, and in their second year
in the Diploma in Grade R, they completed four weeks of WIL. Participants were able
to compare their experiences from WIL in their first and second year and could reflect
on mostly positive aspects that they experienced. It was noticeable in the interviews
with participants that they were not provided with enough opportunities to teach different
kinds of lessons, i.e. teacher-guided and child-initiated activities in Grade R. They
taught mostly teacher-guided activities which ranged over the three subjects:
Mathematics, Language and Life Skills. Participants indicated that they did learn a lot
by observing their mentor teachers, but they would also have liked to be provided with
more opportunities to teach. This concurs with Heeralal (2014) that student teachers in
her study also would have liked to be involved in more teaching opportunities.
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Table 5.5: Comparison of the findings of this study with existing knowledge: Supporting evidence on the teaching and
learning experiences of student teachers to put theory into practice
THEME 2: Student teachers’ experiences of Work Integrated Learning
Sub-theme 2.2: Learning and teaching experiences of putting theory into practice
Author and Year
Kortjass (2015:3)

Veziroglu-Celik
Acar (2018:234)

Existing knowledge
Grade R student teachers need sufficient experience

Interpretive discussion
Participants indicated that through WIL they gained

in Grade R to develop adequate skills and

substantial knowledge of Grade R, such as that

competencies to teach learners. Grade R student

learning takes place through play; there should be play

teachers need to know how to teach through play,

corners/areas for learners to enhance their learning

create resources for learners, develop adequate

and that they should teach mathematics according to a

activities to enhance learners’ learning and identify

theme (P1, P4). While the researcher observed

barriers to learning.

participants in the mathematics lessons they taught,

& The characteristics of teaching practices of student

these aspects were noticeable. For example, P1, P3

teachers in Grade R ITE programme are that they

and P4 taught according to the theme “Farming”.

should be able to learn how to teach developmentally

Participants however need more guidance and

appropriate lessons, lessons focusing especially on

assistance in developing activities that are kinaesthetic

child-centeredness and play-based learning.

and concrete, as most participants provided activities
that were semi-concrete or abstract (P2, P3). One of
the four participants (P3) made counters with toilet rolls
and painted them with different colours. Most of the
other participants had resources available in the
classroom to use.
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Rahman et al.

In becoming effective teachers, student teachers

Participants indicated that they recognised that

(2010:87)

should recognize differences between learners. If

learners were not the same and that learners develop

student teachers understand and appreciate learner

and learn at different levels (P1, P4). Participants also

diversity, they will be able to make effective decisions

indicated that through WIL, they were able to learn

to assist and respond to learners in an appropriate

about challenges and the behaviours of learners.

manner.

Some participants, however, indicated that they found

Kleinmann et al.

“PCK is the knowledge needed to make subject matter

it challenging to teach learners with diverse needs,

(2013:91)

accessible to students (Shulman, 1986). Literature on

interests and behaviours (P1). They were able to assist

PCK identified two core facets of that knowledge:

learners in some mathematics activities, for example

knowledge of students’ subject-specific conceptions

with counting, addition problem-solving and creating

and misconceptions as well as knowledge of subject-

shapes. Participants however need more support in

specific teaching strategies and representations.”

assisting learners with mathematical concepts and
addressing their misconceptions.
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Participants mentioned that through their WIL experiences, they learned about the
pedagogies in Grade R, the learners and how to put their knowledge into practice.
Throughout the Diploma in Grade R programme, participants learned in the
theoretical modules about how children develop, how to set up a Grade R classroom
and how to teach mathematics to Grade R learners. Participants, however, indicated
that they learned more about the content in these modules when experiencing it in an
authentic Grade R classroom. P2 mentioned that WIL is “putting what you read in the
modules into practice…or classroom practice” (Semi-structured interview, Participant
2). Participants mentioned that through WIL, they were able to experience how
learners are different, and thus their teaching strategies and methods may differ.
Some learners have barriers to learning, and WIL assisted the participants in thinking
about alternative ways to teach learners mathematics. These findings corroborate
with the findings of Marais (2010), who also found that student teachers during WIL
practice gained knowledge of how learners develop and learn.

Participants were however only placed in schools during WIL for a short period. In
order for participants to develop professionally and improve on their roles and
competencies of becoming teachers, they need continuous development and
exposure to a variety of classrooms and learners (Hattingh & De Kock, 2008). This
may consequently also guide and assist them in constructing and formulating lesson
plans. While observing mathematical lessons presented by participants during WIL, it
was noticed that parts of what was stated in their lesson plans were vague and did
not cohere with what was presented. Snow (2009) avows that well-structured lesson
plans assist student teachers to refer back to the lesson in a logical order or at a later
stage. Jantarach and Soontornwipast (2018) argue that it is important for the student
teacher to know how to construct lesson plans, as they are able to apply CK and PCK
in their planning and teaching. Participants have the mathematics content knowledge
but struggle to describe the activities in the lesson plan in detail.
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Table 5.6: Comparison of the findings of this study with existing knowledge: Supporting evidence on the role of context in
student teachers' WIL practice
THEME 2: Student teachers’ experiences of Work Integrated Learning
Sub-theme 2.3: The role of the context in student teachers' WIL practice
Author and Year
Gravett and Jiyane

Existing knowledge
“Student teachers would benefit in the long run from

Interpretive discussion
One of the four participants (P2) completed her second

(2019:3)

exposure to a variety of schools, particularly if they

WIL period in a school other than where she did her

encounter teachers who could serve as role models

first WIL period in year one. She mentioned that she

of how to deal with challenges in schools that are

wanted to learn more about the processes and

under-resourced or in impoverished communities –

assessment of another school. This provided the

the situation in many schools in South Africa.”

participant with information to adequately compare her

Griofa and Ruairc

When student teachers are placed in functional

experiences of her first year of WIL to her second year

(2013:7)

schools during WIL, they have the opportunity “to

of WIL. P2 was able to compare the environment,

learn about teaching and learning, to gain practice in resources, teachers and activities of the two schools,
teaching and to apply theory in a variety of teaching

and mentioned that “the school environment is bigger

situations and school contexts.”

than ours, that I have seen, the learners got more
opportunities and enough space and the classrooms
are bigger” The other three participants’ completed
both WIL periods at the same school.

Tabot (2015:2)

The context of the school is very important as it

Participants gained knowledge of the school context

affects the quality and quantity of learning

where they are placed during WIL. Participants
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opportunities that student teachers receive at the

indicated that they learned about how the school

school.

functions, the use of language at the school, the

Fischer et al.

“Contextual factors outside of teachers' control can

physical structures available at the school and

(2018:109)

influence instruction.”

incidents that were happening around the school. For
instance, during the week when participants completed
WIL, xenophobic attacks arose in areas nearby. P4
indicated that the xenophobic attacks had a major
influence on her teaching, as she was unable to teach
for that week. She mentioned that feelings of fear
arose in her and in the learners which made it difficult
for them to concentrate. Consequently, opportunities
for her to learn in practice were also impeded.

Abongdia et al.

“Resources are vital to facilitate effective teaching

Most participants had resources available to use during

(2015:51)

and learning in schools. In the absence of

WIL practice. One school where one of the participants

resources, or lack thereof, [student teachers] get

completed WIL had limited resources available for the

frustrated and this can make their teaching practice

participant to use (P3). The limited availability of

a difficult task.”

concrete resources influenced her mathematics
lessons as learners were unable to experience
mathematical concepts with concrete objects. The
participant tried to overcome this challenge by making
her own counters with recyclable material (toilet rolls).
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Participants gained knowledge of the school contexts by experiencing the structures
and procedures of the schools. Participants recognised the differences in schools
regarding the learners’ backgrounds, demographic location of the schools, as well as
the language used in the schools (LoLT). One participant (P4) indicated that schools
are different in the manner in which they use the LoLT, as the school might state that
the LoLT of the school is isiZulu, but teachers might mix other languages in the
classroom. The reason for mixing the languages is due to learners not understanding
the LoLT of the school. P3 and P1 mentioned that especially in mathematics, learners
struggled to verbalise their answers when English was the LoLT of the school. This
encouraged participants during WIL to include activities and strategies that could
support learners who struggle with language as a barrier.

The school context also influenced the teaching and learning opportunities that
participants received during WIL. Student teachers may not receive sufficient
opportunities to teach lessons due to external factors, such as a limited availability of
resources, xenophobic attacks, or a school infrastructure that influences WIL
experiences. Kennedy (2010) asserts that contextual factors are pivotal to consider,
as they have a substantial impact on the quality of student teachers’ WIL experiences.
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Table 5.7: Comparison of the findings of this study with existing knowledge: Supporting evidence on the kinds of support
student teachers received from their mentor teachers
THEME 3: Support received during Work Integrated Learning
Sub-theme 3.1: Kinds of support received from the mentor teachers during WIL
Author and Year
Asikainen et al.

Existing knowledge
“Mentor mathematics teachers who guide or

Interpretive discussion
Participants indicated that they mostly received support

(2013:87)

supervise student teaching play a vital role in

in constructing and drafting lesson plans. P1 also

mathematics teacher education because they are

mentioned that it was difficult at times to integrate the

expected to help student teachers to combine their

theory with the practice, as things do not always

study of mathematics with their study of educational

happen as expected. Through this uncertainty, her

theories so that they will learn to teach mathematics

mentor teacher assisted her in answering questions

efficiently.”

about concepts she thought about.

Mentor teachers demonstrate good teaching

Participants received guidance from the mentor

practices, assist student teachers in planning for

teachers by planning lessons and teaching lessons. P1

lessons and teaching them. “This affords them an

and P2 also mentioned that they learned a lot by

opportunity to refine their teaching skills and move

observing their mentor teachers, for example, with

from knowing about teaching to knowing how to

regard to discipline. Through observing mentor

teach.”

teachers, participants indicated that they learned how

Ngoepe (2014:41)

to teach specific mathematical concepts to learners
and provided participants with good teaching practices
to implement in their teaching.
Mudzielwana et al.

“The opportunity to have your teaching evaluated

P3 mentioned that after her lesson her mentor teacher

(2016:193)

and to gain from constructive criticism.”

provided her with feedback on aspects which she could
improve upon. Providing participants with constructive
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feedback enables them to improve their lessons and
learn in practice.
Marais and Meier

“Student teachers tend to be anxious about factors

Some participants mentioned that they learned

(2004:224)

such as the maintenance of discipline and learner

classroom management strategies from their mentor

control…It is only during teaching practice that

teachers to discipline learners. However, the majority

student teachers experience the realities of being a

of participants indicated that discipline in the classroom

teacher where complex roles need to be mastered.”

was a challenge. The researcher observed and noted
that during P2s and P4s mathematics lessons, the
mentor teacher assisted them during the lesson with
discipline. The fact that P2 and P4 were willing to learn
about classroom management from their mentor
teacher is commendable. The mentor teachers’
commitment to their role of supporting the participants
is also noteworthy.

Liu (2014:32)

Mentor teachers who provide emotional and

Mentor teachers also provided emotional support. WIL

psychological support to student teachers help to

may be very emotional for student teachers, and thus it

boost their confidence and put challenging

is essential that mentor teachers also support

experiences into perspective.

participants emotionally. Participants were emotionally
supported by mentor teachers who checked on
whether they were coping during WIL (P1), and one
mentor teacher comforted a participant when her
assessor did not come to assess her (P4).
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Mentor teachers play a crucial role during WIL practice in order for student teachers
to achieve effectiveness in their experiences. According to Liu (2014), the mentor
teachers’ role is to provide support to student teachers during WIL practice. They
guide, advise, encourage, and support student teachers to understand the
responsibilities of a teacher and provide them with opportunities to learn in and from
practice. Participants in this study indicated that they learnt a lot from their mentor
teachers. The specified areas where mentor teachers supported them were, for
example, lesson planning, helping them to understand their role as teachers, showing
how to teach mathematics effectively, giving emotional support, as well as guiding
and assisting them with discipline in the classroom. Singh and Mahomed (2013:1374)
assert that support from mentor teachers “on pedagogic matters, such as planning,
instructional skills, knowledge and organisation of content and resources, and
classroom management” play a significant role in student teachers’ professional
development.
Participants’ reflections on the support provided by the mentor teachers were mostly
positive. Two of the four participants mentioned that the support they received in year
one compared to year two, was the same (P1, P4). The other two participants
indicated that they received more support in year two during WIL than in year one
(P2, P3). It is therefore vital that student teachers receive experience in different
schools for each WIL practice in order to compare the support and experience of the
mentor teachers in each school. This would provide student teachers with the
opportunity to reflect more critically on the kinds of support they receive, and thus
learn a variety of skills and knowledge from different mentor teachers in specific
contexts.
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Table 5.8: Comparison of the findings of this study with existing knowledge: Supporting evidence on the kinds of support
student teachers received from the schools
THEME 3: Support received during Work Integrated Learning
Sub-theme 3.2: Kinds of support received from the schools during WIL
Author and Year
Existing knowledge
Du Plessis et al.
“Student teachers appreciated the fact that

Interpretive discussion
All of the participants mentioned that they were welcomed

(2010:329)

teaching staff at schools respected and accepted

at the schools, and were included as teachers. They also

them and made them feel welcome. At some

worked well together with other teachers and staff

schools, student teachers received significant help

members.

and continuous guidance from principals and other
teachers.”
Table 5.9: Comparison of the findings of this study with existing knowledge: Supporting evidence on the support student
teachers need to improve on their mathematics teaching and practice
THEME 3: Support received during Work Integrated Learning
Sub-theme 3.3: Support needed to strengthen teaching and learning in mathematics
Author and Year
Existing knowledge
Were (2014:154) “Teaching and learning materials are crucial to any

Interpretive discussion
The schools supported participants by having resources

successful teaching and learning process…These

available to them to use in their lessons. Three of the

materials tend to assist children to open up in

schools (classrooms) observed were well-resourced (S-A,

many areas which lead to holistic learning.

S-B and S-D). The other classroom where P3 were

Children who are exposed to various teaching and

placed (S-B), however, lacked resources for the
participant to use in her mathematics lesson. P3 indicated
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learning resources, tend to be active and involved

that areas where the school could support her to

in the learning process.”

strengthen her WIL experience and enhance her teaching
in mathematics, was by providing sufficient teaching
materials (resources) to student teachers to use in their
lessons. Especially in Grade R, and in the concept
addition, learners need concrete objects to develop their
skills and lay the foundational knowledge for learning
mathematics. One participant (P4) mentioned that she
would like to receive more support in learning how to use
the resources provided at the school.

Mudzielwana et

“Understanding of reliable and valid assessment

One participant (P4), during observation of her lesson,

al. (2016:193)

practices in order to become an assessor of young

continuously observed her Grade R learners and noted

learners.”

down aspects where learners need to improve. P2
however indicated that she needs support on how to
assess Grade R learners in mathematics. Being an
assessor is one of the seven roles of being a teacher as
set out in the MRTEQ policy (DHET, 2015).

Ambrosetti and

Assessors from the university have a key role in

Three of the four participants were assessed during WIL

Dekkers

assessing student teachers’ performance during

(P1, P2 and P3). Only one participant (P4) was not

(2010:42)

WIL.

assessed due to contextual challenges faced near the

Bechuke et al.,

Assessors play an important role in assisting

school (xenophobia attacks). The assessor’s role is to

(2013:285).

student teachers to “construct their personal

assess, provide support and give suggestions as to
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knowledge and theories” of WIL. They are also

where student teachers can improve and change on their

responsible for “organising critique sessions

practice. It was found that assessors provided verbal

showing students’ weak points and suggesting

feedback and completed the assessment rubric.

changes that will work”

However, on the assessment rubric, limited information in
the manner of written feedback was provided to the
participants.

Mudzielwana et

“An opportunity for self-evaluation and to discover

al. (2016:193)

your strengths and weaknesses through reflection.” through guided questions from the PHEI. Participants

Participants reflected weekly on their experiences of WIL

were also required to reflect daily on lessons taught by
the mentor teacher, as well as on their own teaching.
During the researcher’s observation of participants’
mathematics lessons, only one participant (P1) completed
daily reflections on her lessons. One participant
mentioned that she observed her mentor teacher each
day, but did not write her reflections down: “I do observe
her every day. But my point is some I didn’t write them.
But I do observe every day, I got it in mind when she is
doing this and how she does it.” Student teachers should
write reflections in order to remember where to improve
or change their teaching.
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Participants indicated that they were welcomed at the schools and that
communication between the staff, principals and mentor teachers were available.
They were able to easily communicate with the principals on aspects such as
resources they needed for a lesson (P3), or getting some guidance on certain aspects
of a lesson. Three of the participants were familiar with the schools where they
completed WIL, because it was the second time they completed their WIL practice at
those schools. During this time, participants were able to build relationships with
mentor teachers, other teachers, and the principals in order to “create collaborative
professional learning communities” (Fisher et al., 2018:108).
To strengthen participants’ WIL experiences at schools, participants indicated that
they needed resources to teach effectively. P3 had limited availability of resources at
the school, and she felt that this hindered the effectiveness of her teaching of
mathematics. She had to focus more on writing on the whiteboard, which is not
developmentally appropriate for Grade R learners, as they learn through actively
engaging with concrete objects (Were, 2014).

To acquire the seven roles of a teacher outlined in the MRTEQ policy, student
teachers need to implement and apply these roles in their practice (DHET, 2015). One
of the seven roles specified is to understand and implement assessment in the
classroom. One participant mentioned that she needs more guidance in assessment
during WIL in order to design, implement and interpret assessments to support
learners adequately.
Through WIL, participants are able to evaluate their mentor teachers’ teaching
practice and their own in order to improve and change their practice. Reflection thus
plays a vital role during WIL practice to develop continuous professional growth
(Aglazor, 2017). The PHEI specifies that during WIL, student teachers should have a
reflection journal and reflect on their mentor teachers’ lessons as well as their own
lessons. The PHEI also provided guiding questions to student teachers to reflect on
weekly and in their assignments. The reflection journal was not available when the
participants were visited and observed during WIL, however, but weekly reflections
and reflections in their assignment were available. Daily reflections in student
teachers’ journals should be emphasised more, prior to the WIL period. This task
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should also be communicated to mentor teachers so that they can assist student
teachers, as well as to assessors from the PHEI. The PHEI could also support student
teachers more on how to reflect and specify what to reflect upon in order to augment
reflection skills in student teachers.

Assessors from the PHEI are thus essential to assess student teachers during WIL
and in supporting student teachers to improve on their practice. All the participants
were assessed in the stipulated WIL period, except for P4, due to xenophobic attacks
that occurred near the school. Assessors provided verbal feedback on where
participants should improve on their practice, as well as completed a rubric. It was
observed that the completed rubric from the assessors was not detailed and did not
provide any written feedback to the student teachers. It is thus important to include
written feedback in order for student teachers to refer back to their assessments and
be reminded of where to improve. Written feedback also provides the PHEI with an
evaluation on aspects to strengthen in student teachers’ teaching and learning, as
well as their WIL experience.

The section to follow provides contradictions that were found with regard to the
literature and the findings of the study.

5.3.2 Contradictions between the existing literature with the findings of this
study
Contradictions between the literature compared to the research findings are identified
and summarised in Table 5.10. A narrative discussion is provided underneath the
table to explain the reasons for these contradictions.
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Table 5.10: Comparison with existing literature with findings of the study: Contradictory evidence
THEME 1: Student teachers’ understandings of Work Integrated Learning
Sub-theme
1.2 Benefits of
WIL

Author and Year
Existing knowledge
Asikainen et al.
“Research has shown that effective

How the knowledge contradicts with what I found
Participants were able to show in their mathematics

(2013:80)

mathematics teachers have a rich

lessons that they have adequate knowledge of

and flexible knowledge of both

mathematics. Participants, however, need more

mathematics and pedagogy; if the

guidance in the pedagogy, e.g. implementing adequate

teacher is able to integrate

teaching strategies relevant for Grade R learners,

mathematics and pedagogy and

adapting strategies to learners’ needs, and teaching

apply the composite result in a

according to the Curriculum and Assessment Policy

particular learning context, excellent

Statement (CAPS). P1 indicated that she learned more

teaching can take place.”

during WIL than through learning the theory. When
studying the theory, aspects may seem easy, but in
practical terms, things do not happen as expected,
such as with learner discipline or implementing
intervention strategies for learners with learning
barriers.

THEME 2: Student teachers’ experiences of Work Integrated Learning
Sub-theme
2.1 Comparison
of student
teachers’

Author and Year
Existing knowledge
Mannathoko
WIL “could be very challenging and

How the knowledge contradicts with what I found
The participants mentioned that during their first WIL

(2013:115)

experience, they felt “awkward” (P1), “unsure what to

hence demoralising and sometimes

do” (P4) and found it “interesting” (P3) and “confusing”
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experiences

very frightening experience if

(P4). These feelings however, lessened throughout

of WIL in

students are not well prepared.”

WIL as they felt more at ease. During their second year

year one and

of WIL they knew better what to expect. Their

year two

confidence around children and to teach mathematics
also increased.
Mudzielwana et

WIL enhances “skills to effectively

Participants mentioned that through WIL, they received

teaching

al. (2016:193)

plan and prepare lessons.”

assistance in planning and preparing weekly plans and

experiences

Santoyo and

Support from mentor teachers

lesson plans from the mentor teachers. When

of putting

Zhang (2016:7)

impact student teachers’ learning to

observing participants’ mathematics lessons during

2.2 Learning and

theory into

plan lessons. Mentor teachers assist WIL, the researcher also perused participants’ lesson

practice

student teachers in the construction

plans. Participants indicated briefly what they would do

of lesson plans, to adapt their

in the lessons, the resources they would use, and

lessons and accommodate diverse

activities organised for learners. Some of these lesson

learners.

plans were however vague and did not define the role
of the learners or teacher during the lessons.
Participants do need more assistance in the formation
and construction of lesson plans, as there was no
change in the development of how participants
constructed lesson plans. Mentor teachers also need
to be provided with guidelines on student teachers’
lesson plans in order to support them adequately.
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Griofa and Ruairc

WIL should ensure that “student

Three of the four participants (P1, P3 and P4)

(2013:14)

teachers gain teaching experience

completed their WIL period in their second year at the

student

in a variety of school contexts to

same school as in their first year. Participants therefore

teachers’

reflect the socio-economic and

only experienced the context, code of conduct and staff

WIL practice

cultural mix of society.”

of one school. Even though they were not able to

2.3 The role of
the context in

compare schools, valuable information was found in
participants’ experiences and support received at the
specific schools. The responses provided by
participants on how they experienced the schools
during WIL, encapsulated their first and second
experiences of WIL at the same school.
THEME 3: Support received during Work Integrated Learning
Sub-theme
3.1 Kinds of

Author and Year
Marais and Meier

Existing knowledge
A trustworthy relationship between

How the knowledge contradicts with what I found
Participants indicated that their relationships between

(2004:222)

the student teacher and mentor

the mentor teachers were good and trustworthy (P2,

received

teacher is indispensable. However,

P3). Their communication with their mentor teachers

from the

the mentor teacher “may exploit and

was constructive and they could ask for assistance at

mentor

abuse a cordial relationship by

any time (P1, P4). Participants were not overburdened

teacher

imposing exorbitant demands on the

with additional work during WIL and indicated that they

during WIL

student in terms of workload.”

would like to receive more opportunities to teach during

support

WIL.
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3.3 Support
needed to

Aglazor

Student teachers need to be

None of the participants was able to teach for a full

(2017:108)

responsible for more daily lessons

day. As stipulated from the PHEI, student teachers are

and teach for a whole day.

required to teach three full days in their last week of

strengthen
teaching

WIL (week 4). The number of lessons and

and learning

responsibilities that participants received only

in

increased slightly in year two from year one of WIL.

mathematics

Participants indicated that they would like to receive
more opportunities to teach during WIL.
Abongdia et al.

During WIL visits, assessors should

Three of the four participants had no challenges with

(2015:51)

“give student teachers written and

their assessors visiting the school during WIL practice.

oral feedback. Improvements are

Assessors mostly provided verbal feedback and limited

commended, shortcomings

written feedback. Some assessors only ticked the

highlighted and suggestions made

relevant boxes, whereas one wrote comments on the

on how to, for example, overcome

participants’ lesson (P2). Assessors need to be

anxiety, use nonverbal language to

informed and trained on how to complete the forms, as

enhance their teaching and learning

well as provide verbal and written feedback to ensure

activities, and how to apply a variety

consistency and detailed information. Providing

of strategies to improve their

detailed written feedback ensures that student

teaching.”

teachers can refer back to the feedback and make the
necessary adjustments to their practice.
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A benefit of WIL is to provide student teachers with the opportunity to apply their
theoretical knowledge to classroom-based contexts. This may be challenging as
things do not always happen as the theory explains. It is therefore important to have
a strong foundational knowledge of the theory and CK, in order to apply and adapt it
to fit the situation and context. Participants do need more experience in diverse
contexts in order to apply their CK and theoretical knowledge to different and unique
situations. Placing student teachers in a variety of schools, such as functional schools,
under-resourced schools, or low socio-economic schools prepares them to deal with
challenges and exposes student teachers to authentically diverse schools (Gravett &
Jiyane, 2019). This would enable student teachers to be more confident to teach and
apply strategies in the classroom. Participants indicated that they felt unsure at the
start of their first WIL period in year one, but their confidence improved throughout the
WIL in their second year.

Mudzielwana et al. (2016) avow that WIL assists student teachers to improve on their
lesson planning. Participants also indicated that they received support from mentor
teachers on lesson planning. Participants, however, did not specify on which aspects
of lesson planning mentor teachers supported them. Participants do need more
support in lesson planning, as their lesson constructions were ambiguous without any
detail. In addition, the lesson that one participant presented did not correlate to the
lesson plan or the objective set out for the lesson. The PHEI may thus need to provide
additional guidelines on lesson planning and provide mentor teachers with these
guidelines to support student teachers. Practice-based tasks focusing on lesson
planning and teaching lessons should also be focused on more at the PHEI during
student teachers’ support sessions on Saturdays (outside of the WIL period) in order
to prepare them for WIL practice and the classroom.

In comparison to the findings of Marais and Meier (2004) on overloading student
teachers with too much additional work, participants indicated that to the contrary,
they want to have more responsibility and teach more lessons during WIL.
Participants need to be gradually provided with more responsibility during WIL in order
for them to move from the periphery to the centre of the CoP and become capable
and competent teachers. Mentor teachers should thus entrust their class to student
teachers by handing over their classes over to the student teachers. This may be
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difficult for some mentor teachers (Cain, 2009). Good mentor teachers, according to
Schulz (2005:149), need to prepare student teachers “as leaders, as professionals
who are thoughtful, reflective, inquiring, self-directed, and active participants in goal
setting and decision making”.

Assessors support student teachers by providing verbal and written feedback on
where they can improve on their practice. When the researcher reviewed the
assessment rubrics from assessors, there were inconsistencies from the different
assessors. Most of the assessors only completed the rubric with ticks, without writing
any feedback on where student teachers should improve. The role of the assessor is
to provide support and guidance to student teachers, with their assessment being fair,
consistent, summative and authentic (Winberg et al., 2011). They also need to provide
verbal and written feedback, as argued by Abongdia et al. (2015). Providing written
feedback enables the PHEI to keep a record of student teachers’ progress and
improvement. This data could be made available to other assessors in the following
WIL practice period to determine if there were any changes in student teachers’
practice. Assessors therefore need more in-depth training from the PHEI on how to
assess student teachers and provide verbal, as well as written feedback to student
teachers.

5.3.3 Silences in data
“What is not said may be as revealing as what is said” (Poland & Pederson,
1998:293). This statement of Poland and Pederson (1998) reveals that dialogue and
speech play a significant role in qualitative research. The researcher describes the
data that was expected, but did not prominently arise from the findings.

One of the participants (P1) mentioned in an informal discussion that she found it
challenging to teach in English, as this was not her home language. From the
observation during the participant’s mathematics lesson, she taught her lesson in the
school’s LoLT and was able to use the correct English mathematical vocabulary,
explaining the concept well to Grade R learners. Othman and Saat (2009) avow that
for student teachers whose home language is not English or the same as the LoLT of
the school, there may be a challenge, as they need to be proficient in the LoLT and

Page | 132

teach the content in the LoLT. None of the other participants indicated that teaching
in English, which is not their home language, was a challenge. Most of them only
specified that learners struggled with comprehending concepts in English (P1).

Another challenge was the workload of student teachers during WIL. Student teachers
during WIL still need to prepare for classes on Saturdays and submit other theoretical
modules’ assignments. They are also required to reflect on their lessons, plan and
teach lessons during WIL. These demands can be overwhelming to student teachers
and affect their WIL experience. None of the participants indicated that they were
overloaded with work during WIL. However, three out of the four participants did not
complete a reflection journal on daily lessons taught and observed. This might be due
to participants feeling that it is not worthwhile to have a reflection journal, or that they
did not have time to complete reflections daily.

ADDRESSING THE RESEARCH QUESTIONS FROM THIS STUDY
This study aimed to explore Grade R student teachers’ experiences of WIL practice
and their ability to apply mathematical theoretical knowledge in practice. In Sections
5.4.1 to 5.4.3, the researcher answered the secondary research questions and
primary research question as outlined in Chapter One in this study.

5.4.1 Secondary research question 1
How do Grade R student teachers experience WIL?

This research question was provided to determine Grade R student teachers’
experiences during WIL. Student teachers’ experiences of WIL were closely related
to the definition and benefits of WIL. Therefore, to determine participants’ experiences
during WIL, the researcher firstly had to establish participants’ understandings of WIL.
Participants’ responses regarding their understandings of WIL focused on
experiencing the Grade R classroom and putting their theoretical knowledge into
practice.
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During WIL and experiencing the Grade R classroom, the responses from the
participants revealed that they experience WIL in different ways. Participants
indicated their experiences of their mentor teachers, the schools, and teaching and
learning during WIL. Most of the participants mentioned that they benefitted from WIL
practice and that their experiences were mostly positive. From the time spent doing
WIL they learned a lot about Grade R, learners’ backgrounds and needs, classroom
management, and implementing strategies to assist learners’ learning and
development.

Noguera (2018) asserts that observation is effective, as it provides student teachers
with opportunities to learn the behaviours, strategies, and learner interactions
displayed by the mentor teachers. Richards and Farrell (2011) concur that
observation promotes professional growth in student teachers. Participants’
responses indicated that they learned a lot from observing their mentor teachers
throughout their WIL practice, and could implement some of the strategies in their
own practice, for example with regard to disciplining learners.

The mentor teachers assigned to participants at the school were also supportive in
assisting them with teaching strategies and providing guidance on where to improve
on their practice. Participants indicated that mentor teachers assisted them with
lesson planning and using resources in their teaching. Grade R emphasises using
concrete materials in the classroom when teaching concepts (Were, 2014). However,
this may be a challenge when the schools do not have enough resources available.
This influenced student teachers’ mathematics teaching and consequently, learners’
learning in the Grade R classrooms.
Participants’ positive experiences of being in classrooms included learning about
Grade R, how to teach Grade R learners and gaining knowledge of learners’
backgrounds and interests. Knowledge of Grade R learners’ backgrounds, interests
and needs was acquired during WIL. Participants however indicated that learners’
behaviour differed each day and impacted on their teaching.

Page | 134

5.4.2 Secondary research question 2
How do student teachers apply their mathematical content
knowledge to practice?

In Grade R, teaching is mostly focused on providing learners with play-based
pedagogies (Kortjass, 2015). The researcher observed a mathematics lesson
presented by participant during WIL. Through these observations and interviews, it
was noticed that participants recognised that Grade R focuses more on play
pedagogies, creating an environment with play areas and integrating mathematical
concepts with themes. Most of them were able to teach learners by integrating a
theme into a lesson.

Participants also showed a strong understanding of mathematics concepts.
Participants’ experienced that it was challenging to teach mathematics as learners
sometimes struggled to understand the concepts. Student teachers however need
more guidance in developing PCK to teach learners mathematics in a play-based
manner, use resources and play areas, as well as assist learners with learning
barriers. Student teachers were still learning about which developmental level to set
their lessons at in order for all learners to understand, and to implement strategies
and interventions for learners who need assistance in grasping the concepts.

5.4.3 Secondary research question 3
How can student teachers be supported to strengthen teaching
and learning through their WIL experiences?

Mudzielwana and Maphosa (2014) avow that mentor teachers play an important role
in supporting student teachers during WIL. The researcher concurs with this
statement as participants in this study mentioned that mentor teachers assisted them
throughout the WIL period to enhance their skills and knowledge of becoming
competent teachers. The mentor teacher supported student teachers in planning and
preparing lessons, teaching with resources and accommodating and assisting all
learners to understand the mathematical content.
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Support from the school is also vital in preparing student teachers for the demands
and responsibilities of a teacher. There are, however, areas where the school, mentor
teacher and PHEI can support student teachers to strengthen their teaching and
learning experiences during WIL.

Mentor teachers need to provide student teachers with more assistance in preparing
and constructing lesson plans. Student teachers need guidance on the detail of their
lesson plans such as linking the objectives with the activities, detailed descriptions of
the activities and using the resources listed in the activities. Activities should also be
developmentally appropriate for Grade R learners and in line with the expectations as
set out in the curriculum. Some of the participants’ lessons observed by the assessors
did not correlate with what was stated in the lesson plans. Thus, student teachers
need assistance in applying what is explained in the lesson plan to practice, as well
as to adapt the lessons to fit learners’ needs and abilities. The PHEI’s role is
consequently to provide guidelines to student teachers on how to complete the lesson
plans and provide guidelines to mentor teachers on how to support student teachers
in lesson preparation.

Most of the schools where participants completed their WIL practice were wellresourced. One school (S-C), however, did not have as many resources available
compared to the other schools. The limited resources in this school hindered the
participant from using concrete materials in her lesson and she had to draw on a more
abstract level of writing on the whiteboard to teach learners addition problem-solving.
To enable student teachers to teach effectively during WIL in Grade R, they need to
have resources available to teach, and knowledge on how to create their own
resources from waste material.

The aim of putting theory into practice during WIL is essential. Student teachers are
provided with the opportunity to integrate and apply principles and theoretical
knowledge learnt in real classroom contexts during WIL practice (Mudzielwana &
Maphosa, 2014). By observing student teachers during WIL, the researcher was able
to determine some of the mathematical CK as well as PCK that participants possess.
Participants were able to apply some of the theoretical knowledge gained from the
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modules into practice, such as teaching strategies, activities for teaching certain
mathematical concepts, strategies to support learners’ learning and discipline
methods. Student teachers further enhanced this knowledge through practice by the
support provided by the mentor teachers and the assessors. Feedback from the
mentor teachers and the assessors on where student teachers should improve in their
practice is vital (Bechuke et al., 2013). Suggestions and modelling best teaching
practices to student teachers enable them to make informed decisions and adapt their
theoretical knowledge to fit the situation.

One participant (P2) indicated that she needs more assistance in assessing Grade R
learners. Mentor teachers should therefore provide valuable support during
assessment and involve student teachers more in order to experience how
assessment is conducted in Grade R. Learning about assessment during WIL enables
student teachers to develop their role as assessors as required by MRTEQ (DHET,
2015). Assessment is integrated into the pedagogy modules in the PHEI, however
student teachers also need to improve their experience in applying assessment during
WIL.

Participants indicated that discipline in the classroom is a major challenge. This
finding concurs with Mukeredzi and Mandrona (2013) who found that participants
were concerned about learner discipline. Participants need support on strategies to
implement in the classroom to control and manage discipline in the classroom.
Participants received support from mentor teachers on how to manage the classroom
and were able to implement some of these strategies. With more experience in the
classroom, student teachers may be able to implement more discipline in the
classroom with guidance from their mentor teachers.
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5.4.4 Primary research question
What is the impact of Work Integrated Learning on Grade R
student teachers?

The secondary research questions provided a foundation for answering the primary
research question. From the secondary research questions, the primary research
question is answered.
Participants’ WIL experiences were mostly positive, and they gained immensely from
WIL. Participants understood what WIL meant and their role as student teachers
during WIL practice. Participants were involved in lesson planning, teaching lessons
and implementing strategies to support Grade R learners’ learning.

The impact that WIL had on participants was that their experiences during WIL
enabled them to improve their knowledge of Grade R, the school context, pedagogy
in Grade R, as well as learners’ needs and capabilities. It is evident that factors such
as contextual challenges, learners’ behaviour and availability of resources negatively
influenced participants’ experiences of WIL. Contextual challenges influenced
participants’ teaching by limiting their opportunities to teach; learners’ behaviour
influenced their teaching as they struggled to manage time and manage the
classroom; and they were unable to teach developmentally appropriate lessons due
to a lack of resources.

With the support provided by the mentor teachers and assessors from the PHEI,
participants had more positive than negative experiences during WIL. Focusing on
the positive aspects, enabled them to develop and augment some of the
competencies and roles of a teacher (DHET, 2015). Furthermore, participants
increased their CK and PCK through WIL and their confidence increased as well as
their ability to adapt their theoretical knowledge to assist learners’ learning of
mathematics.

It was found that participants still need guidance and support to strengthen their WIL
experience and practice. They need support to impact their WIL experience positively
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with regard to lesson planning, availability of resources and managing classrooms
and also need to be provided with more opportunities to implement play-based
pedagogies in Grade R. Thus, student teachers should be placed at functional
schools, with mentor teachers that are qualified and can adequately support student
teachers to apply their theoretical knowledge to practice.

THE VALUE OF THE THEORETICAL FRAMEWORK TO THE RESEARCH
FINDINGS
The literature added value to the explanation, benefits and experiences of student
teachers’ WIL practice. By studying the existing literature on WIL, the researcher was
able to develop a comprehensive understanding of the concept of WIL and its impact
on student teachers’ teaching and learning. In addition, the literature constituted
elements and information that were grounded in the theoretical framework of Situated
Learning. The situated learning theory of Lave and Wenger (1991) highlights aspects
that relate to and identify the importance of WIL to enhance student teachers’ teaching
and learning of mathematics in context.

The situated learning theory strongly focuses on the notion that learning experiences
take place in a situated context. Interaction with others and participation in the context
are thus vital in order for learning to take place. Learning is, therefore, part of a social
practice (Fuller et al., 2005) and the more experiences that individuals receive in the
context, the more they understand the practices that occur in the context.
The concepts of “legitimate peripheral participation” and “communities of practice”
(Gowlland, 2014:761) were highlighted to explain the value of the theoretical
framework in this study.

5.5.1 Legitimate peripheral participation
At the start of student teachers’ WIL period in their first year, they were regarded as
newcomers in the teaching profession. During their first year, student teachers were
placed in a school for three weeks for WIL. In the first week, student teachers were
required only to observe the mentor teacher. According to Lave and Wenger (1991),
newcomers (student teachers) start their learning experience in a context by slowly
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being introduced to the context. The following two weeks, provided student teachers
with the opportunity to teach a few lessons per week. In this study, participants
indicated that in their first experience during WIL in their first year, they mostly
observed the mentor teacher and were able to teach a few lessons.

In their second year, student teachers were placed in schools for four weeks. They
also observed the mentor teacher for the first week and were required to gradually be
provided with opportunities to teach more lessons each week. For three days of the
last week of WIL practice, student teachers were required to teach three full days.
Providing student teachers with more opportunities to teach enables them to get more
experience in the classroom and with learners, and consequently become less
peripheral in the teaching community (Gowlland, 2014).

In order to become less peripheral in the teaching community, student teachers took
part in the demands as set out by the PHEI, the school and the mentor teacher. In
other words, student teachers were required to plan and prepare weekly and daily
lesson plans, teach lessons, organise the classroom, prepare resources and reflect
daily. During this process, student teachers engaged with others such as the mentor
teacher by sharing ideas, asking for guidance or referring to the learning material
(modules). Engagement is vital for student teachers to gain knowledge and skills and
thus move from the periphery to the centre of the community of practice (Handley et
al., 2006).

5.5.2 Communities of practice
The findings of this study shed valuable light onto participants’ experiences of forming
communities of practice during WIL with their mentor teachers. The mentor teachers
shared their classrooms, knowledge, skills, resources and activities with the student
teachers (participants) by modelling good teaching practices to them (Wenger, 1998).
In addition, with the guidance from the mentor teacher, the assessor also provided
support in which student teachers attempted to teach and implement strategies to
assist learners’ learning and taught a lesson in a play-based manner with resources.
The more student teachers engaged with the mentor teachers, schools and learners,
the more they moved from the periphery to full participation in the community of
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practice. In moving to the centre of the CoP (full participation), student teachers are
able to become more independent, participate more in discussions, and share
activities and practices with others.

Participants in this study increased their knowledge and learnt valuable skills during
WIL. As part of a CoP, student teachers received support from the mentor teachers
and assessors in order to develop professionally as teachers. Support from the
mentor teachers and assessors included, for example, providing feedback and
suggestions on participants’ taught lessons. Further research can however be done
on whether student teachers implement the feedback and suggestions from mentor
teachers and assessors.

Through WIL, with the guidance from the mentor teachers, participants moved away
from the periphery. However, student teachers need more experience in diverse
contexts and more opportunities to teach in order to move closer to the centre of the
CoP (full participation).

From the
periphery

To full
participation

Figure 5.2: Move from the periphery to centre of CoP (full participation)

Participants also indicated that they would like to be provided with more opportunities
to teach lessons. Engaging participants in teaching more lessons would enable them
to implement effective learning strategies, manage the classroom and assess
learners adequately.

Section 5.7 provides recommendations for the PHEI with regard to improving student
teachers’ WIL experiences. These recommendations are provided to enable Grade R
student teachers in the Diploma in Grade R programme to move from the periphery
to full participation at the end of their three-year diploma. This would consequently
develop capable and competent Grade R teachers who are able to put theory into
practice and build a strong foundational knowledge of mathematics in Grade R
learners for later years.
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LIMITATIONS OF THE STUDY
By utilising a qualitative research study, both strengths and weaknesses arose
(Creswell, 2014). The challenges that limited the study were noted and dealt with in
the best possible manner to enable the researcher to become a more skilful
researcher.
Throughout the study, the reality of participants’ experiences from their viewpoints
was important to consider, which included being cognisant of multiple aspects. The
findings of this study can, however not be generalised to the larger population (Rule
& John, 2011). The purpose of this study was not to generalise the findings but instead
to interpret and obtain an in-depth understanding of student teachers’ experiences of
WIL practice. This study focused only on four student teachers and therefore, the
results are only true for these four participants. The interpretation and
recommendations made (see Section 5.7) may however be true for other student
teachers as well, in relation to transferability (Rule & John, 2011).

Only one researcher conducted this research study. The case studies may therefore
be selective, biased and subjective to the researcher’s views. The use of a variety of
data collection methods to ensure triangulation strengthened the trustworthiness of
the study.

An additional data collection tool, such as a questionnaire, could have been used
together with the interviews in order to gather data that are more comprehensive from
participants on their answers in the questionnaires. This would have provided
participants with more aspects to focus on in the discussion of their experiences of
WIL, as language differences between the participants and the researcher may have
been a possible limitation. This language difference may have influenced the manner
in which the researcher interpreted the results. The researcher however included
member checking in order to confirm the emerging themes and thus reflect
participants’ responses as true.
The possibilities of ongoing and future research on student teachers’ WIL experiences
in Grade R are discussed as recommendations in the following section.
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RECOMMENDATIONS
For this study to yield substantial and valuable insight, the research provides
recommendations for further research on improving WIL practices for student
teachers. The following recommendations are grounded on the research findings
(Chapter Four) and literature review (Chapter Two).

5.7.1 Recommendations for strengthening mentor teacher support during
WIL through training
The theoretical framework of situated learning identified possible areas that should
be addressed with regard to the support mentor teachers provide to student teachers.
To enable student teachers to become competent and effective Grade R teachers
and reach full participation (centre of the CoP) by the end of their diploma, mentor
teachers need to follow the guidelines as set out by the PHEI and provide student
teachers with opportunities to teach.

In order to assist mentor teachers in supporting student teachers, PHEIs should
provide mentor teachers with a support-training programme, as well as clear
guidelines on what they expect from them. In addition, the PHEI can set up a
mentoring support system in every school or area to extend the capacity of the
mentoring training programme. Thus, the partnership between the PHEI and the
schools needs attention in order to achieve the outcomes of WIL.

5.7.2 Recommendations for strengthening WIL assessment
The findings of the study showed that although participants were assessed during
WIL, there was however inadequate written and detailed feedback and commentary
on participants’ lessons. Assessors who visit student teachers during WIL practice
should be adequately trained on performing the assessment and proving verbal and
written feedback on student teachers’ lessons. This is to ensure fairness, consistency
and a track record of areas where student teachers need to improve.

Assessment during WIL should also occur more frequently to ensure that student
teachers implement the suggestions provided by the assessors and mentor teachers.
Mentor teachers should also be present during the assessment to provide their
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suggestions and own evaluations of the lessons as well. Communication between the
mentor teachers, assessors and institution should be effective. The mentor teachers
and assessors should discuss student teachers’ progress with the institution to
establish where the student teachers need assistance and whether another visit is
required.

5.7.3 Recommendations for reinforcing the integration of theory into practice
The aim of WIL is to apply theoretical knowledge to context-based environments.
Student teachers thus need more guidance and opportunities to put the theory
learned into authentic situations in the classroom.

During WIL, student teachers should be provided with more opportunities to teach
lessons in the classroom. These lessons should involve teacher-guided lessons as
well as child-initiated activities in Grade R. The mentor teachers’ feedback after
student teachers’ lessons is therefore vital and student teachers’ learning
performance and progression can thus be regulated.

Modules in the programme should also focus more on learner support integrated into
the specific subjects, as well as error analysis in order to improve student teachers’
ability to analyse and support Grade R learners’ misconceptions. The modules and
the student support sessions on Saturdays should also emphasise more practicebased learning in order to integrate the theory into practice. This would consequently
improve student teachers’ lesson preparation and planning by incorporating microlessons, simulation lessons, and lesson studies into the support sessions.

5.7.4 Recommendations for exposing student teachers to more diverse
contexts
Student teachers need to be exposed to a variety of school contexts in order to
improve their ability to be flexible and adapt their teaching according to learning
situations. This would enable student teachers to develop the competencies of a
teacher as set out in MRTEQ (DHET, 2015:64), for example, teachers must
“understand diversity in the South African context in order to teach in a manner that
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includes all learners”, as well as “able to manage classrooms effectively across
diverse contexts in order to ensure a conducive learning environment”.

The PHEI should therefore ensure that student teachers are placed at different
schools for each WIL practice period.

SUMMARY
Chapter Five provided an interpretation of the findings of this study that are
underpinned by existing literature and the theoretical framework of situated learning.
The identified emergent themes and sub-themes were reorganised in a more
structured manner to interpret the findings accordingly. The findings (from Chapter
Four) were analysed and presented in table form. The researcher endeavoured to
answer the underlying research questions of this study. This chapter was concluded
by providing limitations and recommendations to stakeholders.
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ANNEXURE A
Grade R student teacher letter of consent (3 pages)

September 2019

Dear SANTS Grade R student teacher,

INVITATION TO PARTICIPATE IN A RESEARCH PROJECT
My name is Mariaan Jacobs. I am currently registered as a Master’s degree student
at the University of Pretoria in the Department of Early Childhood Education. I am
working as a lecturer at SANTS Private Higher Education Institution. I am interested
in SANTS Grade R student teachers’ experiences of Work Integrated Learning (WIL)
and the impact it has on their teaching and learning of mathematics. The title of my
study is Grade R student teacher experience of Work Integrated Learning.

This study will be conducted under the supervision of Dr Roy Venketsamy in the
Department of Early Childhood Education at the University of Pretoria.

I would, therefore, like to invite you to participate in the collection phase of this
research study. This data collection phase will include:
1) interviews pertaining to your WIL period;
2) the observation of a mathematics lesson during WIL; and
3) completing and submitting your reflection notes, assignment and lesson planning
after WIL.
The data collected will assist me in determining student teachers’ previous and
current experiences of WIL. This data will, consequently, assist me in establishing
whether there is any change in Grade R student teachers’ experiences and enable
them to put mathematical knowledge into practice. By determining these WIL
experiences, it is possible to strengthen the Diploma in Grade R programme by
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implementing strategies to support student teachers’ teaching and learning
throughout their WIL practice.

Your participation in this research is entirely voluntary. If you accept to take part in
this study willingly, your anonymity and confidentiality will be guaranteed. This
anonymity will be assured by not using your actual name in the research. You may
also withdraw from the research at any moment, and you will not be penalised in any
manner. You can also be assured that your decision to withdraw will be respected.

The interviews and observation will not disturb the normal teaching activities; in
particular, no tuition time will be lost. Incentives will not be given, and there will be no
implications on your academic assessments for participation or non-participation.

If you decide to take part in this research study, you will be asked for consent that
audio recordings may be used during the interviews. These recordings will only be
used to make a transcription of the data easier and more accurate. The audio
recordings will be kept safe and stored in a secure and password locked laptop. Only
my supervisor and I will be able to access the audio recordings, and the recordings
will only be used for academic purposes in this research study.

At the end of the data collection and analysis phase, you as the participant may have
access to the data from this research study. On request, you will be able to verify the
views, the transcriptions of the interviews and the notes of the observation.

You are more than welcome to ask questions before or during the time of participation.
If you have any concerns, please notify my supervisor or me.

Kind regards,
____________________________
Mrs Mariaan Jacobs
Lecturer
SANTS Private Higher Education Institution
Email: mjacobs8467@gmail.com

____________________________
Dr Roy Venketsamy
Supervisor
University of Pretoria
Email: roy.venketsamy@up.ac.za
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PERMISSION FOR RESEARCH

I, ____________________________________________, hereby give permission to Mariaan
Jacobs to include me as a participant in her research study entitled Grade R student teacher
experience of Work Integrated Learning. I understand that my participation in this study is
voluntary, that my anonymity and confidentiality will be protected, that interviews will be audiorecorded, and that I may withdraw at any moment from this study.

Signature: ______________________________
Date:_____________________________
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ANNEXURE B
Principal letter of consent (2 pages)

September 2019

Dear Principal,

REQUEST TO COLLECT DATA FROM SANTS STUDENT TEACHER(S) DURING
WORK INTEGRATED LEARNING IN YOUR SCHOOL
My name is Mariaan Jacobs. I am currently registered as a Master’s degree student
at the University of Pretoria in the Department of Early Childhood Education. I am
working as a lecturer at SANTS Private Higher Education Institution. I am, therefore,
interested in SANTS Grade R student teachers’ experiences of Work Integrated
Learning (WIL) and the impact it has on their teaching and learning of mathematics.
The title for my research study is Grade R student teacher experience of Work
Integrated Learning.

This study will be conducted under the supervision of Dr Roy Venketsamy in the
Department of Early Childhood Education at the University of Pretoria.

I would like to request permission from the school to gather data for my research. This
research is done through the University of Pretoria by interviewing and observing
SANTS student teachers while they are doing their WIL at your school. The data will
be gathered from SANTS student teachers only.

Data collection will involve these student teachers, who choose to participate, by firstly
being included in an interview during their WIL period to find out what their
experiences are of WIL. Secondly, the student teacher is required to present a
mathematics lesson to Grade R learners in which the student teacher will be observed
by the researcher. The data collected will assist in strengthening the Diploma in Grade
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R programme in which student teachers are enrolled in, at SANTS, by implementing
strategies to support them during WIL. The interview and observation together will not
take longer than 30-45 minutes in a venue at the school, convenient for the student
teacher. The learners’ identities will not be known by any person involved in the study
other than the student teacher (participant). The interview and observation will not
disturb the normal teaching activities; in particular, no tuition time will be lost.
Incentives will not be given to participants, and there will be no implications for
academic assessments for participation or non-participation.

The University of Pretoria will remain custodians of all the research findings. Your
favourable consideration of this request will be greatly appreciated. Please sign the
attached request that you are aware of and support that the selected student
teacher(s) completing WIL at your school may participate in the research study.
Kind regards,
____________________________
Mrs Mariaan Jacobs
Lecturer
SANTS Private Higher Education Institution
Email: mjacobs8467@gmail.com

____________________________
Dr Roy Venketsamy
Supervisor
University of Pretoria
Email: roy.venketsamy@up.ac.za

PERMISSION FOR RESEARCH

I, ____________________________________________, hereby give permission to Mariaan
Jacobs to include selected SANTS student teachers at my school to participate in her research
entitled Grade R student teacher experience of Work Integrated Learning.

Signature: ______________________________
Date:_____________________________
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ANNEXURE C
Manager Director letter of consent (2 pages)

September 2019

Dear Mr Jaco Bernard,

REQUEST TO COLLECT DATA FROM SANTS STUDENT TEACHER(S)
I am currently registered as a Master’s degree student at the University of Pretoria in
the Department of Early Childhood Education. Working as a lecturer at SANTS
Private Higher Education Institution, I am interested in SANTS Grade R student
teachers’ experiences of Work Integrated Learning (WIL) and the impact it has on
their teaching and learning of mathematics. The title of my research study is Grade
R student teacher experience of Work Integrated Learning.

This study will be conducted under the supervision of Dr Roy Venketsamy in the
Department of Early Childhood Education at the University of Pretoria.

I would, therefore like to request permission to gather data for my research, being
done through the University of Pretoria, from SANTS student teachers. During the
collection phase of this research study, SANTS student teachers will be involved in
1) interviews pertaining to their WIL period; 2) classroom observation of a
mathematics lesson during WIL; and 3) completing and submitting their reflection
notes, lesson planning and assignment after WIL. The data collected will assist me in
determining student teachers’ past and current experiences of WIL. This data will
contribute to determining student teachers’ experiences of WIL, and their ability to put
mathematical knowledge into practice. By determining these experiences, it is
possible to strengthen the Diploma in Grade R programme by implementing strategies
to support student teachers during WIL.
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SANTS student teachers’ participation in this research will be voluntary. Their
anonymity and confidentiality will also be ensured by not using their actual names in
the research study. They may also withdraw from the research at any moment. The
interviews and observation will not disturb the normal teaching activities; in particular,
no tuition time will be lost. Incentives will not be given to participants, and there will
be no implications for academic assessments for participation or non-participation.

SANTS student teachers will be asked for consent to make audio recordings during
the interviews. These recordings will only be used to make a transcription of the data
easier and more accurate. The audio recordings will be kept safe and stored in a
secure and password locked laptop. Only my supervisor and I will be able to access
the audio recordings, and the recordings will only be used for academic purposes for
this research study.

On request, the findings of this research study will be available to you. If you have
any concerns or questions, please notify my supervisor or me.

Kind regards,
____________________________
Mrs Mariaan Jacobs
Lecturer
SANTS Private Higher Education Institution
Email: mjacobs8467@gmail.com

____________________________
Dr Roy Venketsamy
Supervisor
University of Pretoria
Email: roy.venketsamy@up.ac.za

PERMISSION FOR RESEARCH

I, ____________________________________________, hereby give permission to Mariaan
Jacobs to include selected SANTS student teachers to participate in her research entitled Grade
R student teacher experience of Work Integrated Learning.

Signature: ______________________________
Date:_____________________________
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ANNEXURE D
Student teacher interview schedule

SEMI-STRUCTURED INTERVIEW QUESTIONS
1.

What do you understand by the term Work Integrated Learning (WIL)? Explain
your understanding of WIL in detail?

2.

Why do you think WIL is an important part of teacher professional development?

3.

Briefly, explain your experience of WIL in your first year.

4.

How many weeks did you spend on Work Integrated Learning in your 1st year
and 2nd year?

5.

How many lessons did you teach during your 1st year and 2nd year of WIL?

6.

How many lessons did you observe your mentor teacher teach in your 1st year
and 2nd year of WIL?

7.

How were you supported during your first WIL experience?

8.

Share your learning experience of WIL in your first year? (I.e. what have you
learnt during WIL in your first year.)

9.

Have your previous experience from WIL in year 1 helped you to plan for
teaching and learning during 2nd year? Explain

10. How will you compare your support during WIL in year 1 and year 2?
11. Please share your experience of WIL at your school.
12. Explain how you have benefitted from WIL (to improve your practice).
13. What kind of support are you receiving from the school?
14. How can your experience at this school be improved?
15. What kind of support do you get from your mentor teacher?
16. How has your mentor teacher assisted you in planning for teaching and
learning?
17. Provide ways in which you think you could have been supported differently.
18. Provide ideas on how you think schools can support pre-service teachers to
strengthen their WIL experience.
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ANNEXURE E
Mathematics lesson observation schedule
Participant _________________
Research site: ______________
Aspects to note

Date of visit: ____________________
Length of session: _______________
Description

Interpretation
Positive aspects

Negative aspects

Order of events
Strategies used during a mathematics
lesson
The use of resources during a
mathematics lesson
Appropriate use of mathematical
language during lesson presentation
Preparedness in teaching the
mathematics content
The involvement of the learners during
the mathematics lesson
Classroom/school context

Any other areas
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