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The Bachelor of Education (BEd) undergraduate degree at a university in the Gauteng province, South Africa, aims to
prepare pre-service teachers by using their experiences to expose them to the South African schooling context. This is done
using a scaffolded process that includes formative assessment, summative assessment and Work-Integrated Learning (WIL,
also known as teaching experience). This paper describes research findings based on a sequential mixed method design used
within a constructivist paradigm to collect data on the role of assessment in pre-service teacher preparation. Eighty
participants answered 16 questions on a nominal scale, and from this sample, 8 participants took part in semi-structured, oneon-one interviews. Based on the findings, it was concluded that all types of assessment were beneficial for pre-service
teacher preparation as part of an assessment schedule – especially the case with WIL. However, WIL was criticised for not
aligning with the current context and for a need to include the realities of paperwork, policies and systems as well as the
emotional strain experienced by in-service teachers. The results suggest that by making WIL more authentic could impact
pre-service teachers during their careers when deciding whether to remain in the profession.
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Introduction

In this article we report on a research study aimed at determining the relationship between assessment and the
preparation of pre-service teachers for teaching practice. The first objective of the study was to determine
whether assessment adequately prepared pre-service teachers for in-service experiences. The second objective
was to determine how and whether WIL assessment provided pre-service teachers with an interface between
what the university assessed and what pre-service teachers experienced in schools.
This study is relevant to South African and international institutions offering a Bachelor of Education
degree as it provides insight on the types of assessments that institutions can use to best prepare pre-service
teachers during their studies. Institutions can also focus on the types of WIL experiences that pre-service
teachers are being exposed to.
The BEd undergraduate degree presented at a Gauteng university where the study was conducted uses a
scaffolded assessment process to prepare pre-service teachers for future teaching in the South African context
(Aragon, Culpepper, McKee & Perkins, 2014; Faez, 2012). The diverse contextual environment in South Africa
can be challenging for teachers who are not prepared to accommodate learners from different genders, races,
religions, cultures, languages and/or disabilities (Faez, 2012; Landsberg, Krüger & Swart 2016; Matsko &
Hammerness, 2014). It is essential to monitor the development of pre-service teachers through assessment to
identify whether they are aware of how the schooling system works and whether they are prepared to operate
within that environment (Engelbrecht, Nel, Nel & Tlale, 2015; Walton, Nel, Muller & Lebeloane, 2014).
Mentorship plays a role in assisting pre-service teachers to feel better prepared for these environments while
also learning how to manage classroom discipline within an inclusive environment (Christoforidou, Kyriakides,
Antoniou & Creemers, 2014). According to Brown, Lee and Collins (2015), well-prepared pre-service teachers
whom they surveyed in the United States of America felt confident about handling day-to-day situations in the
classroom, leading to job satisfaction. This appears to contrast with the experiences of novice and in-service
teachers in South Africa who have raised concerns about job satisfaction, and report feeling overwhelmed due to
a lack of preparedness (Walton et al., 2014).
Literature Review

Within the BEd programme, assessment is a scaffolded process that gradually prepares pre-service teachers for
formal assessment. During the first two years of their teaching experience, pre-service teachers are not formally
assessed on teaching practice during the observation period or teaching experience, as the purpose of the
observation period is to allow pre-service teachers to become familiar with the expectations and contextual
challenges of teaching (Landsberg et al., 2016). During this period pre-service teachers gradually start teaching
classes and are assessed on their reflection of these experiences by completing formative assessments in the
form of assignments. During the last two years of WIL, pre-service teachers are assessed formally on their
teaching practice on how they incorporate the theoretical component of their BEd degree practically into the
classroom (Tuytens & Devos, 2011; Waggoner & Carroll, 2014; Wiliam, 2011). Over the span of their teaching
experience, feedback is provided by the mentor teachers and lecturers to guide the pre-service teachers’ teaching
practice and to establish an understanding of best practice (Department of Higher Education and Training,
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2015b). Assessment of the pre-service teacher becomes gradually more stringent as more comes to
be expected of them.
Assessment of pre-service teachers

As noted above, assessment is a scaffolded process,
important for pre-service teacher preparation. Assessment is a tool that monitors the development of
pre-service teachers, indicating their achieved level
of mastery. It is a continuous process and should
have clear intended outcomes. These processes and
outcomes include pre-service-teachers’ study patterns, their understanding of the learning content
and lecturers’ grading and feedback of assessments
(Brookhart, 2004). This underlines the importance
of assessment as a structured and scaffolded process for preparing pre-service teachers. Assessment
of pre-service teacher preparation needs to be valid
and reliable. Valid assessment must measure the
level of mastery in relation to the outcomes stipulated by the course content. Assessment also needs
to be reliable, with pre-service teachers evaluated
in a manner that is free from bias. Assessment that
is valid and reliable gives a reliable and authentic
indication of pre-service teacher preparation (Reddy, Le Grange, Beets & Lundie, 2015).
In this study we used Kirkpatrick’s four levels
of evaluation (Tuytens & Devos, 2011), namely:
reactions, learning, transfer and results. Level one
focuses on how the pre-service teacher reacts to the
content. Positive reactions do not guarantee learning, while negative reactions may decrease the possibility of learning. Level two focuses on how
much has been learnt and whether there has been
an advance in skills, knowledge or attitude through
what has been conveyed. Level three focuses on
how this information has changed the pre-service
teacher’s behaviour. This is where pre-service
teachers begin to modify their practice according to
the information they have gained. Level four determines how the pre-service teacher has changed
his or her practice as a direct result of what has
been learnt and understood about the expectations
of the role (Kirkpatrick & Kirkpatrick, 2016). Preservice teachers who complete the BEd undergraduate degree are assessed using both formative and
summative assessment in addition to practical assessment through WIL (Tuytens & Devos, 2011;
Waggoner & Carroll, 2014; Wiliam, 2011).
Formative assessment

Formative assessment is a continuous process that
provides evidence about pre-service teachers’ ability to integrate course content into informed teaching practice (Sztajn, Confrey, Wilson & Edgington,
2012). Examples of formative assessment include
class activities, group work and assignments that
are integrated into classroom practice (Wiliam,
2011). Wiliam (2011) suggests that formative assessment should be used as a guideline to make

instructional decisions that Verberg, Tigelaar and
Verloop (2015) believe support learning and aid
development. Learning support and development
can be achieved through timely and specific feedback of performance which is connected to the preestablished criteria of the course content (Sztajn et
al., 2012).
Feedback has been found to motivate preservice teachers (Wiliam, 2011) to reflect on developmental areas (Gulikers, Biemans, Wesselink &
Van der Wel, 2013), enabling the learning process
to be scaffolded by the lecturer or mentor teacher
through re-teaching, revisiting and emphasising
content not yet mastered (Cornish & Jenkins,
2012). Formative assessment informs summative
assessment (Gulikers et al., 2013) as it not only
recognises strengths but identifies developmental
areas in pre-service teachers’ practice before they
complete a summative assessment designed to provide evidence of teacher performance and to identify whether the teacher has been prepared adequately to receive certification (Cornish & Jenkins,
2012).
Summative assessment

Summative assessment identifies the level of mastery of the pre-service teacher in relation to the
outcomes stipulated by the course content (Gulikers
et al., 2013) and can also indicate the pre-service
teacher’s level of competency (Bakx, Baartman &
Van Schilt-Mol, 2014). The results obtained from
summative assessments are used to judge the preservice teacher’s performance after a process of
scaffolded learning support and development and
are the outcomes of assessment, as previously mentioned in the review of literature. These results are
quantifiable and should align with the pre-service
teacher’s successful induction into the field of
teaching (Cornish & Jenkins, 2012). Summative
assessments are conducted at the end of the learning cycle as the final level of task complexity that
acts as a reflection of the pre-service teacher’s
preparation (Nel, Nel & Hugo, 2012) and should be
used in conjunction with the results obtained from
WIL teaching practice.
The constructivist position argues that the
learner needs an opportunity to interact with sensory data, as experienced through the WIL component of assessment, which prepares pre-service
teachers for the future school context. This requires
the pre-service teacher’s active participation and
engagement as he or she reflects on social experiences and interactions through the process of assimilating and accommodating of new knowledge
to reach equilibrium (Nel et al, 2012). During assimilation, the pre-service teacher is taught skills,
abilities, values and attitudes that are required for
in-service teaching (Piaget, 2013). The pre-service
teacher takes this information and tries to make
meaning of these and their own attributes until they
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reach acceptance of these attributes through accommodation. Equilibrium is reached when the
assimilated actions and accommodations of preservice teachers have led to a desired result (Piaget,
2013): a confident and prepared pre-service teacher. During the learning process, universities are
making an effort to prepare pre-service teachers by
equipping them with attributes believed to be important for future teachers, in which knowledge is
constructed through experiences and supportive
learning. Woolfolk Hoy (2014) reiterates the importance of learning that is embedded in authentic
experiences through the process of self-awareness,
shared responsibility and the exploration of multiple perspectives. WIL is discussed in the next section, using experiential learning theory.
Work-integrated learning

The BEd undergraduate degree offers a range of
summative and formative assessments including
those related to WIL. This learning is based on the
experiential learning theory as described by Kolb
(2015). Kolb describes experiential learning as a
transformative learning process that requires preservice teachers undergo an ongoing four-stage
cycle of learning through experience.
The learning process begins with concrete experiences which provide pre-service teachers with
information. In the South African schooling context, they gain these experiences through WIL (also
known as teaching experience). Pre-service teachers then use these experiences to progress to stage
two in which they process the experiences by reflecting on them to construct new understandings
about them. During reflection, the pre-service
teachers deconstruct these experiences with their
newly gained information to inform and improve
their practice. Reflection takes the newly gained
information and makes it meaningful to the preservice teachers, drawing on the human experience
of perception and interpretation to construct new
meanings (Goby & Lewis, 2000; Sherwood & Horton-Deutsch, 2012).
Once reflection has occurred, pre-service
teachers then progress to stage three, which is abstract conceptualisation. Pre-service teachers take
this new, meaningful information and apply it to
multiple aspects of their teaching. For example, the
pre-service teacher may note that one class of
learners responds to positive reinforcement using
stickers or praise written in their books, while another class may respond to being allowed to leave
earlier for break. The teacher could then use this
specific information about each class to apply to
multiple aspects of their teaching such as classroom
discipline strategies, management and motivation.
The last of the four stages is active experimentation, in which pre-service teachers test their ideas
in real-life situations (Schenck & Cruickshank,
2015; Weinstein, 2013). The cycle then begins
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again as the pre-service teacher actively experiments in the classroom and forms new concrete
experiences. The process is transformative in that it
allows pre-service teachers to take in new information, make it meaningful and construct their own
practice (Goby & Lewis, 2000). Knowledge is constructed through concrete experiences in the classroom and abstract experiences that take place
thereafter. Both concrete and abstract experiences
are beneficial in preparing pre-service teachers
(Kolb, 2015).
The theory behind WIL is that it encourages
students to reflect on their practice and refine it
through experience. WIL is the practical component of the BEd degree that exposes pre-service
teachers to the schooling context from their first
year in a scaffolded manner.
Pre-service teachers specialising in the Senior-Further Education and Training (FET) phase
BEd undergraduate qualification need to complete
teaching experience in Grades 7 to 12. In their first
year of WIL, they are exposed to the school’s context during the observation week (Department of
Higher Education and Training, 2015a). Following
this, pre-service teachers have the opportunity to
observe the classroom through the lens of their
mentor teacher by focusing on teaching approaches, classroom management strategies and organisational and administrative tasks associated with the
profession (Lee, Tice, Collins, Brown, Smith &
Fox, 2012). During this time, the pre-service teacher can ask questions and raise concerns with the
mentor teacher to develop content-specific information (Matsko & Hammerness, 2014). The preservice teachers are required to teach for three
weeks in their second and third years and to
demonstrate what they have learnt during this time
through formative assessments, which are marked
by their lecturers. In their final year, pre-service
teachers are required to complete twelve weeks of
teaching experience at a school. During this time,
the pre-service teacher will be expected to prepare
and present at least one lesson that is externally
evaluated by their lecturer (Council of Higher Education, 2011). The lecturer will use a rubric to
evaluate the pre-service teacher on their level of
competence in the classroom ranging from classroom presence, classroom management, introduction of the lesson, transition into the teaching-andlearning phase and how the student concludes the
lesson (Bakx et al., 2014). All aspects that are evaluated during this evaluation stem from the expectations of the student at the stipulated National Qualifications Framework (NQF) level and in terms of
the Department of Higher Education and Training
(2015b).
Methodology

A constructivist lens was the most appropriate for
this study as this paradigm provides an explanation
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of how pre-service teachers construct their own
reality about preparation during their undergraduate
BEd studies through events and activities. Constructivism assumes that knowledge is constructed
socially as people interact with the world around
them (McMillan & Schumacher, 2014), and that
multiple realities exist because reality is constructed through personal experiences, interpretation and
application of knowledge (Du Plooy-Cilliers, Davis
& Bezuidenhout, 2014). This research paradigm
was the most suited to the aim of this study as we
focused on multiple realities constructed by participants during their BEd undergraduate degree and
their experiences gained during their first few years
as novice teachers (Charmaz, 2014). We were then
able to investigate the meaning underlying these
events and activities to find a shared truth.
In this study we needed to take these multiple
realities into consideration as all pre-service teachers have different learning experiences of assessment, depending on their assimilation and accommodation of information. Reasons for this include
whether they had read the expectations before starting the assessment; time taken to complete the assessments; whether they had consulted with others;
whether they had read through feedback and remembered to apply it to their next task; how much
time they had set aside to study for tests and examinations; and whether they knew how to study effectively according to their learning styles. To identify meaningful patterns or trends in the assessment
of pre-service teacher preparation for the South
African schooling context, the study explored these
realities through a mixed method design.
In this study we used an explanatory, sequential mixed method designed to answer the research
question. We examined, firstly, whether pre-service
teachers were prepared for the South African context (quantitative research) and, secondly, how they
were prepared through assessment for the South
African context (qualitative research). The purpose
of the explanatory, sequential design was to understand the multiple realities formed by each participant within their specific teaching contexts and the
factors that determined whether, and how, they
were prepared for this context (Tran, 2016).
Population

Participants were purposively sourced through social media. Eighty novice teachers who had completed a BEd undergraduate degree (Senior-FET
phase) from a university and who had one to five
years’ experience voluntarily participated in the
quantitative data collection. In order for us to develop an understanding of how this four-year qualification prepared pre-service teachers, all participants were required to have a BEd undergraduate
degree. No participants with a post-graduate certificate in education were selected as they did not
hold a four-year qualification. The participants

completed a questionnaire containing 16 questions
focusing on assessment preparation.
Eight participants volunteered to complete the
interview based on their preparation for the teaching profession and were divided into three participant types, namely: confirming cases, disconfirming cases and neither confirming nor disconfirming
cases. Participants who were prepared answered
“yes” to more than 93% of the questions (confirming cases), participants who were unprepared answered “no” to 40% or more of the questions (disconfirming cases) and participants who were moderately prepared answered “yes” to 50% of the
questions. Participants who scored 7.5 were exactly
mid-way between a confirming or disconfirming
case and could not be considered as either, forming
a third participant type. All three participant types
were selected for semi-structured, one-on-one interviews so that we could gain insight into why
some participants felt adequately prepared through
assessment, some felt inadequately prepared and
some felt prepared in some areas but not in others.
Using the three participant types helped to contextualise the data by indicating whether the frequency
of responses was linked to the South African
schooling context.
Quantitative Data Collection and Analysis

Quantitative data were collected using a selfadministered, closed-ended questionnaire with 16
“yes”/“no” questions that included a comment section to allow for elaboration on the nominal scale
responses.
Once data had been collected from all 80 participants, analysis was done using deductive reasoning, also known as “top-down” logic (McMillan
& Schumacher, 2014). The process of deductive
reasoning takes one or more statements (or premises) made by participants and uses these to reach a
logical conclusion. An argument is “deductively
valid if its conclusion follows with certainty from
the premises,” meaning that the conclusion drawn
from the premise is true (Dowden, 2017:335). The
data were transcribed into an Excel document using
the coded segments in the questionnaire. For the
comment section, the coding system needed to differ from the first two tabs. The comments were
read and annotated using open coding; this allows
the researcher to ask questions about the data and
make comparisons between data to find differences
and similarities.
Transcripts were annotated with labels that
included relevant words, phrases or sentences.
Open coding enabled us to interpret the meaning of
the multiple realities experienced by each participant and interpret this to construct meaning in a
constructive research paradigm (Urquhart, 2013).
Question one of the questionnaire required of
participants to rank assessments based on effect-
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tiveness, with 1 being the least effective and 10 the
most effective assessment type. After the numbers
given by participants were coded, the mode of each
assessment type was used to rank assessments from
the least to the most effective, as shown in Table 1
below.
Table 1 The mode illustrating the effectiveness of
assessment types for question one in
descending order
Assessment type
Practical teaching experience
(WIL)
Discussions
Essay writing
Research reports
Examinations
Class activities and homework
Self-assessment
Projects
Multiple-choice questions

Mode
10
9
8
8
7
7
5
5
1

Questions two to 16 were coded according to
a “yes”/“no” nominal scale to determine the mode
of each question to gain more in-depth understanding of the assessment types used during the BEd
undergraduate degree and how these prepared preservice teachers for the South African context. In
response to these questions the participants needed
to indicate whether assessments during their undergraduate degree included authentic classroom experiences; provided clear guidelines and expectations;
gave enough time for assessments to be completed;
provided feedback; and gave such feedback within
two to three weeks after assessment submission.
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The quantitative data were used to inform us
about confirming and disconfirming cases. Confirming and disconfirming cases are defined by
Palinkas, Horwitz, Green, Wisdom Duan and
Hoagwood (2015) as data which, in this study,
would confirm that participants were prepared
through assessment for the South African schooling
context (confirming cases) or disconfirm the preparation of pre-service teachers through assessment
for the South African context (disconfirming cases).
Confirming and disconfirming cases allowed
us to identify whether participants were adequately
prepared through assessment for the South African
schooling context during their BEd undergraduate
studies. After the quantitative data analysis had
been completed, eight participants were selected as
being the most confirming or most disconfirming
due to the frequency of their responses. For the
purpose of this study, the frequency of responses
refers to how often a participant answered “yes” or
“no” to the questions. Participants answering “yes”
to all 15 close-ended, self-administered questions
had the highest frequency of “yes” responses, confirming that they were adequately prepared through
assessment for the South African context. Alternatively, participants who answered “no” to all closeended, self-administered questions had the highest
frequency of “no” responses, confirming that they
were not adequately prepared through assessment.
Participants who answered “yes” to some of the
questions were adequately prepared through assessment in some areas and inadequately in others,
as illustrated in Table 2.
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Table 2 Frequency of “yes” responses of pre-service teacher preparation regarding assessment and teaching
experience (n = 80)
Question
Preparation through assessment
2) Did your assessments include examples of authentic classroom experiences?
3) Were assessment guidelines always clear so that you were aware of what was
expected of you in each assessment?
4) Was feedback given for assessments?
5) Was feedback given for assessments in a timeous manner (within two to three
weeks)
6) Were you allocated enough time to complete your assessments?
Authentic South African classroom experience
7) Did your assessments assist you in creating an inclusive classroom
environment?
8) Did your assessments assist you in working with learners who had
behavioural problems?
9) Did your assessments assist you with learners who had learning disabilities?
Preparation through WIL
10) Did your assessments assist you with learners who did not understand the
language used as a medium for teaching?
11) Did your assessments assist you to identify students who had knowledge gaps
in your subject?
12) Do you feel that your WIL teaching experience was meaningful and that you
could take value out of your experience in the classroom?
13) Did you go to different types of schools during your WIL teaching practice,
ranging from poor government schools, wealthy government schools and
private schools?
14) Did you find mentorship during your WIL teaching experience beneficial
with regard to managing the classroom?
15) Did you find that the mentorship you received during your WIL teaching
experience gave you a better understanding of classroom integration and
teaching strategies?
Confidence when entering the teaching profession
16) Did you find that your WIL teaching experience helped you begin your
teaching career with a confident attitude?
Qualitative Data Collection and Analysis

Qualitative data were collected using semistructured questions informed by the data from the
quantitative data for one-on-one interviews. Eight
participants were asked to indicate their experiences with multiple-choice assessment and selfassessment; what aspects should have been included in their learning; and the guidance provided during their WIL. Self-assessment is an important part
of the teaching profession where the pre-service
teacher uses reflection to deconstruct concrete experiences from the classroom, along with newly
gained information to create meaningful experiences that inform and improve their practice. Thus,
leading the pre-service teacher to construct their
own knowledge or reality (Goby & Lewis, 2000;
Sherwood & Horton-Deutsch, 2012).
All interviews were recorded (with consent)
using a recording device and transcribed into a Microsoft Word document for coding (Du PlooyCilliers et al., 2014) and interpretative analysis
(McMillan & Schumacher, 2014). Using a recording device enabled us to give undivided attention to
each participant and to listen to the context of each
answer while identifying any subtext or hidden
meaning(s). The purpose of the qualitative data

Frequency of
“yes”
responses

% of “yes”
responses

70
63

88%
79%

63
54

79%
68%

71

89%

58

73%

42

53%

46

58%

49

61%

60

75%

69

86%

50

63%

51

64%

55

69%

66

83%

collection was to gain deeper insight into the factors that made participants feel that they were adequately or inadequately prepared through assessment, while also considering the contextual factors
and the role that these play in their preparation.
Qualitative data were analysed using constructivist grounded theory, which uses data collected through observations and interactions, and
from materials, to analyse data into units of meaning (Charmaz, 2014). We chose this method of
analysis as verbal and non-verbal responses were
collected during the data collection phase, meaning
that the data were collected using observations
(non-verbal responses), interactions (semistructured questions and responses) and materials
(an audio device). Qualitative data relies on abductive reasoning and abductive inference to draw logical conclusions from the data collected (McMillan
& Schumacher, 2014). Abductive reasoning is used
in grounded theory because it allows the researcher
to interpret experiences in conjunction with the
theoretical framework and draw conclusions about
what the participant is expressing about the experiences described. This type of reasoning is then used
to compare participants’ experiences and to align
the conclusions into a common trend or pattern
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identified among the participants from the raw data
(Charmaz, 2014).
The data analysis started by transcribing the
raw data into a Word document from the recordings
made during the data collection phase. Each transcription required of us to listen to the recording,
write down what had been said and listen to the
recording again to ensure that the raw data had
been captured word for word. In the transcriptions
we used the pseudonyms given to each of the participants during the initial quantitative transcription
process. Once the data had been transcribed, we
included non-verbal responses noted during the
interviews. These included changes of pitch,
movements, facial expressions and body language
(Creswell, 2013).
The transcripts were annotated line by line,
with units of meaning added to the transcripts in
the form of labels. These included relevant words,
phrases, sentences or sections identified during the
quantitative data collection phase. Information was
coded if it was repeated multiple times during the
interviews, stood out from the data collected, was
explicitly important in answering the research question or reminded us of a theory or concept discussed in the literature review (Du Plooy-Cilliers et
al., 2014). Using more in-depth information obtained by probing (McMillan & Schumacher,
2014), the data deepened the understanding of what
pre-service teachers experienced in the South African context and how these authentic experiences
led to their views about preparation (Ågerfalk,
2013).
The themes identified in this study included
assessment, the preparation of the pre-service
teacher for the South African context, and the preparation of pre-service teachers during the BEd undergraduate programme. The analysis of the quantitative and qualitative data suggests that participants
felt prepared by assessment but did not feel prepared for the South African context when trying to
create an inclusive environment for learners with
language and learning barriers and behavioural
problems. Furthermore, because of the practical
assessment strategies used for preparation purposes, participants became confident in their preparation during the BEd undergraduate degree.
Findings
Assessment Appeared to be Beneficial to Teacher
Preparation

To determine their level of mastery, pre-service
teachers are assessed using formative assessments,
summative assessments and WIL. Assessment tasks
given to pre-service teachers were made available
at the beginning of the semester. All participants
agreed that they were given sufficient time to complete the assessments and that guidelines were generally clear. When these were unclear, students
were able to get clarity about the guidelines. In this
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way, assessments prepared pre-service teachers for
future in-service experiences because they were
clear about the expectations of the assessments.
Findings of this study show that pre-service teachers found all assessment types beneficial, including
multiple-choice questions, which were initially the
lowest-ranked assessment types.
The findings in relation to assessment are presented by firstly looking at multiple-choice questions followed by WIL and self-assessment.
Multiple-choice Tests were Beneficial and Assisted
Participants in Developing their Own Assessment
Strategies

Participants all stated that multiple-choice questions assisted them in learning about the theoretical
aspects of their modules and, because of the nature
of multiple-choice questions, that they had to master this theory to attain a high score. Fuhrman
(1996) explains that multiple-choice assessments
continue to be used to test students as they have
high reliability in testing student knowledge and
can cover a broader amount of content than other
assessment types. If constructed correctly, diverse
skills and abilities can be assessed with this type of
assessment. Einig (2013) and Massoudi, Koh, Hancock and Fang (2017) found that using multiplechoice questions as part of a formative assessment
strategy improved performance in examinations.
By contrast, Fish (2017) argues that multiplechoice questions that test the lower levels of
Bloom’s taxonomy have little to no benefit for the
learner. Hahn, Fairchild and Dowis (2013) found
that multiple-choice assessment had no influence
on examination performance.
These contradictory viewpoints may arise because not all multiple-choice assessments meet
assessment guidelines; these aim to ensure that
assessments are reliable and valid in providing an
authentic representation of a learner’s content mastery. If they do not meet these guidelines, assessments do not serve the purpose originally intended.
Participants raised concerns about poorly
structured multiple-choice questions that lead participants to guess the answers or misinterpret the
questions. According to Gyllstad, Vilkaitė and
Schmitt (2015), poorly structured multiple-choice
assessments lead to misrepresentation of results and
thus affect the reliability and validity of the assessment type as a measure of learners’ level of
mastery. D’Sa and Visbal-Dionaldo (2017) emphasise that a large number of high-quality multiplechoice questions should be pre-generated, removing implausible distractors and revised to ensure
that this type of assessment meets the assessment
guidelines. This can only be done effectively
through faculty training. Abdulghani, Ahmad,
Irshad, Khalil, Al-Shaikh, Syed, Aldrees, Alrowais
and Haque (2015) found that the quality and validity of multiple-choice assessments improved when
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faculty received training on how to design a multiple-choice assessment to meet learners’ needs.
When structured using higher order questioning strategies indicated by Bloom’s taxonomy,
multiple-choice questions are a beneficial assessment type that can enhance student learning and
performance. When poorly structured, however,
multiple-choice assessments have little to no positive effect on learner performance and may negatively impact on the learner’s grades if s/he becomes confused and tries to guess the answers. The
quality of a multiple-choice assessment relies on
creating a sound structure and reviewing the items
in alignment with the higher-order thinking proposed by Bloom’s taxonomy and assessment guidelines while removing implausible distractors. A
well-structured multiple-choice question can be an
effective assessment type that tests pre-service
teachers’ theoretical knowledge before moving on
to the practical application of this content during
WIL.
WIL was Beneficial but not Authentic to the South
African Context

WIL was initially indicated as the most beneficial
assessment type. However, when questioned further, participants indicated that it was not authentic
to the current South African teaching context. They
elaborated by stating that it focused on developing
pedagogical practices but did not include the full
dimensions of the role such as developing classroom management strategies and carrying out administrative and organisational tasks.
WIL provides pre-service teachers with insight into the teaching profession. However, Arends (2011) states that pre-service teachers need to
be made aware of the administrative and organisational tasks currently used within the system. Preservice teachers need to be provided with the opportunity to work through formal governmental
documentation and to complete school reports and
learner reports that form part of day-to-day work.
Pre-service teachers also need to know how to set
up assessments and how long it takes to mark these,
especially for larger groups. Assessments could be
expanded into teaching pre-service teachers how to
capture and calculate learners’ marks and how to
do this in effective and time-saving ways. Harris
(2017) indicates that teachers spend relatively little
of their time teaching and most of their time inputting data, planning lessons and carrying out other
administrative tasks. Philipp and Kunter (2013)
explain that more experienced teachers near the end
of their careers learn to focus on positive interactions and try to optimise their time while midcareer teachers are often committed to too many
tasks; this increases their chances of emotional exhaustion and burnout. Not preparing pre-service
teachers for this time-consuming part of their role
may be one of the largest factors leading to teacher

burnout and exhaustion and to their leaving the
profession.
In contrast, Skaalvik and Skaalvik (2017)
found that burnout was often associated with job
satisfaction, which was dependent on the social
climate experienced within the school. Grosemans,
Boon, Verclairen, Dochy and Kyndt (2015) note
that pre-service teachers cannot be taught everything relevant to the teaching profession within
four years and that pre-service teachers need to be
aware that their more experienced counterparts are
also learning as their own practice develops. Teaching is not static and there is no one-size-fits-all
method that can be passed on from one teacher to
the next. Hoffman, Wetzel, Maloch, Greeter, Taylor, DeJulio and Vlach (2015) suggest that teaching
pre-service teachers needs to involve more than
presenting content and techniques in a theoretical
manner so that they can use theory to inform their
teaching practice. Pre-service teachers could benefit from going to schools for a longer duration in
their first three years and begin teaching from their
first year so that they can practice applying the theory taught at the institution from the beginning of
their studies, rather than waiting until they reach
their final year.
Pre-service teachers also need to be taught
about the teaching role in its entirety and be given
the opportunity to complete formal documentation
and reports and carry out marking and other responsibilities that are a time-consuming part of
their role. They cannot simply be taught about this
in a theoretical manner and WIL should be the platform where they develop – not only their pedagogical expertise, but also their understanding of the
role in its entirety. This would provide them with a
more authentic experience allowing them to make
informed decisions about whether to become a
teacher, in turn leading to fewer teachers leaving
the profession later in their careers.
Self-assessment is a Beneficial Tool, Promoting
Life-long Learning

Novice teachers who participated in this study explained that self-assessment remained an important
informal and formal practice after they had completed their BEd undergraduate degrees. According
to Fry, Klages and Venneman (2018), selfassessment is not a naturally occurring process and
should be taught to all pre-service teachers as it
leads to improved classroom instruction and higher
levels of learner achievement. Critical reflection
enables teachers to deconstruct their contextual
experiences and reconstruct these using the newly
formed information to improve their practice
(Sherwood & Horton-Deutsch, 2012). Beijaard and
Meijer (2017) explain that this type of assessment
strategy can be a transformative process, enabling
personal growth and the development of a profes-
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sional identity that leads to many advantages for
the teacher and learners.
The development of a professional identity is
an important part of self-assessment practices. Sööt
and Viskus (2015) found that novice teachers were
unable to critically reflect on their own practices as
they had not developed such an identity and, therefore, did not know enough about themselves to
have meaningful and constructive insights into their
own practices. The reflection process requires of
novice teachers to be able to reflect on multiple
levels including their own beliefs, environment,
behaviour, competencies, identities and mission. To
be effective, reflection on these levels needs to be
robust. Khan (2017) found that reflection was more
meaningful for experienced teachers than beginner
teachers as it is a complex process that needs to be
robust enough to incorporate interaction between
theory and practice on multiple levels. This robust
reflection allows teachers to engage in transformative practices which cannot be achieved through
informal reflection.
According to Svojanovsky (2017), selfassessment is a transformative process that should
allow pre-service teachers to move from a transmission approach of teaching to an approach that is
more interactive and that focuses on teaching for
understanding. The study showed that making this
shift was very challenging for pre-service teachers
as mentor teachers were not able to assist them in
this type of reflective practice, because the mentor
teachers themselves were often unable to align with
these new teaching approaches.
The findings illustrate that multiple-choice assessments benefited pre-service teachers in their
undergraduate degree by showing them how multiple-choice questions should not be structured and
taught pre-service teachers how to improve their
own assessments. WIL and self-assessment were
also seen as very beneficial as pre-service teachers
found that this helped them to assimilate into the
role of the teacher through contextually rich experiences. However, it should be noted that more exposure to teaching earlier on in their studies could
be highly beneficial. The findings on assessment
meet the first objective in that assessment is beneficial in preparing pre-service teachers.
WIL provided pre-service teachers with an interface between what is assessed at university and
the experiences at school when focusing on the
pedagogical practices of teachers. However, WIL
needed to be more authentic by preparing teachers
for the administrative and organisational tasks that
make up a large part of their roles. The finding
shows that WIL did not completely meet the secondary objective of the study, and institutions
should consider the type of schools that pre-service
teachers attend and how to better expose them to
the administrative and organisational aspects that
form a large part of the teaching role.
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The ethical issues that arose during this study
was ensuring that participants signed the informed
consent prior to taking part in research. We also
needed to ensure that participant details remained
confidential and anonymous throughout the study.
Future research areas should focus on what
assessments in WIL could assist in preparing preservice teachers for the administrative and organisational aspects of teaching, the authentic and contextual experiences gained at different schools and
how to prepare lecturers for the development of
well-structured multiple-choice questions. These
posed a challenge at times as social media creates a
more informal channel of communication, which
should be considered for future research.
Conclusion

This study provided insight into the preparation of
pre-service teachers through assessment within the
South African context. Evidence from this study
suggest that pre-service teachers were prepared,
however, also highlighted aspects where assessment was lacking. Institutions should focus on
providing pre-service teachers with authentic experiences that include the administrative and organisational aspects of teaching while ensuring that the
experience is contextually rich by exposing preservice teachers to learners of difference genders,
races, religions, cultures, languages and/or disabilities. Institutions should also consider the duration
of teaching experience to ensure that pre-service
teachers are provided with a sufficient amount of
time to implement the theory taught at the institution in the classroom. Lastly, lecturer training on
assessment strategies is required to ensure that
well-structured multiple-choice questions are administered and other assessments types may be
structurally improved.
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