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FOREWORD 
 

This manual provides the guiding policy for all extended practica in Education at the University of 
Regina as vetted through the Faculty of Education Joint Field Experience Committee (JFEC). First written 
in 1977, responding to the need for a definition of roles and role relationships within the field 
experience, subsequent revisions grew out of the experience of those who used the original manuals 
and the revisions they suggested. The most recent major renewal, completed in Winter 2011, reflect the 
comprehensive changes associated with the faculty’s program renewal in the undergraduate program. 
As Director, I would like to acknowledge the collaborative effort that it takes to produce such a 
document and commend the Professional Development Committee, the Joint Field Experience 
Committee, internship seminar leaders, participants and other faculty and staff members for their 
contributions. We would especially like to acknowledge former interns, who have contributed their 
narrative writing for others to learn and benefit from their experiences. 

 

It is intended that the contents of this manual will serve as a guide and that the various sections 
will become the focus for discussions leading to clarification of the roles and responsibilities of the 
people involved. The intern, the cooperating teacher, the principal, the school division director, and the 
faculty advisor are unique, and the function each performs within the unit will vary. The processes 
outlined in the manual are grounded in the collaborative effort of all of these stakeholders over many 
years of working together to prepare pre-service teachers for meaningful field experience. 

 

This manual is made up of six sections. Section one introduces the reader to internship supplying 
historical information, describing the place of internship in the professional program, describing the 
nature of internship, the goals, the roles of involved parties, the nature of relationships, and the overall 
program. Section two outlines the status of the intern in the school considering policy, ethics, and law. 
Section three includes the general expectations of interns during the 16-week experience as they 
proceed through orientation, preparation, full time teaching, and reflection. The four-stage Gradual 
Release of Responsibility Model is also included in this Section. Section four focuses on the specific role 
expectations during the internship with respect to the cooperating teacher, the intern, the faculty 
advisor, the principal, and the school division director. Section five explains the specific professional 
engagement areas between the Intern and the Cooperating Teacher, and outlines the purposes and the 
intended outcomes of these educational and professional development exercises. Evaluation processes, 
both formative and summative, are discussed in Section six. Descriptors and process guides are included 
in this section for the use of the cooperating teacher, intern, and faculty advisor. 

 

This manual can be found on the Faculty of Education website: 
https://www.uregina.ca/education/assets/pdf/Internship-Manual-2020-2021-FINAL.pdf 

https://www.uregina.ca/education/assets/pdf/Internship-Manual-2020-2021-FINAL.pdf
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SECTION ONE - THE FIELD EXPERIENCE 

 

INTRODUCTION 
 

Field experience for education students at the University of Regina is developmental and offers 
pre-service teachers an opportunity to understand theories and values in action. Familiarization with 
the school and teaching begins in the first year, followed by the practice of teaching skills and strategies 
in the second or third year. One semester, usually at the beginning of the fourth year, is dedicated to 
the internship experience which takes place in a school setting. 

 

INTERNSHIP 
 

PLACE OF INTERNSHIP IN PROGRAM 
 

Elementary Program 

 

Elementary internship usually occurs during the first semester of the fourth year. During the first 
year each student will have taken seven arts and science classes, one Kinesiology and Health Studies 
class, and two education classes. The first education course, ECS 100, introduces students to historical 
and foundational questions: what counts as knowledge and how has knowledge been "produced" and 
reproduced through schooling and its administration in the past and the present? Students explore 
these questions in various ways, including half-day field experiences in elementary schools. In their field 
placement, each student observes and gains a deeper understanding of education, children and 
teaching as their chosen profession. Then, having chosen teaching and having passed the annual review 
with the required grade point average (GPA), the student will be eligible to proceed into second and 
third years. The third or pre-internship year offers eight classes in the required areas of curriculum 
instruction, and two education courses that focus on critical reflective practice, teaching skills and 
strategies and pre-internship field experience. Pre-interns participate in an elementary school field 
experience one day per week in the fall semester of year three and the equivalent of three weeks in the 
following winter semester. To proceed to internship in the Elementary Program each student must pass 
the review committee with a program grade point average (PGPA) of 70%, and obtain a 
recommendation from the cooperating teacher and the faculty advisor of pre-internship. Each student 
should have demonstrated growth in professional competencies and basic skills such as classroom 
management, lesson planning, instructional and assessment strategies and the other skill areas. 

 

Secondary Program 

 

First year students take ECS 100 and other courses related to their major and minor. During the 
second year each student takes ECS 300. In the context provided by other ECS courses the pre-service 
teacher addresses the issues surrounding planning, delivery and assessment of teaching and learning 
experiences in the high school. Using learning theories, the Professional Development Process and a 
half-day per week field experience pre-service teachers create a professional development plan 
focused on their evolution into competent and socially aware pre-service teachers. 
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If a student achieves the required PGPA of 70% (and 70% in their major subject area), and receives 
favourable reports from cooperating teachers and faculty, the student may apply for third year. If 
granted admission into third year, the student will continue with arts and science classes to build a 
major and one or more minors. To proceed to internship (usually during the first semester of the fourth 
year), a student needs to maintain a PGPA of 70% (and 70% in their major subject area), passes all pre-
internship courses and field experiences, and receives approval from the student review committee. 

 

Arts Education 
 

The Arts Education program is designed to sustain both the goals and the legacy of the preceding 5-
year K -12 Arts Education Program, as well as to reflect changes in contemporary arts practice and 
pedagogy. Building on the success of the current program, the new plan continues the tradition of 
required courses in each of the arts forms of Dance, Drama, Literature, Music, Visual Studies, and 
Creative Technologies. The core of the new program includes six Arts Education (EAE) courses that 
address: contemporary issues through aesthetic experience, methods and theories of curriculum and 
pedagogy, and practicum experience in schools and community. In addition to core EAE studies, 
students will focus on particular arts forms designated as “Areas of Concentration,” suitable for both 
Elementary and Secondary routes. The elementary pre-internship practicum experience occurs in Fall 
semester and the secondary practicum in the Winter semester of year three. The 16 week internship 
takes place in the Fall semester of the fourth year of the program.   

 

Baccalauréat en Éducation Française (BAC) 
 

The Baccaulauréat en Éducation Française (BAC) Program offers elementary and secondary 4-year 
Bachelor of Education (B.Ed.) programs to prepare prospective teachers for francophone and French 
immersion schools. Elementary and secondary Bachelor of Education After Degree (BEAD) 2-year 
programs are also available. This program locates internship in the fourth year. The pre-internship 
professional experience normally occurs in year three. 
 
The Faculty of Education also offers a 60 credit (2 year) Bachelor of Education After Degree (BEAD) 
option for the above four programs.  

 

Saskatchewan Urban Native Teacher Education Program (SUNTEP) 
 

SUNTEP is a four-year, fully accredited Bachelor of Education program, offered by the Gabriel Dumont 
Institute (GDI) in collaboration with the Ministry of Education and the University of Regina. The SUNTEP 
program includes a Cross-Cultural specialization, with an emphasis on Métis/First Nations history and 
culture. A substantial amount of time is spent in schools working with teachers and students. Year two 
begins with a professional involvement placement, then progresses to pre-internship in year three, to 
completing internship in year four. Most fieldwork is completed in urban elementary schools with a 
solid foundation in the theories and skills of teaching. SUNTEP graduates have gained excellent 
reputations as teachers and role models in schools throughout the world. 

 

First Nations University of Canada 
 

First Nations University of Canada offers a 4-year elementary and secondary program, and is affiliated 
with the University of Regina. The goal is to develop teachers who can promote First Nations control of 
First Nations Education by developing and implementing Firist Nations content. Holistic cultural 
components are integrated throughout the program with a specific off-Campus cultural component 
offered in the second year of the program. This program locates internship in the fourth year. The pre-
internship professional experience normally occurs in year three. 
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DESCRIPTION OF INTERNSHIP 
 

At the level of the local school, education stakeholders provide collective support for the pre-
service teacher. Ostensibly, the internship is the last opportunity a student has for a supervised 
learning experience before being assigned, as a certified teacher, with full responsibility for a 
classroom. During the practicum, each intern is paired with a teacher, and these two, along with a 
faculty advisor, form an educational team. 

 

Internship provides an opportunity for interns to enter into a unique relationship with a faculty 
advisor and a cooperating teacher. Together, they relate theory to practice, critically analyze educational 
spaces and explore possibilities for the interns emerging professional identities. The intern is supported 
in the development of plans for students, teaching practice, classroom management, evaluation, and in 
experiencing all possible facets of the teaching profession. 

 

The situation demands that the cooperating teacher, with primary concern for the students, also 
provide an opportunity for the intern to experience teaching, to evaluate the experience and to learn. 
The faculty advisor, with primary concern for the professional growth of the intern, is also attentive to 
the well-being and learning of the students. The intern whose purpose is to learn to teach also carries a 
professional responsibility for the welfare of the students. 

 
Other professionals, who may and in most cases will be, involved in the internship process 

include: the principal of the school, the department heads, the director or superintendent for the 
division, and teachers other than the one with whom the intern is paired. All have functions to perform 
to ensure that the intern has the opportunity for maximum growth and development. Expectations of 
the program can be met with the support of all. 

 

GOALS OF INTERNSHIP 
 

As a natural outgrowth from pre-internship, the goals of the internship for the intern are: 
 

1. Confirmation of pedagogical skills. The interns have been exposed to both simple and complex 
pedagogical approaches. Interns will demonstrate their ability to use these skills in a variety of 
settings. 

 
2. Confirmation of knowledge and understanding. Interns have exposure to a wide variety of 

content areas. During internship, interns will demonstrate their ability to use that content in 
pedagogical settings and to identify and master new appropriate content. 

 
3. Commitment to and advocate for all learners. It is anticipated that classrooms will include 

students with diverse backgrounds and learning characteristics. The intern will assume 
responsibility for the learning of all students within the classroom and will demonstrate 
growth in differentiating content, instructional strategies, resources, and assessment 
procedures. 

 
4. Conceptualization of the teaching role. The intern needs to build up to a full-time teaching 

load so that he/she can experience the challenges of teaching full-time including the teacher’s 
role in parent-teacher interviews, as a member of the staff, and as a member of a wider 
community of human service professionals, and as a community member. 

 
5. Social Responsibility. Interns will engage in critical reflective practice, continually evaluating 

the effects of their choices and actions on others and actively seek opportunities to challenge 
oppressive or inequitable situations or structures. 
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6. Conceptualization of professionalism. The intern will gain a deeper understanding of 

professionalism: the possession of a unique body of knowledge and skills, the membership in 
a professional organization, the adherence to the code of ethics of the Saskatchewan 
Teachers’ Federation, and the manifestation of an altruistic view toward students. 

 
7. Building healthy, productive relationships. The intern will demonstrate the ability to develop 

and maintain suitable relationships with students, teachers, the cooperating teacher, the 
administration, parents and peers. The intern will learn to place a high value on these 
relationships as a fundamental part of teaching. 

 
8. Contribution to the school and the school community. The intern can make significant 

contributions to the school community by participating in such things as co-curricular activities, 
and community events, and by leading or attending workshops and showing interest and 
commitment to many other aspects of the school community. 

 
9. Career choice. Interns will once more assess themselves against the requirements of the 

teaching profession and make a choice with respect to teaching and their own career. 
 

ROLES 
 
The body of this manual sets out specific role expectations as a basis for discussion and decision making. 
 

RELATIONSHIPS 
 

It is expected that the relationships will be collegial and be typified by trust, respect, empathy, 
genuineness and respect for diversity. Activities should be carried out cooperatively with a sharing of 
skills and knowledge. The intern will be encouraged to identify, and cooperatively solve, concerns that 
are apparent as a result of teaching practice. Teacher feedback is descriptive, and focussed so that the 
intern can identify strengths and areas needing improvement. Communication is clear, direct and 
honest, with the expectation that conflict will be surfaced and utilized as an opportunity for learning or 
creative problem solving. Teacher, intern and faculty advisor need to be secure and willing to risk and 
learn from successes and failures.  

 

PROGRAM 

 

The intern is not expected to possess all the requisite teaching competencies at the beginning of 
the internship. The program is expected to provide for the growth of an intern toward the efficient use 
of recognized teaching skills and strategies. To facilitate growth, observations clearly describe those skills 
used by an intern, and those needing future attention. Experiences within the program should be varied. 
The intern may work with more than one teacher, in more than one area, and will be familiar with the 
functions of specific personnel, such as principal, librarian, counsellors and caretaker. 

 
Opportunities for the experimentation with different strategies, or new approaches, are provided. 

 

CONCLUSION 
 

The goal of the internship is not just to replicate what is taking place in the schools today. The 
Faculty of Education expects that the intern will think critically, initiate new ideas and be a problem 
solver. This requires a cooperating teacher who is secure enough to allow the intern to use new ideas; 
an intern who is knowledgeable about a variety of approaches and does not feel threatened by 
assessment; and a faculty advisor who constantly encourages the intern to develop approaches that 
will improve learning. 

 



 
Faculty of Education, University of Regina 

 

 
 

11 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
Faculty of Education, University of Regina 

 

 
 

12 

 

 

SECTION TWO - THE STATUS OF INTERNS IN SCHOOLS 
 

 
The questions often asked about the status of interns are: “What can we ask interns to do?”, 

“Should interns transport students to various events in other schools and towns?”, “Should interns 
substitute for absent teachers?”, “If something happens to students in the care of interns, are interns 
liable?” 

 

There are four sources to be considered when answering the questions: the policy position of 
the Joint Field Experience Committee and the Faculty of Education; the law as reflected in the Province 
of Saskatchewan’s Education Act 1995; the local agreement in effect in the school division; and the Code 
of Ethics of the Saskatchewan Teachers’ Federation (STF). 

 
Policy with respect to the police information check and duty to report, payment of interns, use 

of interns as student supervisors, substitution for absent teachers, protection from liability, the 
transportation of students, and membership in the STF are outlined in the following sections. 

 

Criminal Record and Police Information Checks including a Vulnerable Sector Search 
  
Students accepted into the Faculty of Education, either on a part-time or full-time basis, will be required 
to obtain a Criminal Record Check (CRC) or Police Information Check (PIC) including a Vulnerable Sector 
Search (VSS) before going into any schools or community organizations during the various stages of their 
field experience and volunteer components of their program. This requirement has been established by 
the policies of our partnering school boards and community organizations. It applies to students who go 
out into schools for the first time and to all subsequent placements in schools and community 
organizations throughout a student’s program. 

 
Students may be required to provide an original copy CRC/PIC (VSS) for each experience in a different 
school or community organization. This will depend on the governing and relevant policy of each school 
board or community organization. Students are responsible for the costs associated with obtaining the 
necessary CRC/PIC (VSS) each time the documentation is required. The same CRC/PIC may be used for 
ECS 100, ECS 300, EPSF 300, EAE 302, ECS 311, and EPSF 315, provided nothing has changed between 
field experiences and is accepted by the participating school division. All interns will require a new 
CRC/PIC (VSS) specific to their EFLD internship placement. 

 
Any concerns related to a CRC/PIC (VSS) search should be referred to the Faculty of Education Student 
Services and the Superintendent of Human Resources/Director of Education designate for the 
participating school division. 

 
For international students, a CRC/PIC from their home country is useful, but they will require a CRC/PIC 
(VSS) from the RCMP or city police, as well. The local CRC/PIC will generally indicate they have resided 
in other jurisdictions during the past 5 years. Many school divisions, including Regina Public and Regina 
Catholic Schools, will require international students to make an appointment at their division office to 
sign an affidavit swearing to no criminal records/charges in any other jurisdictions. This process must 
be completed before students begin their field placement experience. 

 
Criminal Record and Police Information Checks including a Vulnerable Sector Search are done through 
the Canadian Police Information Centre which has access to the criminal data bases of various police 
organizations. As of July 16, 2010, the RCMP and local police services have implemented a revised 
process in securing a CRC/PIC (VSS) using name, birth date, and gender. If a search comes up positive, 
an individual must consent to be fingerprinted to obtain a CRC/PIC (VSS). Fingerprints are sent to Ottawa 
to be compared to the criminal record. If there is a possible match to a criminal record, this process can 
take up to 120 business days. If no match is found, this process can take 3 business days or less. 
Fingerprinting is either done by the local city police service or by the Corp of Commissionaires. There 
can be a charge for this service that students are responsible for. 
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Within the city of Regina, if an individual has a conviction, such as a DUI or another criminal code 
violation, there is a possibility that the Regina Police Service will require a thumb print to be 
processed. This will take 5-10 days. This process is different within various jurisdictions. It is up to the 
individual student to find information about the different processes with regard to obtaining a 
CRC/PIC (VSS). 

 
Although criminal records can be expunged, if the charge is related to sexual criminal activities, it will 
show up when a Vulnerable Sector Search is included with the CRC/PIC. 

 

Where to Obtain a CRC/PIC with Vulnerable Sector Search 
  
Depending on your permanent address (the address that is listed on your I.D.), a CRC/PIC can be 
requested from your local RCMP detachment or city police service. You may be required to pay for this 
service. We suggest that you ask for a least two originals as you may be placed in more than one school 
division for different field assignments. If possible, do not have the CRC/PIC mailed, but pick it up in 
person. 

 
The RCMP will not give the Vulnerable Sector Search to you. At the same time as you apply for a 
CRC/PIC, a waiver can be signed that will allow the RCMP to complete a Vulnerable Sector Search and 
send it to the school division once you have provided the necessary information. 

 
It may take a number of weeks for you to receive a CRC/PIC. The majority of CRC/PIC’s will be completed 
within a day or two, but some checks will take much longer and may require fingerprinting, even if you 
have no previous conviction. Applications should be made within 4 months of the start of a field 
experience. You will not be permitted to take ECS 100 without a complete CRC/PIC with Vulnerable 
Sector Search. 

 
When requesting the CRC/PIC, please have the purpose for it included (e.g., University of Regina 
Student or Field Experience Assignment). This is a requirement if a field experience is with Regina area 
schools. Chinook School Division (Swift Current and South West Saskatchewan area) will reimburse the 
costs of a CRC/PIC upon the successful completion of a practicum experience. 

 
School Field Experience Placements  
Generally, University of Regina field experience placements are arranged in the following school 
divisions: Regina S.D. #4 (RBE), Regina RCSSD #81 (RCSD), Prairie Valley S.D. #208 (PVSD). Specific 
requests for other school divisions will be considered on a case-by-case basis and accommodated when 
possible. Information about your field-based practicum placement will be provided to you in your ECS 
100/300/311, EAE 302, and EPSF 300/315 classes once the field assignments have been completed. 

 
When you go to the school you have been assigned for the first time, you must have the current, 
original CRC/PIC with you. Students will not be allowed into classrooms without an acceptable 
CRC/PIC (VSS). In Regina schools, the principal may take a copy of the CRC/PIC and return the original 
to you. Please make sure to keep the original CRC/PIC in a safe spot, because you will need it again for 
future pre-internship or field experience placements. 

 
Although the CRC/PIC used for ECS 100 will be accepted in Regina schools for all ECS classes until 
internship*, you may be required to sign a form indicating that there have been no changes to your 
CRC/PIC since the original was submitted. If you are placed in a school division outside of Regina, please 
check with the school principal or the school division office for information regarding the CRC/PIC policy 
and procedures. 

 
*For the sixteen-week internship field experience, all students require an updated CRC/PIC including 
a Vulnerable Sector Search. * 
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Duty to Report 
 

 
If during your time as a full-time or part-time student in the Faculty of Education at the University of Regina, 
or prior to becoming a part-time or full-time education student, a criminal charge is brought against you, or 
you are convicted of a criminal offence such that there would be a change in your CRC/PIC, you are required 
to report this information immediately, but no later than 48 hours, after you first become aware of the 
charge or conviction, as follows: 
 

1) If you are completing a field placement at a school, you must report this information to:  
your cooperating teacher by phone at the contact number you have secured, followed 
immediately by written confirmation via e-mail to the cooperating teacher’s email address; and 
the principal or administrative designate of the school in which you are involved, by phone to 
the school’s telephone number, followed immediately by written confirmation via e-mail to the 
principal or administrative designate at such email address as is provided by the principal or 
administrative designate.  

2) If you are placed in a community organization for volunteer purposes, you must report this 
information to: the contact person in your organization who helped you secure your volunteer 
position by phone at the contact number you have secured for this person, followed immediately 
by written confirmation via e-mail to this same person at his or her email address; and the head 
or principal of the organization in which you are involved, by phone at the contact number you 
have for this person, followed immediately by written confirmation via e-mail to this person, or 
his or her designate, at such email address as is provided by the head or principal or his or her 
designate.  

3) If a criminal charge is brought against you or you are convicted of a criminal offence such that 
there would be a change in your CRC/PIC, there may be adverse consequences to your status as 
a part-time or full-time student in the Faculty of Education which may ultimately result in you 
not being able to complete the field component of your teacher education program. This will 
depend upon the nature and circumstances of the charge or conviction. This, in turn, could 
potentially jeopardize your ability to successfully complete your degree program in the Faculty 
of Education. The ultimate determination of whether the student with a positive CRC/PIC can 
be allowed to perform or continue his or her teacher education in the field will be made 
exclusively by the hosting school board and/or community organization.  

4) Failure to report any criminal conviction and/or outstanding charges that have occurred since 
the date of the original CRC/PIC (VSS) may be grounds for immediate dismissal from the field 
placement, either in a school or community organization. This will depend upon the governing 
school board’s or community organization’s policy. 

 

Additional Information – Please read carefully 
 
1) CRC/PICs are only completed on students who are over the age of 18. 

 
2) Please forward the names of students who are not 18 to the Student Services Office and we 

will prepare the schools for students who need the "School Division – CRC/PIC form". 

 
3) CRC/PICs are a requirement of the school divisions, not the Faculty of Education - University 

of Regina, and students must take the original CRC/PIC with them on the first day of a field 
experience. 

 
4) The principal may copy the CRC/PIC and return the original to the student. No CRC/PIC = no 

field placement. 
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5) Do not return the CRC/PIC’s to the Faculty of Education or to your ECS instructor. Students 

are responsible for these records themselves. 

 
6) The cost of the CRC/PIC varies in each jurisdiction. If you have any concerns or considerations 

about the Police Information Check, please contact Student Services Office at 306-585-4521. 
 

Although Police Information Checks can be expunged, if the charge is related to sexual criminal activities it 
will show up when a Vulnerable Sector Search is included with the PIC 
 

 

REMUNERATION OF INTERNS 
 

Interns are not permitted to accept remuneration for services performed while interning in a 
school, with the exception of principal-approved noon-hour supervision. 

 

Some school divisions offer a stipend as an incentive for students requesting their school 
division for internship. Accepting the stipend is permitted. 

 

It is expected that the interns will be part of a process of mutual benefit; that is, the teachers 
and the school division assist and support the intern in the learning experience and the intern, by 
various means, makes a contribution to the school. 

 

USE OF INTERNS AS STUDENT SUPERVISORS 

 

As a learning experience, interns take part in supervision of students at noon hours, at recesses, 
and during any other activities in which the cooperating teacher is involved in the school. Interns may 
participate in paid noon-hour supervision if asked by the principal, and if they are meeting expectations 
regarding planning, teaching and other competency areas. 

 

It is expected that those who choose to accept paid noon-hour supervision will notify the faculty 
advisor. Interns who are not progressing satisfactorily may, at the discretion of the faculty advisor, be 
required to withdraw from this duty. 

 

SUBSTITUTION FOR ABSENT TEACHERS 
 

According to law, an uncertified person cannot perform the duties of a teacher, including the 
duties of a substitute teacher in the classroom. As a part of their training, interns are permitted to 
perform teaching duties while under the supervision of a certified teacher. 

 

PROTECTION FROM LIABILITY 
 

Sections 85(cc) and 232 of the Education Act, 1995 require Boards of Education to keep in force 
policies of insurance for the purpose of indemnification of individuals clearly identified by the Board. The 
legal relationship between boards of education and interns is not clear nor has there been any legal 
precedent set to assist with determining the relationship. Given this uncertainty, the following policies 
are in place to protect the intern from being held personally liable: 

 

Transporting Students 
 

Interns shall not be asked/required or volunteer to drive their own or other’s vehicles to 
transport students. School Boards are responsible for the safe transportation of students. 
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Discipline: 
 

Discipline of Students: as part of their training, interns are permitted to perform teaching and 
supervisory duties including the enforcement of school discipline in the presence of and under the 
direct supervision of a certified teacher. 

 
 
STF CODE OF PROFESSIONAL ETHICS 
 
Students of the Faculty of Education are associate members of the Saskatchewan Teachers’ Federation 
(STF), and are expected to follow the STF Code of Professional Ethics.  
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STF Code of Professional Ethics 
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SECTION THREE - GENERAL EXPECTATIONS OF INTERNS 

 

Contemporary teacher education initiatives aimed at providing beginning teachers with the 
skills to deploy education in a process of progressive social change have inspired both a program 
renewal process and a newly articulated philosophical position in the Faculty of Education that is 
guided by critical social theories and critical pedagogies. This represents a shift beyond a reflective 
practice that focuses solely on the individual, and a move toward critique and analysis of complex social 
issues, which are structurally and institutionally rooted in social, economic and political levels. Teacher 
education recognizes many pervasive and persistent inequities are embedded in taken-for-granted 
pedagogical, curricular, and cultural practices. A broad goal in internship is to prompt interns to 
understand and act in ethically and socially responsive ways to transform those conditions which 
perpetuate human injustice and inequity. 

 

There are multiple opportunities during internship where interns will build confidence and have 
opportunity to think and act in socially responsive ways as they build a comprehensive repertoire of 
teaching skills and strategies which will promote learning for all students. Focussed, descriptive 
feedback will foster this growth. Internship is often described as a four-stage process; orientation, 
preparation, full-time teaching and reflection. 

 

ORIENTATION 

 

Interns share the responsibility for orientation to the school by showing initiative to be positive 
and friendly, learn the names of students, study student files and become knowledgeable about the 
rhythm of the classroom, school and community. Interns may read materials outlining school policies, 
rules and routines, and interview teachers and administrators to fill in information or to check 
understandings. Interns can become involved immediately in the classroom activities as a teacher 
assistant, and may, in some subject areas be requested to begin teaching one class and continue to 
teach that class for the duration of the internship. Utilizing past field experiences may assist interns to 
become a functioning member of the professional staff in the school. Teachers, other than the 
cooperating teacher, with whom interns may be working during internship, can be contacted and 
consulted during this orientation stage. 

 

Typically, orientation occurs the first week or two of the internship and blends into the stage 
referred to as preparation. 

 

PREPARATION 

 

The next seven or eight weeks of internship can be viewed as a preparation for the full-time 
teaching during the three-week block. One essential part of preparation is to confirm competence in 
the basic processes and skills of teaching. These processes and skills are outlined in the elementary or 
secondary pre-intern materials and include daily planning, using a variety of instructional strategies, 
positive management and professional communication skills. 

 

Interns can experiment with more difficult procedures as suggested by the cooperating teacher 
or set out in the university material (e.g., using an inclusive philosophy to guide instructional decision, 
integrating historical injustices or Treaty Education across instructional competencies.) Short units can 
be planned and taught; longer units may be planned for use later in the three-week block. 

 
In order to provide for confirmation of skills and processes, cooperating teachers will need to carry 
out frequent and regular professional development cycles. As competence in one area is confirmed,  
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attention can move to other areas or goals. Feedback for positive reinforcement, and remediation, is 
needed by every intern. 

 

If an intern becomes loaded with teaching too early, opportunity for the activities spelled out 
above will not be available. Interns require time to develop complete and complex lesson plans, to 
practice skills until they become automatic, and to do the long term planning needed to put together a 
challenging unit of content. When successful, and as a result of a gradual increase in teaching 
responsibility, interns will be ready for full-time teaching. 

 

FULL-TIME TEACHING 
 

Full-time teaching may be defined as taking on the workload of a regular teacher in the school. 
The expectation includes teaching, extra-curricular activities and student supervision on playground, 
lunch or recess. (Remember the interns will approach these tasks as a teacher and be guided by any 
local agreement in effect.) The three weeks may occur together (as a block) or may be organized to suit 
the growth pattern of a particular intern. For some interns the teaching patterns may have to be 
adapted such as, teaching one week, and giving them time in between for reflection and planning, or 
teaching one week earlier, giving space for reflection and then teaching the remaining two weeks. The 
most challenging organization is to have the full responsibility for a continuous three-week block. 

 

Professional development conferences should continue throughout the three weeks focussing 
on sequences of lessons as in the teaching of a unit. Sequential conferences around series of lessons 
give the intern the opportunity to gain feedback about all phases of the unit from the set to closure and 
evaluation. In order for interns to engage in critical reflective practice, it is helpful to have an 
opportunity to discuss issues with the co-operating teacher, or possibly other staff members to help 
interns evaluate the effects of their choices and actions on others. Engaging in difficult and sometimes 
uncomfortable conversations is a necessary process in order for interns to understand how meaningful 
change may occur in Education. For example, rich discussions and questions are valuable as interns seek 
opportunities to challenge oppressive or inequitable situations or structures. 

 

Normally, interns should have the opportunity to have a sense of independence in the classroom 
for at least two days of each three day cycle. During these days the teacher is observing the 
interdependent intern, conferences are held regularly (e.g., each morning) to review the plans for the 
day and debrief experiences in order to discuss successes and challenges and plan for possible 
alternative approaches. Problem solving and critical reflection for improvement of teaching will 
continue. 

 

REFLECTION 
 

Reflective practice and reflections are expected to permeate throughout the internship 
experience. In particular, the last 3 weeks or so is a time to gradually reduce the amount of 
instructional time with students and transfer classes back to the cooperating teacher. In consultation 
with cooperating teachers, interns describe areas needing investigation or further study and 
improvement. For instance, if the intern had limited success with a complex procedure, such as 
simulations, then detailed planning followed by experimentation in the class would be a productive 
activity.  

Additionally, throughout the three prior stages, interns may have been using tools of critical 
analysis such as reflexive writing, counter-storytelling, or intersectional frameworks to analyse their 
preconceptions about social conditions. During this extended reflection time interns may have the 
opportunity to identify or locate themselves within power relations that relate to their evolving 
practice and professional identity and further explore ways to address inequitable situations.
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The reflection time is one of evaluation as well. Please note the section on evaluation for the 
detail. 
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FOUR STAGE GRADUAL RELEASE OF RESPONSIBILITY FRAMEWORK 
 

Adapted from Douglas Fisher and Nancy Frey (2014) – Better Learning Through Structured Teaching 
 
Better Learning Through Structured Teaching was written based on the Gradual Release of Responsibility 
Instructional Framework developed to guide teachers through a structured learning model to support 
reading and literacy development in students that supported the use of critical thinking skills to expand 
learning and an increased responsibility and ownership of the student over that learning.  The theory 
shifts an educators’ mindset from teaching simple isolated mastery of curriculum content, to teaching 
ways of how to learn, respond and apply multiple skills to complex and changing situations.  What could 
better describe what a teacher faces every moment of every day? 
 
 
Consider the specific skill sets where you demonstrate mastery in teaching.  How did you develop from a 
beginning level to mastery of these skills?  How did you continue to develop and coordinate all of these 
skills until you were able to refine them together into a successful practice?  It is unlikely that you 
accomplished this high level of mastery simply by being told “how to do something” or by being given a 
set of prescribed instructions to follow.  It is more likely that you were able to observe someone modelling 
the skills, listened to the thought process of the decisions involved, had the opportunity to collaborate 
with peers or specialists to support and defend your ideas and initial implementation, received feedback 
whether explicit or implicit while allowing for self-reflection, and then continued conscious practice to 
hone the skill.  You may have then become the “teacher” and taught others how to attain those skills.  
This model of learning explains the learning process for the Gradual Release of Responsibility.   
 
In the experience of Internship, this instructional framework shifts the focus from the Cooperating teacher 
as the model, to joint responsibility of Cooperating Teacher and Intern Student, to independent practice 
and application by the learner (Pearson & Gallagher, 1983).  The underlying intention is to gradually shift 
the Cooperating teacher from assuming the majority of the responsibility for performing the teaching skill 
sets, to having the Interning Student successfully assume the responsibility with decreased supports.  
Effective instruction and continuous learning follows a progression in which Cooperating Teachers do less 
of the work and students gradually assume increased responsibility for their learning.   
 
Four major theories combine to create the philosophy for the Gradual Release of Responsibility 
Framework: 

• Piaget (1952) cognitive structures and schemata 

• Vygotsky (1962, 1978) zones of proximal development 

• Bandura (1965) attention, retention, reproduction and motivation 

• Wood, Bruner, and Ross (1976) scaffolded instruction 

When combined, these theories indicate that specific learning occurs through intentional interactions 
with others.   
 
These theories suggest that the original three stage model of Gradual Release of Responsibility, “I do, We 
do, You do” omits one of the most important stages of intentional learning, “You do it Together”, which 
consists of students learning through collaboration with their current and future educational peers.  
Including this stage into a four stage model of Gradual Release of Responsibility stresses the importance 
of the recursive nature of learning and creates a fluid continuum of development where Cooperating 
Teacher and Interning Student cycle through focus lessons on learning objectives, guided instruction, 
collaborative implementation and ends with independent application by the Interning Student.  
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Consider the model below adapted from Fisher and Frey (2014): 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
As is shown with the inverse triangles, the initial stages of implementation illustrate the weighted 
emphasis of the responsibility of the Cooperating Teacher to model, direct, and demonstrate the 
application of pedagogy within the structures of student learning.  It is then illustrated how the 
emphasis for responsibility shifts to the Interning student by taking what has been learned in the 
Focus and Guided stages, and inserting that co-constructed knowledge into their developing 
practice.   The responsibilities of the Cooperating Teacher to teach, model and explain their 
practice are decreased as the load of responsibility shifts to the Interning Student.  However, the 
significance of the responsibility of the Cooperating Teacher in coaching, assessing and 
supporting intentional change increases.  This creates the solidification of knowledge into daily 
practice for the Interning Student. 
 
This gradual release of responsibility is fluid in nature.  As the Interning Student works through 
the Professional Development Process and in alignment with the evaluative continuum criteria, 
the Cooperating Teacher may identify skills that will require the load of responsibility to shift back 
to the Focus and Guided stages of development to effectively build the multiple learning 
objectives in an Interning Student’s practice and calibrate their knowledge and implementation 
with solid pedagogy.    
 
Similarly, to the fluidity of the stages, the time spent in each stage is also not pre-determined but 
rather based on the individual needs of the Interning Student and their responsiveness in each 
stage.  The Cooperating Teacher will use their professional judgement to determine when a 
student is prepared to engage in the next stage of added responsibility and shift from 
dependence, to co-dependence, to independence for optimal learning. 
 
 
 

Cooperating Teacher Responsibility 

Interning Student Responsibility 

LEARNING OBJECTIVE FOCUS 
LESSON 
“I do it” 

GUIDED INSTRUCTION 
“We do it” 

 

COLLABORATIVE 
IMPLEMENTATION 

“You do it together” 

 

INDEPENDENT APPLICATION 
“You do it alone” 

 

Listen and 
Engage 

 

Listen, 
Question and 

Participate 

 

Coach and 
Assess 

 

Assess, and 
Goal Set 

 
 

Internship Gradual Release of Responsibility Model 
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What does the 4 Stage Gradual Release of Responsibility Model Look and Sound Like? 
Teaching Phase Cooperating Teacher Behaviour Intern Student Behaviour 

 
 

Learning Objective 
Focus Lesson 

• Initiates 

• Models 

• Explains 

• Thinks Aloud 

• Demonstrates 

• Actively listens 

• Observes 

• Participates on a limited 
basis 

 
 
 

Guided Instruction 

• Demonstrates 

• Leads 

• Suggests 

• Explains  

• Responds 

• Acknowledges 

• Actively listens 

• Interacts 

• Questions 

• Collaborates 

• Responds 

• Tries out 

• Approximates 

Cooperating Teachers model their own metacognitive processes as teachers.  Modelled 
strategies focus on increasing understanding of interrelated pedagogy and application.  

Focus lessons provide purpose and intent into learning objectives.

Cooperating Teachers prompt, question, facilitate and lead Interning Students through 
the tasks that increase understanding and application of a particular learning objective.

Interning Students consolidate their understanding of pedagogy and application to 
practice through opportunities to explore, problem solve, discuss, negotiate and question 

with their peers, Cooperating Teacher, other staff, and Faculty Advisors.

This component provides Interning Students with the opportunity to practice and apply  
skills and information in new ways.  As Interninng Students transfer their knowledge and 
learning they  synthesize information, transform ideas and solidify their understanding.

 

Learning 
Objective 

Focus 
Lesson 

 

Collaborative 
Implementation 

Independent 
Application 

Components of the Internship Gradual Release of Responsibility Model 

Guided 
Instruction 

Although the 
relationship 
between the 
Cooperating 
Teacher and 
Interning Student 
cannot be 
understated, there 
are multiple other 
people who can 
support Intern 
growth.  Consider 
the importance of 
additional staff 
members, Learning 
Support Teachers, 
Administrators, 
Social Workers, 
Speech Pathologists, 
Consultants, peers, 
and assigned 
Advisors in 
supporting Intern 
growth. 

PARTNERS IN 
LEARNING 



 
Faculty of Education, University of Regina 

 

 
 

25 

• Participates 

 
Responsibility Shifts from Cooperating Teacher to Interning Student 

 

Teaching Phase Intern Student Behaviour Cooperating Teacher Behaviour 

 
 
 

Collaborative 
Implementation 

• Applies learning 

• Takes charge 

• Practices 

• Problem solves 

• Approximates 

• Self-Reflects 

• Self-Corrects 

• Scaffolds 

• Validates 

• Demonstrates as needed 

• Observes 

• Encourages 

• Clarifies 

• Confirms 

• Coaches 
 
 
 

Independent 
Application 

• Initiates 

• Self-monitors 

• Self-directs 

• Applies learning 

• Problem solves 

• Confirms 

• Self-evaluates 

• Affirms 

• Assists as needed 

• Responds 

• Acknowledges 

• Evaluates 

• Sets goals 

Adapted from Routman, R. (2003). Reading essentials.  Portmouth, NH: Heinemann. 
 
 
 

Stage One:  Learning Objective Focus Lesson 
 
When we gain mastery of specific skills and have the opportunity to practice them repeatedly, it becomes 
easy to forget that each skill took a specific amount of time and isolated focus to learn, and skill to master, 
before we were able to incorporate them altogether successfully into practice. Consider the example of 
dressing a gymnast to participate in a hockey game.  Although the gymnast is an athlete with immense 
skills and strength, they would be completely overwhelmed by the demands of a different sport.  Learning 
the initial skills of skating efficiently in many directions, not to mention the different types of equipment, 
the various types of shots and when to apply the correct one, the communication and collaboration of 
other team mates on the ice, just to name a few, would all take time to attain mastery of these skills in 
isolation, never mind the expectation of being expected to perform all of these skills simultaneously when 
instantaneous decision making is required.  To a hockey athlete, all of these things have become second 
nature and it becomes easily forgotten the amount of effort, learning, modelling, feedback and practice 
that it took to reach that level of execution.  Simply reading a “how to” book would not begin to address 
this. 
 
A Cooperating Teacher’s transparent instructional moves – establishing purpose, modeling or 
demonstrating, thinking aloud and noticing are vital in preparation for Intern Student learning Fisher & 
Frey, 2014).  Interning students will acquire new knowledge by understanding the purpose of the learning 
target, observing a knowledgeable teacher using the strategy effectively while being invited into their 
mind and thinking process, and having the knowledgeable teacher closely observe their early attempts 
and continue to coach and scaffold.  Simply telling an Interning Student “what” they will be doing but not 
addressing the “why” and “how” and “when” and “when not” will have little effect on growth and skill.  It 
cannot be assumed that the Intern has an understanding of the complete internal decision making process 
that occurs in the mind of an experienced teacher as they process information.   Sharing the “decision 
making tree” that experienced teachers create and follow as they are presented with complex processes 
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provides the metacognition that allows students to understand and apply relevant knowledge to novel 
situations appropriately. 
 
Establishing Purpose 
Establishing the purpose and setting the learning objective allow for specificity of the skill that is to be 
observed and learned in context.  It allows Interning students to see the connection to overall educational 
practice and clearly outlines the reasons why they are learning it such as how, when and where to apply 
it.  By including Interning Students in the process of establishing purpose, they are able to set reasonable 
Personal Development goals, and engage fully in the PDP process. 
 
Modeling and Demonstrating  
Modeling and demonstrating is not just completing a required action but rather must be accompanied by 
step by step spoken language to describe the process as it is occurring.  Consider an instance when you 
may have used YouTube for a demonstration of a process that you were interested in learning.  The 
narration of the expert combined with the visual component reinforced the important aspects of the task 
which increased your ability to learn it.  This process is consistent with the four dimensions of learning: 
declarative (What is it?), procedural (How do I do it?), conditional (when and where do I use it?), and 
reflective (How do I know that I used it correctly) (Angelo, 1991).  This process increases the likelihood 
that an interning Student is not merely repeating a skill but is able to analyze the success of their use of 
what they are learning. 
 
Think Aloud 
Duffy (2009) considers think aloud as the “letting students in on the secret” to be able to successfully 
complete a skill.  It allows students to witness how an experienced teacher merges declarative, 
procedural, conditional, and reflective knowledge to make informed and effective decisions. 
 
Noticing 
Noticing is comparable to the use of formative assessment in learning.  It provides the Cooperating 
Teacher with the ability to recognize what Interning Students are able to do with their new learning and 
how it informs their reasoning and the decisions that they make.  This allows the Cooperating Teacher to 
adjust their instruction and focus when necessary, to re-approach the intended learning objective.   
Although it informs further supports, noticing is not evaluating.  It is not a matter of whether the Interning 
student is “right or wrong”.  It is a way to further understand the students thinking and then provide 
additional scaffolding to ensure their development of the learning objective.  When observing, listening, 
and using experienced knowledge of the content, it allows the Cooperating Teacher to understand 
misconceptions or partial understandings in order to formulate the questions that may be asked to 
scaffold the student learning in preparation for the second stage when releasing responsibility to Guided 
Instruction. 
 
This initial stage of the Gradual Release of Responsibility creates the opportunity for a specific learning 
objective focus related to the evaluative components necessary for the successful growth and 
development of an Interning Student.   This stage is the shortest of the learning model as it is specific and 
targeted to a learning objective with pre-determined “look fors” for the Interning Student to observe as 
the Cooperating Teacher models the skill.  Although this stage is the shortest in duration, it may be 
revisited the most frequently.  As additional learning objectives are added to the responsibilities of the 
Interning Student, this stage may be briefly revisited when necessary to “refocus” the skill that is not 
evident in practice.  The Cooperating Teacher may reassume responsibility multiple times to reestablish 
purpose and provide additional examples of experienced thinking for a specific learning objective to 
ensure its full development in the Intern. 
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Stage Two:  Guided Instruction 
 
Stage Two of the Gradual Release of Responsibility Framework begins to see the cognitive responsibility 
shift from the Cooperating Teacher to the Interning Student.  The teacher begins to follow the lead of the 
Interning Student who is supported in applying the skill or strategy presented in daily teaching situations.  
Fisher and Frey, 2014 compare this stage to the scenario of teaching someone to ride a bike – specifically 
as you are running along beside them prepared to offer a steady hand as they begin to wobble, and then 
letting go once they have stabilized.  Knowing when to offer a steady hand and when to let go is truly the 
art of a Cooperating Teacher.  Guided Instruction must be flexible, and responsive to the needs of the 
Interning Student.  The “offering of a steady hand” is not intended just for those Interning Students who 
are struggling.  On the contrary, it is beneficial when also challenging an Interning Student to increase 
their level of performance. 
 
In shifting the cognitive responsibility to the Interning student, the Cooperating Teacher should scaffold 
this process from least restrictive, moving towards more restrictive scaffolding as required.  This allows 
the responsibility to remain with the Interning Student.   This is best accomplished through questioning, 
prompting, cueing and direct explanation. 

Questioning 
Although it is very important to present questions that determine understanding, the need to present 
questions that uncover errors in perception and misconceptions are even more essential.  This will allow 
the Cooperating Teacher to determine how to scaffold understanding to address vital knowledge that will 
impact practice. 
 
Prompting 
When questioning is not sufficient to engage student understanding, the use of prompts may guide a 
student’s thinking in a cognitive or metacognitive way.  Not only does this scaffold learning for students, 
but it incorporates the practice of continued self-reflection into an individual’s teaching practice.  
 
Cueing 
When prompting is not enough to engage student knowledge a Cooperating Teacher may use cues to 
specifically shift the student’s attention.  When using cueing, the Cooperating Teacher is still providing 
the student with the opportunity to take responsibility for the learning or application of the learning. 
 
Direct Explanations 
When a student demonstrates a gap in knowledge that cannot be support by prompting or cueing, a 
Cooperating teacher should defer to a direct explanation to address the gap or misconception.  This shifts 
Guided Instruction back to the Focused Lesson of the Learning Objective Stage.  The teacher will assume 
responsibility to reestablish the learning purpose, provide an explanation with modeling and think alouds 

Questioning Prompting Cueing
Direct 

Explanation
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and then set attainable challenges in order to monitor student understanding.  Allowing the Interning 
Student the opportunity to experience some success is vital to their continued engagement and self-
efficacy. 

 
 

Stage 3:  Collaborative Implementation 
 
In the Collaborative Learning stage of the Gradual Release of Responsibility Model, Interning students are 
expected to apply the skills and knowledge that they have been taught and acquired through the first two 
stages of Focused Lessons and Guided Instruction using other supports for enrichment and application.  
As they interact with one another, learning moves forward and soft skills that are required in the 
educational profession are improved such as communication, leadership, negotiation, teamwork, and 
problem solving.  For these reasons, perhaps no other stage of the gradual release of responsibility 
framework has more significant impact on career readiness.  An Interning Students’ ability to 
communicate, collaborate and engage in continuous learning opportunities is seen as crucial for success. 
The Collaboration Stage sees a decline in the responsibility of the Cooperating Teacher.  Although the 
Interning Student may specifically negotiate understandings and problem solving with the Cooperating 
Teacher as they increase their responsibility for teaching in the classroom, the intent is to provide the 
Interning Student with the opportunity to collaborate with other specialists, experts, and peers.  This could 
include other classroom teachers, Learning Resource Teachers, Inclusion Specialists, Administrators, 
consultants with the school division, and other education students.  Digital communication technologies 
allow Intern students to connect easily and instantly and have the opportunity to teach, check 
understandings, discuss concepts and ideas, make connections to learning and knowledge, and seek 
additional supports when needed.  Fisher and Frey (2014) suggest that this collaboration with other 
educational supports encourages the use of common and specific academic language that reflect, and 
solidify concepts, understandings and application of learning and knowledge. In this way we are moving 
away from teaching factual information and modelling for Interning Students, to teaching them to think 
and identify solutions and resolutions successfully in novel situations.   

 
Stage Four:  Independent Application 
 
Fisher and Frey (2014) suggest that all learning is “independent” because it is the motivation and interest 
by the learner that determine levels of success.  Even during the focused instruction phase when the 
primary cognitive responsibility falls with the Cooperating Teacher, the learner must be a willing partner 
in the process.  As progression through the stages continues and the cognitive responsibility shifts to the 
Interning Student, the increased need for self-direction grows.  Independent application requires 
intentional practice that combines time spent working and thinking alone.  Independent application is not 
the instance of the Interning Student replicating what they have been taught, but it is the process of 
problem solving and figuring things out which begins during focused instruction and continues throughout 
all stages of development.  The essential process of learning from mistakes is evident in all stages.  There 
are two key features in Independent Application that underpin the ability to learn.  This ability is built on 
a student’s skill to think about their own thinking (metacognition) and to act upon their learning (self-
regulation).   
 
The 4 Stage Gradual Release of Responsibility Framework supports the development of metacognition in 
that students are provided with time and feedback to recognize that learning has occurred and under 
what conditions that learning has occurred (Fisher and Frey, 2014).  Metacognition begins during the first 
stage of Focused Lesson as the Cooperating Teacher thinks aloud, and it extends through Guided 
Instruction as the teacher prompts the Interning Student to recognize what they know or, what they do 
not know.  This shift throughout the stages occurs as the student assumes increased responsibility for 
their metacognition as they explain their thinking and justify their solutions while actively listening to the 
thinking of others in Stage 3 Collaborative Learning.  The goal in Stage 4 Independent Application is for 
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Interning Students to work towards independently understanding their thinking process.  Metacognitive 
talk can be developed by encouraging Interning students to consider these four questions: 

1. What am I trying to accomplish? 

2. What strategies am I using? 

3. How well am I using the strategies? 

4. What else could I do? 

The Independent Application stage stresses the importance of preparing and planning, selecting multiple 
approaches, and monitoring the execution of the plan, as students drive their own progress. 
Self-regulation is also a necessity when engaging in Independent Application.  The following three 
behaviours constitute a learner’s regulation: 
 

1. Time management – initiating the use of the IPP development continuum to allow adequate time 

in developing the necessary skills and aptitudes 

2. Task prioritization – supported by the Cooperating Teacher in providing direction that identify the 

more difficult and time consuming elements of practice and those that are having the greatest 

impact on student learning 

3. Calibration – the ability to accurately self-assess in order to improve.  This addresses the gap 

between where current performance lies and where it is expected to be. 

As Interning students engage in the Independent Learning Application Stage, the Cooperating Teacher’s 
role is to notice ongoing performance and provide feedback that aligns with the IPP development 
continuum criteria.  Feedback is what allows the students to calibrate the gap between their current 
performance is and where it is expected to be.  This feedback allows the student to task as well as time 
prioritize, making appropriate decisions about the allocation of attention and resources.  Independent 
learning is not perfection of practice; it is the journey to get to perfection.   
 
Independent application is not a “do-it-yourself” model of responsibility.  Students should be engaged in 
tasks that require them to apply what they have learned and that allow them to ask new questions about 
best practices.  Independent learning should build students’ metacognitive skills while allowing the 
teacher to determine areas of additional instructional need. 
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SECTION FOUR - ROLE EXPECTATIONS DURING INTERNSHIP 
 

COOPERATING TEACHER 
 

ORIENTATION 
 

Cooperating teachers are expected to: 
 

• familiarize interns with school policies and procedures, if principals are not available to do so. 
 
• familiarize interns with curriculum guides, texts and reference material, audio-visual, technology 

and print resource material.  
• introduce interns to principals and staff. 
• provide a work area for interns. 
• provide interns with copies of guidebooks, agendas or school handouts printed for the use of staff. 
• prepare the students to meet interns. 
• explain lines of communication within the school.  

 
 

 

The interns’ introduction to the class is critical. 
SUGGESTION: Plan interns’ introduction to the class. 

Encourage interns to feel part of the class.  
Interns’ role may be likened to that of assisting teacher. 

 

 

FACILITATION 
 
Cooperating teachers are expected to: 

 

• talk with other teachers about the program and needs of the interns.  
• initiate meetings with faculty advisors and principals if this are necessary to clear understandings 

or develop new approaches. 
• along with principals, explain to parents the role of interns. 

 

PROFESSIONAL DEVELOPMENT 
 

Classroom Observation 
 

Cooperating teachers are expected to: 
 

• provide opportunity for guided observation by interns of teaching and classroom routines before 
interns assume teaching responsibilities. 

• provide opportunity for interns to observe various teachers in different subjects and levels at 
some time during the internship. 

 

Classroom Routine 
 

Cooperating teachers are expected to: 
 

• familiarize interns with routine classroom procedures. 
• familiarize interns with school policies for handling safety issues or other challenges. 
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• assist interns in the use of school equipment, including audio-visual equipment and other 

technologies. 
• demonstrate or inform interns of consultation and referral processes. 

 

Classroom Management 

 

Cooperating teachers are expected to: 
 

• demonstrate a variety of classroom management techniques and encourage interns to use these 
techniques in various situations. 

• provide a model of respect, encouragement and support for all learners. 
• promote democratic involvement in the classroom. 
• address inequitable situations appropriately. 

 

Teaching Skills and Strategies 
 

Cooperating teachers are expected to: 
 

• encourage interns to integrate a variety of world views and perspectives on content and in 
instructional approaches and centre Indigenous ways of knowing. 

 
• demonstrate a variety of instructional strategies and assist interns in using various strategies and 

select and adapt these strategies to accommodate the range of abilities and needs in the 
classroom. 

 
• encourage interns to analyze and practice specific teaching skills, especially those studied in the 

curriculum and instruction and core studies courses. 
 

Planning 
 

Cooperating teachers are expected to: 
 

• work with interns to identify and define areas of concern in the instructional process. 
• work with interns to plan for student learning for the semester. 
• help interns plan units of teaching various subjects. 
• demonstrate long-term and daily planning. 
• encourage interns to discuss resources and lesson ideas with other staff members. 
• carefully work out procedures and planning for speakers, field trips, with interns. 

 

 

Curriculum 
 

Cooperating teachers are expected to: 
 

• familiarize interns with the location and use of curriculum guides in the school. 
• share insights, experience and ideas for curriculum use. 
 

Evaluation 
 

Cooperating teachers are expected to: 
 

• prepare and demonstrate the use of a variety of instruments of evaluation in various areas 
(domains) and aid interns in using these instruments to evaluate student learning. 
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School-related Activities 
 

Cooperating teachers are expected to: 
 

• provide opportunities for interns to be of assistance in special areas or departments of the 
school or in situations where their special expertise may contribute. 

 
Community-related Activities 

 

Cooperating teachers are expected to: 
 

• assist interns to understand the community and the role of the school in the school community 
(including ethnic differences and community norms) and suggest ways to best interact within the 
community. 

 

Professional Activities 
 

Cooperating teachers are expected to: 
 

• assist interns to attend in-service, institutes and conventions and other professional 
development activities.  

• obtain background information on the Saskatchewan Teachers’ Federation and Local Teachers’ 
Association. 

 

Formative Evaluation 
 

Cooperating teachers are expected to: 
 

• assist in evaluation of student progress. 
 

• be available for pre-conferences with interns to clarify learning objectives, procedures, intern 
evaluation and professional targets. 

 
• organize raw data from classroom observation into usable form to identify patterns in the data; 

make comparisons to previous observations if available. 
• be available for post-conferences with interns. 
• provide feedback related to observation data. 
• reinforce positively those professional development objectives that were achieved. 
• identify professional development objectives that were not achieved. 
• assist interns in identification of areas for growth. 
• cooperatively develop strategies for affecting needed change; suggest alternatives as required. 
• assist in achieving closure; help to identify successes and how concerns were resolved. 

 
• continually assess the intern’s ability to proceed independently in the problem-solving process, 

throughout the professional development process, as well as assess the overall growth of the 
interns’ skill in problem anticipation, definition, and resolution. 

• encourage interns to document their professional development in the manner suggested under 
Role Expectations for Interns. 

 

SUMMATIVE EVALUATION 
 

Cooperating teachers are expected to: 
 

• provide an on-going process of cooperative evaluation for interns, cooperating teacher(s) and 
faculty advisor by the analysis of observation data and achievement or non-achievement of 
target behaviour. 

 
• assess the overall development of the interns’ skill in teaching (if other teachers have been 

involved, cooperating teachers should prepare a synthesis of all positions). 
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• complete the Internship Placement Profile form. It can be done in consultation with interns and 
the faculty advisor on the basis of the above analysis and the descriptors provided with the form 
but it is not a negotiated process. The co-operating teacher is considered the primary evaluator 
in all but exceptional circumstances. 

 

LIAISON 
 

Cooperating teachers are expected to: 
 

• join in meetings that are arranged for information or clarification of expectations. 
• attend internship seminar. 
• share concerns and ask for assistance from the faculty advisor if problems or questions arise. 
• provide feedback to the Faculty of Education about the teacher education program. 

 

If your intern appears to be having difficulty, consider the following: 
 

• Update and review the IPP together even if it is not on the schedule 

• Review the Gradual Release of Responsibility Framework together (Page. 22) 
• Consult with your Faculty Advisor and/or your school administrator 

 
• Consult with the Director of Professional Development & Field Experiences 

office (PDeduc@uregina.ca  or 306-585-5147) 
• Encourage intern to network with peers, former professors or other mentors 

 

INTERN 
ORIENTATION 

 

Interns are expected to: 
 

• become familiar with the education program and physical plan of the school. 
• obtain a copy of the daily schedule and school procedures. 
• obtain texts and reference books relevant to the subjects and levels to be taught. 
• ask to meet and be introduced to the principal and staff. 

 
• become familiar with expectations around the use of the staff room, coffee cups, parking spaces, 

etc. which form part of the ways the school staff “get along”. 
 

FACILITATION 
 

Interns are expected to: 
 

• make at least one visit to cooperating teachers and schools prior to the commencement of the 
internship. 

 
• obtain the appropriate information and make any necessary arrangements prior to the 

commencement of the school term, if a visit is not possible. 
 

mailto:PDeduc@uregina.ca
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PROFESSIONAL DEVELOPMENT 
 

Classroom Observation 
 

Interns are expected to: 
 

• study the students; learn names, group norms and assets. 
 

• study with cooperating teachers the permanent records; note ages, number of children in the 
family, occupation of parents. 

 
• critically analyze social situations: whose interests are being served? where are the political, 

economic and/or social power imbalances? how can you interrogate power and privilege as they 
affect the teaching profession?  

• study how a variety of world views and multiple perspectives is fostered in the classroom. 
• study how students are treated equitably rather than equally. 
• study possible inequitable classroom relations. 

 
• study the physical and aesthetic environment; room arrangement, mobility, exits and entrances, 

display of students’ work, locations for group work. 
 

• study routine organization of school day; time blocks, sequence of curricular rigidity of time 
sequence, lunches, bus schedules.  

• study the management of behaviour including how questions are answered, behaviour in 
movement of groups or individuals, rigid or flexible standards, individual or group study, 
techniques for managing behaviour. 

 
• examine instructional materials including how much emphasis is placed on use of text, 

instructional materials on hand (e.g., projectors, maps, etc.), how material is ordered, availability 
of audio-visual equipment. 

 
• study subject matter being explored; become familiar with books, curriculum guides, subject 

time allotment. 
 

• study cooperating teachers’ methods and procedures: questioning strategies—types, sequence, 
distribution; active or passive role for children; try to determine psychological and philosophical 
orientation.  

• observe a variety of subjects at various levels. 
 

Classroom Routine 
 

Interns are expected to: 
 

• learn classroom procedures for paperwork, reports, student attendance, time tabling. 
learn the established policies for: incomplete work, lost lunches, washroom routines, tardiness, 
swearing, fighting and dismissal. 

 
• participate in the preparation and duplication of materials, preparation of displays and 

correction of assignments. 
 

• be able to operate school equipment including audio-visual equipment and technology and use 
the various kinds of equipment in lessons. 

• be familiar with lines of communication within the school. 
 

Classroom Management 
 

Interns are expected to: 
 

• plan for positive behaviour as part of developing learning experiences. 
• use various methods to address minor classroom disruptions. 
• develop a consistent pattern of routines. 
• provide a norm of respect, encouragement and support for all learners. 
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• promote democratic involvement in the classroom. 
• address inequitable situations appropriately. 

 

 

Teaching Skills and Strategies 
 

Interns are expected to: 
 

• practice and improve acquired skills. 
• critically analyze skills and strategies as they are applied to the classroom. 

 
• consider a variety of world views and perspectives on content and in instructional approaches 

and centre Indigenous ways of knowing.  
• use a variety of instructional strategies to foster learning for all students, demonstrating growth in 

differentiating content, instructional strategies, resources, and assessment procedures. 
 

• analyze and practice specific teaching skills, especially those studied in the curriculum and 
instruction and core studies courses. 

 

Planning 
 

Interns are expected to: 
 

• identify and define areas of concern in the instructional process with cooperating teachers. 
• plan units of teaching in various subjects. 
• set specific objectives for each lesson or series of lessons. 
• plan to diagnose student difficulties and to provide remediation to overcome the difficulties. 
• plan to review. 
• plan to provide enrichment for students who are gifted or advanced. 

 
• determine teaching behaviours to be developed (i.e., long term professional development 

plans). 
• plan procedures whereby the new target behaviours will be exhibited in instruction. 
• help plan field trips. 
 

Curriculum 
 

Interns are expected to: 
 

• learn scope and sequence in depth of major subject area and to some extent in minor subject 
area—if in elementary school, learn scope and sequence in depth in areas of emphasis, and to 
some extent, in all elementary curriculum.  

• experiment with integration across subject lines. 
• utilize the curriculum guides. 

 
• practice organization of content to attain objectives in various domains, *e.g., cognitive 

knowledge and conceptualization, affective (attitudes, values, and feelings), skills and 
processes, and social interaction+. 

 
• discuss curriculum as a cultural and social practice and identify how curricular practices are 

prescribed, negotiated and lived in relation to socioeconomic, political, cultural, geographical, 
religious, gender and sexual orientation spaces. 

 

Evaluation of Students 
 

Interns are expected to: 
 

• evaluate students in all areas and by means of a variety of devices. 
• practice continuous assessment and evaluation. 
• keep written/digital records of student growth. 
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School-related Activities 
 

Interns are expected to: 
 

• assist with extra-curricular activities. 
• share in supervisory responsibilities (see Status of Interns in School). 
• submit complete and accurate records and reports as requested. 

 
• notify the school if it is necessary to be absent—as a member of the school staff interns are 

responsible to school principals as well as cooperating teachers. 
 

• observe and/or assist in special areas or departments of the school such as the library and 
guidance and counselling center. 

 

Community-related Activities 
 

Interns are expected to: 
 

• attend School-Community Council meetings, and parent-teacher conferences. 
• participate in community events. 

 
• get to know the community including the background of students and local culture and 

heritage. 
• become knowledgeable about the school division. 

 
• meet community or school based human service providers such as occupational therapists, 

social workers, educational psychologists or addiction counsellors. 
 
 

Professional Activities 
 

Interns are expected to: 
 

• follow the STF Code of Ethics. 
• attend in-service programs. 
• attend institutes and conventions. 
• attend local teacher association meetings. 
• become knowledgeable about the STF. 

 

Formative Evaluation 
 

Interns are expected to: 
 

• identify and define areas for growth opportunities in the professional development process (e.g., 
need to develop a new competency in a teaching behaviour, need to design an experience to help 
students meet an objective, begin to implement diagnostic and prescriptive strategies).  

• plan to improve their practice: 
 describe behaviours in which competence needs to be developed, or reinforced. 
 plan methods to attain the objectives for students. 
 plan procedures whereby target behaviours will be exhibited. 
 construct a means to evaluate student progress. 

 
 construct an instrument or method for systematic observation of behaviours in the 

classroom. 
 

• arrange a time, convenient to both parties, for a pre-observation conference with cooperating 
teacher. 

• solicit feedback. 
• evaluate student progress. 
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• arrange with cooperating teacher a time convenient to both parties for a post-observation 

conference: 
 receive observation data. 
 identify objectives and targets that were achieved. 
 identify objectives and targets that were not achieved (discrepancies). 
 identify behaviours that need to be developed or changed. 
 develop strategies for effecting needed change: 

• micro-teaching. 
• special visits to other teachers. 
• reading. 
• take initiative to do something new. 

 
• proceed through the process of identification of concern, observation and analysis, to verify the 

effect of the implemented change strategies. 
 

• illustrate a clear understanding of how problems identified in target behaviours have been 
achieved (e.g., log book). 

 
• solicit feedback as soon as possible (be aware that many pre and post conferences will be held 

prior to school or after school). 
• use the Internship Placement Profile (at least once a month) to self assess, and then share this 

assessment with the cooperating teacher, thereby checking perceptions and developing targets 
for growth.  

• conference daily or at least twice a week. 
• use the interim report as a catalyst to maintain professional growth momentum. 
 

SUMMATIVE EVALUATION 

 

The analysis of observation data and achievement or non-achievement of target behaviour 
provides an on-going process of cooperative evaluation for interns, cooperating teachers and faculty 
advisors.  

Interns are informed of the Internship Placement Profile (IPP) report by cooperating teachers. 
 

LIAISON 
 

Interns are expected to: 
 

• provide faculty advisors scheduling information and opportunities for observation. 
 

• be a useful link between the University and senior high school students and may be called upon 
to describe university life to the students, and discuss with them ways and means of making 
decisions about future programs.  

• provide feedback to the Faculty of Education about the teacher education programs. 
  

DOCUMENTING PROFESSIONAL DEVELOPMENT OF THE INTERN 

 

In order to monitor this process, some form of organized documentation (such as a 
digital portfolio, professional binder or logbook) is required. The intern must 
demonstrate comprehensive evidence of the following:  

- development of planning for student learning. 
- use of professional growth goals (targets). 
- analysis of the cooperating teacher’s descriptive data. 
- reflection on teaching. 

 

The portfolio must be in a form accessible to the cooperating teacher and the faculty 
advisor. This documentation will aid in the completion of a more accurate individual 
Internship Placement Profile. 
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The following format is now being used by a number of interns. 
 

Planning for Students  
  

Planning for Interns    

Learning Plans:   Goal(s): I will try to . . . 

Outcomes & Indicators:   What is the effect of my . . . 
Procedures:   Data: Written here or attached 
Set      
Development      
Closure      
Evaluation/Assessment:   Analysis: 

     What does the data tell the intern 

     about the use of the goal? 
Less detailed plans will list the   What changes will be made in 
Above points   teaching behaviours next time? 

     Were the outcomes of the lesson 
The example below is unacceptable   reached? 

for planning:      
 9:00 a.m. Math pg. 26      

   Weekly Reflection: 
        

 

It focuses on two major aspects, planning for students (lessons) and planning for intern development 
(informal goals, data collection and analysis). Lessons are written on the left-hand page of the day 
plan. On any given day some lessons are detailed (particularly in the first two months of internship) 
and some are less detailed. 

 
On the right-hand page of the day plan book, the goal(s) are described. Below the target, the 

data is entered, or if it is on a separate data sheet, it is inserted into the book. A short-written analysis 
of the descriptive data follows. The analysis is an attempt by the intern to form generalizations about 
his/her teaching from the data which is discussed in the post-conference. The analysis also discussed 
the achievement of the objective by students. This exercise allows the intern to identify changes in 
the use of the target that will be made for future lessons. 

 
Each week half a page of reflection on the experiences of the week can help interns to 

consolidate their learning. This reflection can address one or more of the following:  
1. one or more critical incidents from the week 
2. new insights the intern has about education and teaching 
3. planning future professional growth by identifying new targets. 

 

 

FACULTY ADVISOR 
 

ORIENTATION 
 

Faculty advisors are expected to: 
 

• meet with principals and teachers early in the internship to discuss the objectives and 
expectations from the standpoint of both the school and the University. 

• know interns and their general background. 
• familiarize teachers with the interns’ background. 
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• familiarize the school staff with the teacher education program and ways and means they can 

facilitate the interns’ professional development. 
• meet the directors or superintendents, when appropriate. 

 

FACILITATION 

 

Faculty advisors are expected to: 
 

• assist in the development of the relationship between interns and cooperating teachers. 
• share in the development of the intern’s program for professional growth. 

 
• be available to answer questions, clarify terms and relate subject area expectations to both the 

school program and teacher education program. 
 

• solicit suggestions and recommendations from principal and staff for the improvement of 
internship and teacher education programs. 

 
• provide a communication link, especially in rural areas, among interns in the same subject or 

specialization areas. 
• have a copy of the contract between the intern and cooperating teacher. 

 

PROFESSIONAL DEVELOPMENT 
 

Faculty advisors are expected to: 
 

• encourage interns to take risks, use new approaches, new methods and implement innovative/ 
creative teaching strategies.  

• provide guidelines and assist in directions for selection of challenging professional targets. 
 

• monitor total school involvement of interns to see that adequate time is devoted to teaching in 
other areas (especially the minor area), visiting and teaching in other divisions, if appropriate and 
feasible.  

• provide on-going program counselling and recommend appropriate post-internship classes. 
 

• encourage reflexivity and critical analysis of social contexts and the construction of teacher 
knowledge. 

 
• examine how different teacher, administrator and learner identities are shaped by these 

practices. 
• assist, as needed, in the design and use of data collection instruments. 

 
• assist with the implementation of the professional development process by providing, when 

needed, feedback on the pre-conference and post-conference techniques.  
• model, when needed, the pre-conference and post-conference cycle. 

 
• ensure that interns document their professional development in the manner suggested under 

Intern Role Expectations. 
• monitor and support the development of the documentation process (i.e., intern logbook). 
 

 

EVALUATION 
 

Faculty advisors are expected to: 
 

• be aware of the processes leading to the interim and final evaluations. 
 

• review the formative and summative uses of the Internship Placement Profile and the 
rating scales used on the profile. 

• if interns are considered “Outstanding”, nominate the intern for the Myrtle McGee Prize. 
• assist with the final IPP evaluation. 
• sign the final IPP, indicating agreement with the rating. 
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• ensure the final IPP is completed, signed and returned to the University prior to the deadline. 

 
• arrange with the Director of Professional Development & Field Experience for independent 

evaluation, if needed.  
• provide the intern with an information letter about the internship. 
• provide feedback on portfolio. 

 

LIAISON 
 

Faculty advisors are expected to: 
 

• provide a direct link between the University and the school. 
 

• promote sound public relations with principals, school staff and directors by 
acknowledging their assistance, cooperation and support. 

 
• report to the Director of Professional Development & Field Experience any irregularities or 

difficulties encountered which might require special action. 
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Acknowledging the value of field placements in transformative teacher education programs, 
Darling-Hammond (2010) states that it is critical that internship open up the opportunities for interns 
to experience extensive clinical work, intensive supervision, expert modeling of practice, and diverse 
students. Ostensibly, in this intensively supervised and extensive field experience it is necessary to build 
effective working relationships between the teacher and the intern. The content of this section includes 
multiple opportunities for the intern-cooperating teacher pair to come to understand each other as 
they navigate this learning journey side by side. 

 
PROFESSIONAL ENGAGEMENT AREA - ONE 

TEACHING FOR A BETTER WORLD 

 

“To see what is in front of one’s nose needs a constant struggle”. 
George Orwell 

 

The Faculty of Education has recently undergone a program renewal process, which has been an 
opportunity for the faculty to strengthen what was already effective, re-vision areas to improve learning 
and focus our efforts to teach for a better world. One of the most significant shifts has been to more 
purposefully address issues related to racism and anti-oppressive pedagogy in both course work and 
field experience. Sherry Marx (2006) in Revealing the Invisible: Confronting Passive Racism in Teacher 
Education recommends that teacher education programs must foster more discussion of racism and 
white positionality in all aspects of teacher preparation experiences. The purpose of this engagement 
exercise between the intern and the cooperating teacher is to open a space to discuss how field 
experience and internship can be a place for interns and cooperating teachers to explore how racism is 
perpetuated in schools (and in other social contexts) and ways of counteracting racism on a daily basis 
in our local classrooms. 

 

Inequities are abundantly clear in our society and they manifest in multiple ways including 
inadequate housing, access to health care, employment, and food security for marginalized groups 
of people. These structural issues, which often feel “outside” the control of the average person, are 
part of the conversation that we have been having with our pre-service teachers in various courses. 
In course work, interns have explored the problem with learning about racism as narrowly defined as 
an individual act of meanness, rather than systems organized to maintain dominance (McIntosh, 
1988). Even though acting in ways that challenge oppressive structures seems like a daunting idea, 
Pollock (2008) states, “inside schools, everyday acts matter, too”. She goes on to say: 

 

In schools, people interact across racial lines, distribute opportunities moment to 
moment, react to “outside” opportunity structures, and shape how future 
generations think about difference and equality. Interactions in educational 
settings help build or dismantle racial “achievement gap”. To a student one action 
can change everything. (xviii) 

 

Therefore, racism and other acts of oppression must be taken-up in meaningful ways during 
internship. While unintentional, and often with the best interests of children at heart, many every day 
activities in schools harm marginalized groups or privilege other children or communities over others. 
Like Pollock, our intention is to focus our efforts with our interns and cooperating teachers to learn 
how to proactively work for everyday anti-racism. 

 

Part of the challenge is to prepare interns for racially diverse classrooms but also to understand 
how racism is implicated in dominant white spaces as well. This is difficult work and the Faculty of 
Education is as deeply implicated in white racial identity formation and white settler discourses that 
constitute patterns of normalcy as any other institution in our society. Our hope is that we will walk with 
our partners in education to have the difficult and often uncomfortable discussions that challenge what 
we know as “common sense” (Kumashiro, 2009) and, often, right in front of our noses. 
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DEFINITION OF "ANTI-OPPRESSIVE EDUCATION" 
(http://antioppressiveeducation.org/definition.html) 

 

Contradictions abound in education. Teaching involves both intended and unintended lessons, 
and it is often in the unintended, hidden lessons that racism, sexism, and other "isms" find life. Learning 
involves both a desire for and a resistance to knowledge, and it is often our resistance to uncomfortable 
ideas that keeps our eyes closed to the "isms." Common sense does not often tell us that oppression plays 
out in our schools. But the contradictions in education make it impossible to say that oppression is not in 
some way affecting what and how we teach, despite our best of intentions. What might it mean, then, 
to teach in ways that challenge oppression? 

 

The term "anti-oppressive education" is a very broad one that encompasses approaches to 
education that actively challenge different forms of oppression. 

 

There is Not Just One Form of "Oppression" 

 

"Oppression" refers to a social dynamic in which certain ways of being in this world--including 
certain ways of identifying or being identified--are normalized or privileged while other ways are 
disadvantaged or marginalized. Forms of oppression include racism, classism, sexism, heterosexism, 
anti-Semitism, ablism, colonialism, and other "isms." Anti-oppressive education aims to challenge 
multiple forms of oppression. (ablism = discrimination toward people with disabilities) 

 

There is Not Just One "Anti-Oppressive Education" 

 

There are many approaches to anti-oppressive education, some that even contradict or 
critique others. This is not surprising. For decades, educators and researchers have suggested a range 
of theories of oppression and practices to challenge it, and these theories and practices all have their 
own strengths and weaknesses. The field of anti-oppressive education draws on these traditions, 
crafting links between feminist, critical, multicultural, queer, postcolonial, and other movements 
toward social justice. As it moves forward, the field of anti-oppressive education constantly 
problematizes its own perspectives and practices by seeking new insights, recognizing that any 
approach to education--even its own--can make certain changes possible but others impossible. 

 

Yet, There are Perspectives that All Approaches Share 

 

Anti-oppressive education is premised on the notion that many traditional and commonsense 
ways of engaging in "education" actually contribute to oppression in schools and society. Furthermore, 
anti-oppressive education is premised on the notion that many commonsense ways of "reforming 
education" actually mask the oppressions that need to be challenged. What results is a deep 
commitment to changing how we think about and engage in many aspects of education, from 
curriculum and pedagogy, to school culture and activities, to institutional structure and policies. Perhaps 
more importantly, what results is a deep commitment to exploring perspectives on education that do 
not conform to what has become "common sense" in the field of education. Anti-oppressive education 
expects to be different, perhaps uncomfortable, and even controversial. 
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Alternative Models of Learning 

 

If common sense often functions to maintain the status quo and perpetuate various forms of 
inequity and oppression, then any movement towards social justice needs to ask, Are students learning 
things in schools that challenge common sense? Learning is not just about "correcting" what students 
already know. Learning is not just about students acquiring what some in schools and society have 
already determined to be the things that they are "supposed" to know. Given the recognition that 
curriculum cannot help but be partial, learning needs to involve refusing to be comfortable with what 
we already know and what we are coming to know. Learning needs to involve challenging the idea that 
commonsense ways of thinking about the world--among students and among educators--are the right 
ways of thinking about the world. Furthermore, given the recognition that critiquing one's own 
worldviews can be an uncomfortable process, learning needs to involve opportunities to acknowledge 
and work through the resistances and emotions involved in raising awareness. 

 

Alternative Models of Teaching 

 

Even among educators committed to social justice, common sense can get in the way of anti-
oppressive change, as when thinking about teaching in traditional ways. Teaching does not consist 
merely of what we intentionally "do" with students, which means that we can never fully plan or execute 
anti-oppressive lessons. After all, what students learn results not only from what teachers teach 
intentionally, but also from what teachers teach unintentionally and often unknowingly, and different 
students "learn" different things, depending on the lenses they use to make sense of their experiences. 
These hidden lessons about the subject matter, about schooling, and about broader social relations are 
always permeating our schools, emerging from our silences, behaviors, curricular structures, 
institutional rules, cultural values, and so forth. Often reflecting the status quo or norms of society, they 
are experienced as parallel norms of schooling, as the way things are and perhaps should be. And, 
because of their everyday nature, these hidden, unintentional lessons often have greater significance 
than the intentional ones. This does not mean that anti-oppressive teaching involves ridding our schools 
of hidden, contradictory curriculums, as if that were possible. Rather, anti-oppressive teaching involves 
exploring the insights and changes made possible when such hidden lessons become central to one's 
teaching. Teaching becomes much more uncertain, quite paradoxical, and centered on oppression in our 
everyday lives. 

 
This definition is adapted from the writings of Dr. Kevin K. Kumashiro.  

(http://antioppressiveeducation.org/definition.html) 

 
 
 
 
 

Before starting the internship journey, the intern and the cooperating teacher please take time to do the 
following “Share and Listen” activity together, as well as to read and discuss the case on “What is GOOD 
teaching?”  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

http://antioppressiveeducation.org/director.html
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“Share and Listen” Activity 

 

(adapted from Adams, M., Bell, L. & Griffin, P. (2007). Teaching for Diversity and Social Justice. New York:  
Routledge.) 

 

Instructions: 

 

The intern and the cooperating teacher take turns to speak. When one speaks for one minute 
about any one of the questions, the other person listens. You do not need to do the questions in 
order. 

 

1. When did you first become aware that you are a member of a particular racial group or have 
a particular sexual identity or have an ability/disability? (Select one) 

 
2. When did you first become aware of people from other races? Which races? 

 
3. When did you first witness or experience someone being treated differently because of racial 

identity or sexual identity or ability/disability or gender? (Select one) 

 
4. When was a time that you were proud of your racial identity? Sexual orientation? Gender? 

(Select one) 

 
5. When was a time you realized that you would be treated differently because of your race, 

sexual identity, gender or ability/disability? (Select one) 

 
6. What are some times when you have had friends from different racial groups or sexual 

identity or ability/disability? 
 

7. What is one significant event in your life related to race or racism? Ableism? 

 
8. In what ways do racism, sexism, heterosexism, or ablism operate in your life or exert their 

effects in your life? 
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What is “GOOD” Teaching? 
Written by a former cooperating teacher 

 

I recently read an American article by Lee Anne Bell called “Expanding Definitions of Good Teaching” 
that reminded me of a similar story in my life in Saskatchewan. Like Lee Anne, I was teaching a multi-
racial group of middle schoolers in an urban elementary school and had the opportunity to get to know 
the students, staff and community quite well. When Lee Anne asked her students to identify the qualities 
of a good teacher, she was surprised to learn that Ms. Johnson, an unlikely candidate for “good teacher” 
at least from Lee Anne’s perspective, was the student’s top choice. The students said they liked Ms. 
Johnson best because “because we know she loves us”; Lee Anne, however, found the teacher loud and 
overbearing. 

 

I recall a similar situation where it became abundantly clear that the students in my school adored a 
teacher named Ms. Bear. Rather than being loud and overbearing, she was quiet and what I deemed 
unenthusiastic. My first assumption was the students liked Ms. Bear because she was easy-going and so 
nonchalant about some rather important curriculum issues. I was surprised that she wasn’t in trouble 
with the administration. After spending more time sizing up the situation, I discovered that Ms. Bear 
also had a particular way of teasing the students which I found inappropriate. Like Lee Anne, I “had a 
specific model of good teaching that regard*ed+ warmth and positive feedback as an essential way of 
engaging student voices and encouraging democratic participation in the learning community” (p. 287). 

 

Perplexed, I had to begin to consider alternative reasons why there was incongruence between what I 
thought to be true and what the students were telling me about the qualities of good teaching. I had to 
consider that there was a much broader range of reaching learning goals and “that warmth could be 
expressed in various voices tones and at other volumes” and engaging with students in meaningful ways 
comes in many forms. Certainly, the students in Ms. Bear and Ms. Johnson’s class felt confident with 
their teacher’s approach to learning and encouraging. Why was it so difficult for me to see it? 

 

Part of the answer was getting to know Ms. Bear better. Not surprisingly, there were many similarities 
between Ms. Johnson’s and Ms. Bear’s childhood experiences. Both had grown up in a cohesive 
community but where the lines of segregation were clear. Ms. Johnson was raised in the segregated 
southern United States and Ms. Bear on a reserve in Saskatchewan. Both women reported to have 
excelled in school but felt little support for developing their full academic potential as gender and racial 
stereotypes challenged them in substantial ways. 

 

These favoured teachers approach to teaching was grounded in a firm desire to provide a learning 
environment that both supported and challenged students and pushed them not only to do their best 
but to help the students overcome barriers of sexism, racism and poverty. Regardless of the gender or 
the race of the students, (Ms. Bear taught lots of white kids too) her challenging curriculum, even her 
teasing, was interpreted by her students as a sign of love and dedication. 

 

Reading Lee Anne’s article helped me to further reflect on how I as a white-middle class woman had 
judged Ms. Bear’s teaching through an unintentional racialized lens that did not include a First Nation 
way of knowing or understanding. Lee Anne writes: 

 

I unconsciously applied assumptions about good teaching based on an unacknowledged white and 
middle-class norm that could see only “warm fuzzy” teaching demeanours as good. I implicitly 
embraced a color-blind view of progressive pedagogy that did not take into account how educators 
who did not grow up white or middle-class might differently approach a pedagogy grounded in 
shared progressive goals but different prior schooling experiences 
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How could a nice girl like me have been so color-blind? I should have known better since my education 
had theoretically prepared me to know that color does matter and that pretending to not see color is a 
denial of the unique history and culture of entire races. We have heard many times that color blindness 
is a convenient strategy for white educators who wish to treat “everyone equally” but fail to recognize 
race and culture matter in pedagogy (and beyond). If you are wondering if race and culture matter, just 
ask someone of color. Lee Anne suggests that she and I had been easily color-blinded when we “take for 
granted that my definitions of good teaching would be supported by research, journals and books 
created largely by people like me and though grounded in our particular experiences, presented as 
universal truths.” 

 

Like Ms. Johnson in Lee Anne’s story, Ms. Bear also wanted to provide her students with the tools to be 
independent and articulate when they confronted injustices. Even though Ms. Bear had a quiet 
demeanour, she expected a lot of the students and she asked them to consider difficult questions related 
to prejudice, bias and discrimination and she most definitely did not provide them with all the answers. 
(What? No answer key?) Ms. Bear knew her students, their families and the local community. She felt 
responsible for their behaviour and achievement and she was invested in all parts of their lives. In turn, 
her students knew that she cared about their well-being; they respected and trusted her and even when 
she teased them. 

 

As I spent more time learning about Ms. Bear’s pedagogy, she taught me how to pay attention to 
oppressive situations, including the way language marginalized particular students. Although we mainly 
discussed race, we also identified how other minority groups were marginalized based on their gender, 
(dis)ability or sexual orientation in our school. Together, we discussed tensions and strategies to resist 
oppression and I learned to deconstruct what our school and my classroom promoted as normal. These 
discussions were imperative to my development as a critical educator. Susan Dion (2009), a First Nation’s 
educator states that in deconstructing the ways we teach “it is not enough to replace negative, 
stereotypical representations with positive and diverse alternatives. If, as critical educators, we are 
concerned with accomplishing change that will contribute to transforming the relationship of injustice, 
teachers and students require ways of engaging with and speaking to the legacy of three hundred years 
of oppression, the ongoing inequitable distribution of power and resources, and the relations that 
sustain those inequities.” 

 

Perhaps what was most surprising to me was how relevant it was to continue to deconstruct these race 
issues when I moved to school where it was not culturally diverse and there were no identifiable First 
Nation students. Without this analysis “…*it+ promotes the idea in the minds of students that the white 
Euro-Canadian dominant culture is superior to others and deserves advantages not provided to the 
“inferior Other” (Dion, 2009). My goal is to be more conscious about creating a culturally responsive 
education program and system. 
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Discussion Questions based on Lee Ann Bell’s article: 

 

Bell, L. (2008). Expanding definitions of good teaching. In M. Pollock (Ed.), Everyday Anti-racism 
– Getting Real about Race in School. London: The New Press. 

 
1. What assumptions do you carry about what good teaching is? Where might those assumptions 

come from? 
2. Thinking back, how might you have overlooked the “good” teaching in another teacher’s practice? 

Why? 
3. How does colour-blindness exist at your school? 
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PROFESSIONAL ENGAGEMENT AREA - TWO 
PLANNING FOR TEACHING AND THE PROFESSIONAL DEVELOPMENT PROCESS 

  
 The effective use of the Professional Development Process depends on the relationship between 
the cooperating teacher and intern. Descriptive feedback on the intern’s performance given in a 
supportive environment helps to promote their personal and professional growth.   
  
 This section focuses on the planning component of the Professional Development Process.  In 
order for that feedback to be useful to an intern, it needs to arise from the concerns the intern has 
about his/her teaching.  Careful planning by the intern for both the students and for his/her professional 
growth is a critical component of the Professional Development Process. 
  

PROFESSIONAL DEVELOPMENT PROCESS (PDP) 
  
 As teaching is a deliberate, intentional act, it is capable of being observed and analyzed.  The 
Professional Development Process is a means to systematically examine teaching.  The process is used 
to describe teaching intentions, observe, collect information, analyze, and use problem solving to make 
decisions for further professional development.  The intent is for the intern and cooperating teacher to 
engage in a collaborative effort to promote the growth of the intern from dependence towards 
independence.  As people have a tendency to view their environment selectively, the cooperating 
teacher, by collecting data and giving feedback, assists the intern to focus on the variables of teaching in 
a systematic way. 
  
 The role of the cooperating teacher within this endeavour is as facilitator and supporter.  During 
the PDP the cooperating teacher gathers information, provides feedback, and helps organize and 
analyze information.  S/he helps set appropriate objectives and targets, and may assist the intern in 
designing lessons and data collection instruments.  S/he focuses attention and tries to extend the 
performance of the intern.  The cooperating teacher questions so the intern can clarify and question 
him/herself. 
  
 The intern must be committed to improving his/her teaching practice.  S/he attempts to 
internalize and integrate past and present learning.  S/he must show a willingness to develop new skills 
and understandings.  The role of the intern is to plan and implement lessons for students, set 
professional goals, plan procedures and design data collection instruments to aid in professional 
development.  S/he questions and analyses information, takes risks, thinks creatively and makes 
decisions. 
  
 The cooperating teacher and intern work together to establish an appropriate climate for 
professional growth.  If an open, trusting relationship is achieved, along with good communication skills, 
risk and experimentation is possible and the opportunity for the intern to become an independent 
decision-maker is facilitated. 
 
  This process carried out in a supportive environment also promotes praxis; the space where 
interns can develop a deeper understanding of teaching and learning based on their knowledge and  
experience to this point.  The intern experiments with various instructional techniques and 
methodologies and in time develops a personal understanding of the use of these in teaching. 
  
 Feedback from the cooperating teacher permits the intern to assess the implementation of new 
ideas and change these ideas to suit both the intern’s style and the students’ needs. 

 The PDP consists of five phases:  planning, pre-conference, observation, analysis and post-
conference (see figure 1) 
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Figure 1 
  

 

PLANNING 

 

 
POST-CONFERENCE                 PRE-CONFERENCE 

 
PROFESSIONAL 

 

DEVELOPMENT 

 

PROCESS 
 
  
                                                               ANALYSIS                    OBSERVATION 
 
 

 

PLANNING 

 Responsibility for planning will change as internship progresses.  It may start as a collaborative 
effort, become consultative, and at the end be an independent effort of the intern.  In the early stages 
the cooperating teacher and intern may choose to cooperatively plan lessons.  This is an opportunity for 
the cooperating teacher to help in the planning of the lesson, if needed and if appropriate.  In early 
stages of internship, the cooperating teacher may assist the intern in setting targets, outlining 
procedures, designing data collection instruments, and establishing realistic guidelines for assessment.  
As the intern progresses, s/he may use the cooperating teacher as a consultant.  The intern plans the 
lesson and target, and then discusses alternatives with the cooperating teacher.  Among possible topics 
for discussion are different ways of presenting the lesson, possible student outcomes, student 
motivation, possible ways to collect data, alternative targets, etc.  As the intern becomes more 
independent, s/he may plan alone.  The timeline for moving from collaborative planning to independent 
planning will depend on the rate of progress of the intern.  When the pair are collaboratively planning 
lessons there is no need for a pre-conference.  As the intern becomes more independent the pre-
conference becomes more important.  It will be during the pre-conference that the cooperating teacher 
and the intern will come to a shared understanding of what the intern has planned. Notably, within this 
model, there is space for interns to participate in authentic co-teaching models.  
 

While all phases of the planning, teaching and assessing cycle are more collaborative than 
traditional paradigms, interns must bring an equally comprehensive level of leadership, initiative and 
competence to the teaching team. Genuine interdependence is necessary in this model and can be as 
challenging, if not more so, than developing independence. 
  
 Planning is done for student learning and intern development.  When planning for student 
learning, instructional, presentation and evaluation must be considered.  When planning for 
professional growth, goals, procedures and assessment are developed.  Within this planning framework, 
consideration may also be given to planning for the professional growth of the cooperating teacher as a 
facilitator of professional development.  It is hoped that cooperating teachers will continue to 
systematically develop and refine their skills as a cooperating teacher beyond the confines of the 
internship seminar.  Whether this is done formally or informally is up to the cooperating teacher and 
intern.  A planning guide and sample planning guide are provided at the end of this section. 
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Outcomes and Indicators 
 
  
 Outcomes for lessons are usually defined in terms of what new knowledge, attitudes or skills 
you want the students to demonstrate when you have finished the lesson.  An instructional objective 
must: 
 1. be student-oriented. 
  It places emphasis on what the student is expected to do (not on what the 
  teacher will do).  It describes expected student behaviour. 
 2. describe learning outcomes. 
  Describes what the students are expected to be able to do or to learn and must be 
  distinguished from the activity in which they will be engaged. 
 3. be clear and understandable. 
  An objective must be explicit.  It will contain a clearly stated verb that describes 
  a definite action or behaviour and, in most cases, will refer to the object of the 
  action. 
 4. be observable. 
  Evaluation of learning outcomes depends on observability.  The key to an 
  observable objective is an action verb.  The verb must describe an observable 
  action or an action that results in an observable product. 
  
 
 
 

Questions to ask yourself:  
1. Which instructional strategies will be most useful and align with the outcomes?  
2. How will I sequence the activities and lessons to help achieve the outcome?  
3. How do I plan if assessments indicate unpredicted or undesired results?  
4. What range of resources might best support students in achieving the outcomes?  
5. How will I adapt instructional materials, methods and/or the learning environment to 

ensure all students achieve the outcome? 
 

 

Understanding Outcomes, Oct. 2010. Ministry of Education Document 
http://www.education.gov.sk.ca/Default.aspx?DN=009f8df1-406a-47d8-a44b-cfc25544852b  
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1. Procedure 
  
 The procedure part of the lesson plan includes the method or approach telling how students will 
learn the content of this lesson.  It tells how you will accomplish lesson objectives. 
  
Evaluation 
  
 This is the process of obtaining information and using it to form judgements which, in turn, are 
used in decision-making.  Evaluation includes: 
 1. preparation for evaluation. 
  Determine which judgements and decisions you anticipate making; describe the   
  information needed to make decisions and judgements; and determine how to obtain  
  necessary information. 
 2. obtaining information. 
  Includes any oral, physical or written means of gathering data on which to base   

http://www.education.gov.sk.ca/Default.aspx?DN=009f8df1-406a-47d8-a44b-cfc25544852b
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  judgements. 
 3. forming judgements. 
  Determine type of judgement to be made; establish rules for assigning a value to the  
  data collected; and compare information to a referent (score, mark, performance); and  
 assign a value according to the rules established. 
 4. using judgements in decision-making. 
  Assess whether objective was met; plan for further action and subsequent lessons. 
  
  
Professional Goals 
  
 A Professional Goal (PG) or target is a specific teaching skill, strategy, or aspect of behaviour 
which the intern is attempting to learn, practice, or eliminate during a specific lesson or unit.  A 
Professional Goal must fulfill these criteria:  be student oriented, describe specific behaviour, be clear 
and understandable, and be observable. 
  
Procedure 
  
 Procedure includes methods or strategies telling how you are going to achieve the PG or target:  
what you are going to do. 
  
Assessment 
  
 Assessment is the process of obtaining data and making judgements.  Assessment includes:  
judgements and decisions to be made, data collection sheet, rules for forming judgements, and the use 
of judgements to make decisions regarding further professional growth and development. 
  
PRE-CONFERENCE 
  
 The purpose of the pre-conference is for the intern and cooperating teacher to come to a shared 
understanding of what will happen during the lesson or a series of lessons.  The emphasis is on 
presenting and clarifying, not planning the lesson.  The intern must have freedom to experiment, take 
risks and try new ideas. The primary topics of the pre-conference are the lesson for the students and 
professional goal(s) for the intern.  When presenting the lesson plan, objectives, presentation and 
evaluation will be clarified.  The cooperating teacher should have a clear understanding of what the 
lesson entails by the end of the pre-conference. 
  
 The professional target, procedures, assessment and data collection sheet are also presented 
and clarified.  The cooperating teacher needs to know precisely what is to be observed and how. 
  
 At the end of the pre-conference, the cooperating teacher will paraphrase or summarize the 
conference in order to confirm that s/he has fully understood the intern’s presentation.  It is during the 
pre-conference that the intern presents the data sheet to the cooperating teacher. The intern describes 
how the cooperating teacher can gather information about particular professional goals or targets set 
for each lesson. 
  
 The pair may also wish to discuss strategies to improve their professional development 
relationship or surface topics related to their relationship for discussion at a late time.  A pre-conference 
checklist is included at the end of this section. 
  
OBSERVATION 
  
 During the observation phase the intern teaches the lesson and the cooperating teacher collects 
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the requested data.  As a partner, each must keep his/her part of the bargain.  The intern will attempt to 
deliver the lesson as planned and to achieve professional goals or targets by conscientiously following 
through on the procedures.  The cooperating teacher will observe and collect data on the 
implementation of the lesson and professional goals or targets along predetermined lines.  Data 
collection is as objective as possible.  Both must realize though, that if the learning situation changes, 
then both will have to adapt accordingly. 
  
ANALYSIS 
  
 Both the cooperating teacher and intern need time to reflect on the data collected.  The intern 
needs an opportunity to examine and reflect on the data prior to the post-conference.  Both the 
cooperating teacher and the intern will attempt to derive meaning from the data.  This can be done by 
asking for patterns, organizing the information, looking for cause and effect relationships, and 
interpreting.  The cooperating teacher and intern then consider how they could best present their 
findings to each other. 
  
POST-CONFERENCE 
  
 The post-conference is an opportunity for the intern and cooperating teacher to discuss what 
happened during the lesson, share insights and interpretations, and use problem-solving to outline 
alternatives for future lessons.  Both parties must be actively involved in the process of examining data, 
assessing behaviour, brainstorming, offering alternatives, problem-solving and making decisions.  It is 
particularly important during this phase of the PDP for the pair to have a collaborative, collegial 
relationship.  Discussion is based on sharing thoughts rather than making value judgements. 
  

Early in the post-conference the intern should have the opportunity to reflect on his/her 
experience, to describe to the cooperating what he/she thinks happened, why, and how s/he felt about 
it.  Reflection and self-analysis are critical steps in becoming autonomous. 
  
 The cooperating teacher and intern next review the lesson plan and professional goal or targets 
described in the pre-conference.  This becomes particularly important if there has been a long time-
lapse between the two conferences.  For example, if the pre-conference was in the morning before 
school started and the post-conference was after school. 
  
 During the post-conference the pair are involved in problem solving.  They might:  (1) define 
problem area or topic; (2) analyze the problem or topic; (3) brainstorm alternatives and the relative 
merit of each; (4) select an alternative; and (5) plan for implementation and evaluation.  The pair 
examine the data together and share their interpretations.  They compare what happened to intended 
goals, explore possible cause/effect relationships and patterns, draw inferences, and then discuss 
implications for further lessons.  The next step is to discuss what might be done in the future.  The pair 
brainstorm and evaluate possible alternative strategies, and plan strategies for further lessons.  
Decision-making may be collaborative, consultative, or independent depending on the stage of growth 
of the intern.  At this point the pair has actually returned to step one of the process—planning.  They 
may discuss assignments for the next day or lesson, and targets on which to be working. 
  
 During the post-conference both the lesson and professional  goal are debriefed.  A post-
conference checklist follows. 
  
 A critical ingredient in this phase of the process is a commitment to change.  Both the intern and 
cooperating teacher must be willing to follow through with the solutions or alternatives suggested in 
order for the process to work. 
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THE THREE STEP PROFESSIONAL DEVELOPMENT PROCESS  
 

 

Intern: 
-  presents a written learning plan with a professional 

 goal/target sheet to the cooperating teacher 
-  discusses outcomes, plans materials/resources, & 

 details of how the lesson will proceed 
-  discusses the topic for professional growth & gives the 

Pre – Conference 
cooperating teacher direction for recording descriptive 
feedback 

 

Coop: 
-    reads the learning plan 
- listens 
- asks clarifying questions 
-    discusses professional goal for clarification & 

 mode of gathering data 
 
 

 

Intern teaches. 
               Teaching/Observing / Data gathering 

Cooperating teacher records observations.  
   
 
 

Intern, with the cooperating teacher: 
                                                        -    self-evaluates the lesson (What were the strengths of the lesson? 

What were the students learning? How might I adapt teaching of 
this lesson if teaching it again?) 

- discusses the cooperating teacher’s record of observations made 

about the professional goal 
- makes plans for continuing to monitor/improve similar activity in 

subsequent lessons or focusing on other aspects of professional 
goal  

- makes plans for continuing to monitor/improve similar activity in 

Post - Conference subsequent lessons or focusing on other aspects of professional 
goal 

Coop: 
- provides data to the intern 
- listens 
- asks clarifying questions 
- encourages balanced reflection (strengths & weaknesses) 

- uses descriptive feedback whenever possible 
- if intern is reluctant, uses questions to lead intern through 

reflection on the lesson & the professional goal/target under  
consideration 
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D 
    

 Descriptive feedback: 

e  Is descriptive, rather than evaluative. 
  

s  
Is solicited, rather than imposed. 

c 
 

    

r  Is most useful at the earliest opportunity after the lesson. 
    

i  Is checked to ensure clear communication. 

p  Is a record of what the intern says & does & may include a 

t  record of the students’ reactions to it. It may be for a 
 complete lesson or part of a lesson. 

i 
 

 
Helps the intern become self-evaluative & an active 

v 
 
    

 participant in planning for his/her own professional 
e  growth. 

  

  Is specific, related to some aspect of professional practice, 

F  rather than general. 
    

e  Takes into account the needs of both the receiver & giver of 

e 
 feedback. 
    

d  Is directed toward behaviour which the receiver can do 
 something about. 

b 
 

 
Needs to be given within a supportive environment to 

a 
 

 ensure intern’s growth. 

c     

k 
    

    
      

 
 
 
 

 

 Descriptive feedback 

 assists an intern who 

Feedback is wants to learn how well 
a way of personal action matches 

giving help. professional intentions 
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PRE- AND POST-CONFERENCE CHECKLISTS 
 

Pre-Conference Checklist 
(Clarification) 

 

 

Items Relating to Learning Plan 
     Outcome 
     Indicator(s) 
     Set 

     Development 

     Closure 
     Resources 
     Assessment/Evaluation 

Items Relating to Targets/Professional Goals 
__________   Identification of Professional Goal 
__________   Actions Proposed to Achieve goal 
__________   Data Collection Method 

     Post-Conference Checklist 

     (Analysis) 

Outcomes & Indicators  
__________   Debrief the lesson 

Professional Goals  
__________   Review of Professional Goal and method of data 

     collection as agreed 
__________   Presentation of the data collected 
__________   Analysis of data by the intern as assisted 

     by the cooperating teacher 
__________   Decision by the intern as to the 

     significance of the data 
__________   Decision by the intern as to specific 

     action for the future 
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PROFESSIONAL ENGAGEMENT AREA – THREE 
  

PROFESSIONAL GOALS AND ASSESSMENT 
 

Developing an intentional plan for professional development that is practical, yet challenging is 
a critical key to the success and growth of the intern during the internship process. Interns who know 
what professional goals/targets to set, how to describe them and how to solicit data are able to direct 
their own professional development. Their decision-making skills are enhanced and their growth is 
promoted. 

 
This section presents interns and cooperating teachers with the opportunity to plan data 

collection on both simple and complex professional goals. It also engages the participants in an exercise 
to set professional goals in the context of a developmental plan. 

 

 

SETTING PROFESSIONAL GOALS IN THE CONTEXT OF A DEVELOPMENT PLAN 

 

HOW TO BECOME A WELL-ROUNDED TEACHER 
 

Professional goals may be defined as statements that describe an expectation of increased 
competence in the future. They may be derived from any area of planning, but for our purposes the 
professional goals are to be selected from areas of teaching that are observable in the classroom. 

 

Six areas, taken from the Secondary & Elementary Internship Placement Profile (IPP) are: 
 

A. Professional Competence and Development, 
B. Interaction with Learners, 
C. Planning, Organization, Assessment, and Evaluation,  
D. Instructional Competence, 
E. Teaching Strategies, Skills and Methods, 
F. Professional Qualities. 

 

 

To set professional goals/targets requires that the intern establish a benchmark, that is, a level 
of present competence. As the intern leaves the Faculty of Education for internship, s/he has the 
cumulative understandings of self, constructed from prior knowledge and experiences from pre-
internship experience and course work. Using this information, the intern is asked to establish a 
graphical representation of current strengths, and areas needing reinforcement through practice. 

 

To establish the graph, each intern is asked to assess themselves, and mark their assessment 
on the IPP. Use these values to calculate an average score for each area on the IPP: Outstanding-4; 
Very Good-3; Good-2; Fair-1; Unsatisfactory-0. 
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For example: If under “Professional Competence and Development” an intern scored him/herself a 
“Good” in “Demonstrated Knowledge of Subject/Curriculum and Applies this Knowledge Effectively” 
(2), a “Very Good” in “Establishes Professional Targets and Plans for Growth” (3), a “Fair” for “Engages 
in Pre/Post Conference” (1), an “Outstanding” in “Collects and Analyzes Teaching/ Learning Data” (4), 
a “Good” in “Reflects Upon Experiences and Adapts Teaching Accordingly” (2), an “Outstanding” in 
“Uses School/Other Resources and Research Effectively” (4), a “Very Good” in “Demonstrates 
Translation of Educational Theory into Practice” (3), a “Very Good” for “Exhibits Knowledge of 
Social/Historical Contexts of Injustice/Inequality in Relation to Teaching and Learning” (3) and an 
“Outstanding” for “Demonstrates Willingness to Participate in School Life” (4). His/her average score 
is 2.88 which is determined by adding 2+3+1+4+2+4+3+3+4, then dividing the total by 9. 

 

When similar averages are calculated for the other five areas on the Secondary Internship 
Placement Profile, the intern is ready to complete the graph. Let’s suggest that the six averages are:  

A. Professional Competence and Development 2.88; 
B. Interaction with Learners 1.50; 

 
C. Planning, Organization, Assessment, and Evaluation 3.25; 
D. Instructional Competence 3.90;  
E. Teaching Strategies, Skills and Methods 2.50; and 
F. Professional Qualities 2.00. 

 

These scores can be shaded into a diagram, as follows, and form a visual picture of present levels of 
competence according to the self-assessment.   

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

A-F: The six categories suggested for the sub-division of teaching into areas or approaches. The 
distance from the shaded area to the outer circle represents the growth needed to become 
outstanding and can be the substance for a professional development target. The inner 
pattern is a portrayal of what “shape” the intern is in. 
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When the graph is completed, it is time to decide where to select the initial professional 
development targets for the internship. Use the graph for a beginning, and the IPP for further 
guidance. The intern in this example, after reflection, might choose “The Improvement of Knowledge 
of Subjects” under the area of “professional qualities”. 

 

When the professional goal has been achieved, select another professional goal. As soon as an 
intern is able to perform a skill, or has become competent in an area, the joint attention of intern and 
cooperating teacher moves to another professional goal in another area. Of course, more than one 
professional goal may be selected at one time. 

 

Professional goals usually focus on one specific skill, and therefore, data on the professional goal is 
only recorded during the part of the lesson where the professional goal is being practiced. For 
example, if “question distribution” is the professional goal, then the data is collected during the 
periods of time where the intern is asking questions, not necessarily throughout the entire lesson. 

 

At the end of each month, or more often if the intern and teacher choose, new assessments are 
made and fresh graphs drawn. Not only will new graphs show the way to continued effort and new 
targets, but it will be recognition of growth achieved so far. It is suggested that the assessments carried 
out during the internship be a combination of self-assessment by the intern and assessment by the 
cooperating teacher. Agreement on the recorded level of achievement comes through discussion 
between intern and cooperating teacher. The exception to this suggestion is the final IPP which is not a 
negotiated decision. The cooperating teacher is the primary evaluator. 

 

Some pairs have taken this process a step further. The cooperating teacher has created a 
graph and has chosen targets for growth and development for him/herself just as the intern has. 
However, interns are always assessed as interns and not practicing teachers. 

 

Further Issues in Goals 
 
1. The uniqueness of any intern may be presented by the shape. In some instances the intern may 

have the potential to become outstanding in an area while operating at an average level in others.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Professional goals may need to be set to extend the intern in areas of greatest potential. 
Unique people have expertise and potential in a variety of areas. 
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The ideal solution is one in which both teacher and intern set professional goals, learn from 
each other, and then both approach the level of “outstanding” by setting professional goals 
that exceed their combined competency.  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Setting Professional Goals 
 

It is expected that when a professional goal is chosen by an intern, the behaviour to be 
practiced in meeting the professional goal will be described and incorporated into lesson planning. The 
cooperating teacher will then be prepared to observe, collect data and report to the intern evidence 
showing the goal has been met, or that further practice is needed.  

 
 

 

AT-A-GLANCE: How do I set a Goal? 

 

Step one: Use the Intern Placement Profile (IPP) to develop a graphic representation 
of present Competencies 

 

Step Two: Clarify each Descriptor in the IPP 
 

Step Three: Identify Professional Goals (may be from IPP) 
 

Step Four: Build a data collection instrument to access Professional Growth Opportunities 
 

Step Five: Plan for the pre- and post-conference 
 

Step Six: Collect Data 
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How Do I Set a Professional Goal? 
 

Six steps have to be carried out. (1) A general area is identified. This can be done with the aid 
of the graph. (2) The specific area of concern is identified. This is accomplished with the aid of the 
original IPP and Descriptors. (3) Identify Professional Goals. (4) Build the data collection instrument. (5) 
Plan for the pre-and post-conference. (6) Collect data. To run through the six stages would result in the 
following form. 

 
Post-Conference, Use the IPP to help  
reflect and revise identify an area for  
target and collect growth. Specify the  
further data or professional  
move on to another   
goal.  

 
 
 
 
 
 

 
Build the data  
collection  
instrument, plan for  
the pre-conference,  
teach lesson and  
collect data. 

 
 
 

 

Area Approach/Skill Observable Behaviour Data Collection Method 
    

Classroom Management Awareness, time on-task Intern’s response to Tally of number of students 
  students who are off-task. displaying off-task 
 Goal: Keeping students on  behaviour 

 task   

   Description of each intern 
   response: verbal or non- 

   verbal 
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For additional examples, here are three areas with specific approaches or skills from each area. 
 

Area Approach/Skill  Observable Behaviour Data Collection Method 

     

Professional Qualities Spoken language, use of  All intern talk Tape recording 
 language at level    Tapescript 
 appropriate to age and     

 grade     

Teaching Competence Discussion, questions and  Statements Selected verbatim 

 answer intern responses  Closures  - all responses 

   Verbal Reward  

   Sustaining  

   Extending  
 
Remember . . . . 

 
When the teacher and intern are establishing professional goal/targets and method of 

measurement, it is important to be specific about the strategy, the target within the strategy, what 
data is to be collected and how it will be collected. The way data will be collected depends to some 
degree on how it is to be used. 

 

The following examples are the breakdown of specific teaching strategies. 
 

Strategy/Approach Skill Observable Behaviour Method of Collection 
    

Lecture Getting audience 1. Calling for student Selective verbatim or 
 feedback paraphrasing description of all teacher 
  2. Asking questions behaviour that elicits 
  3. Use of instant feedback 
  behaviours, feedback  

  (raised hands, thumb  

  gestures)  

  4. Perception checks  

Constructing Question: To stimulate 1. Asking questions that Selected verbatim and/or 
understanding through critical thinking by using call for students to tally 
inquiry questions for deeper analyze, evaluate and  

 understanding. create. Selected verbatim and/or 

   tally 
    

Independent Study Motivation Sharing goals relating to Video tape or 
 a) Teacher behaviours previous learnings, Audio tape or 
  relating to future needs, Verbatim and description 
  displaying excitement  

 b) Student response and enthusiasm  

  ON TASK ON TASK 

  1) in desk 2 minute survey 
  2) reading Tally in seating plan 

  3) writing  

  NOT AT DESK  

  1) out of room (0)  

  2) rubber necking (RN)  

  3) sleeping (s), etc.  
 

Professional goals may be selected outside of the IPP, from texts, Education Cores Studies materials, 
post-observations, and university methodology classes. 
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WELL ROUNDED TEACHER 
 
 
 

A 
 
 
 

 

F B 
 
 
 
 
 
 

 

E C 
 
 

 

D 
 
 
 
 
 

A 
 
 
 

 

F B 
 
 
 
 
 
 

 

E C 
 
 

 

D 
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WELL ROUNDED TEACHER 
 
 

 

A 
 
 
 

 

F B 
 
 
 
 
 
 

 

E C 
 
 

 

D 
 
 
 
 
 

A 
 
 
 

 

F B 
 
 
 
 
 
 

 

E C 
 
 

 

D 
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WELL ROUNDED TEACHER 
 
 

A A  
 
 

 

F B F B 
 
 
 
 

 

E C E C 
 
 

 

D D 
 

 

Date: Date:  
 
 

 

A = Professional Competence and Development B = Interaction with Learners 

C = Planning, Organization, Assessment and Evaluation D = Instructional Competence 
E = Teaching Strategies, Skills and Methods F = Professional Qualities 

 
 

 

A A  
 
 

 

F B F B 
 
 
 
 

 

E C E C 
 
 

 

D D 
 
 
 

Date: Date:  
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PROFESSIONAL GOALS 

 

As you move toward becoming an effective professional, each lesson that you teach should 
have a professional goal. Each professional goal requires a way of getting feedback, normally via an 
appropriate data collection instrument. 

 

This manual provides a way for you to approach your personal professional development. In 
keeping with the Internship Placement Profile, the manual lists professional goals that you should be 
working toward. Please review this manual carefully. The preferred procedure is the “post-
conferencing Professional Development Process” which involves pre-conferencing, observation and 
data collection and analysis and post-conferencing. You will approach your internship teaching in an 
integrated and holistic way, achieving greater competence as you grow as a beginning teacher. When 
you begin internship, you will need to determine your entry profile (your present capability) and focus 
on a general profile area. Within this broad area, you decide which specific goals within the general 
area you will work on, and in what order. 

 

Throughout internship, keep a record of the work that you do to achieve professional goals. 
You will be able to use many of these or design instruments that more specifically match the 
professional goal(s) you set. Discuss your professional development plans with your faculty advisor 
and cooperating teacher. 

 

After determining the areas that require attention, select professional goals that require 
attention a sufficient number of times to bring them to an “automatic use” level. When you feel that a 
given professional goal no longer needs major attention, check it off. 

 

It is NOT expected that you will be perfect in every professional goal area when internship is 
completed; some areas will not yet be checked off. Every teacher, not matter how good, has areas 
where improvement can still take place. It is hoped that you will be selecting more sophisticated goals 
toward the end of your internship. 

 

Teaching is very complex. Many competencies are used in a lesson, sometimes simultaneously. 
As you are developing give specific attention to a single competency, but within the context of the whole 
teaching act. As internship proceeds, you will add more and more capability in each of the many 
competencies that are part of effective holistic teaching. 
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OBTAINING A PROFILE OF YOUR PERSONAL PROFESSIONAL DEVELOPMENT NEEDS 

 

How “well-rounded” are you? As a starting point, you will need to prepare a profile of your 
present professional capability. Material that is included will help you answer this question. Once you 
have determined your present capacity you can use the procedures that follow. 

 

The teachers need to know where to begin and the sequence of competencies that will be 
attended to, the standard of behaviour (or change) to be achieved, who will observe and collect data, 
and how data will be collected and interpreted. 

 

Criteria for selecting the starting point:  
a. personal anxiety  
b. more to less important (e.g., classroom management may well be the focus before 

attempting an unguided inquiry teaching method) 
c. simple to complex (to allow better concentration on harder goals)  
d. possibility of rapid success (to build positive feelings and to free the teacher to work on 

more difficult goals) 
e. indications from others (administrators, peers, interns, students) 
f. readings or viewing others (examples or non-examples of competencies). 

 

Keeping a Record of Professional Progress 

 

It is a good idea to keep a record of your professional progress as you systematically work on 
specific professional goals. Following are sheets on which you can record your goal and aspects that 
require specific further attention. 

 

 

RECORD OF PROFESSIONAL GOALS 
 

 

DATE SUBJECT PROFESSIONAL SPECIFIC DECISION TO WHAT NEEDS 
  GOAL AREA PROFESSIONAL TRY AGAIN? ATTENTION? 

   GOAL   

3/8/17 Mathematics Classroom Direction Yes Prior and 

  management giving  during practice 

     check-up 
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PROFESSIONAL ENGAGEMENT AREA - FOUR  

CONTRACT 
EXPECTATIONS AND PLANNING FOR INTERNSHIP 

 

Interns and cooperating teachers will examine specific expectations for internship and construct 
a Contract for Internship to direct the accomplishment of those expectations. It is important that the 
Contract is solidified before the start of internship, understanding that adjustment and revision might 
become necessary as the internship unfolds. The intern is responsible to provide a copy to the faculty 
advisor, and the cooperating teacher. You can print a copy of the contract from the 
Faculty of Education website: 

https://www.uregina.ca/education/Students/For-UnderGrads/pdfe/index.html  

 

Internship Contract 
 

Intern:  ________________________________   School: ______________________________________ 

 
 

Cooperating Teacher: _______________________________________   Dates: ___________________  
 
 

 

Topic Expectation and Information  
 

I. Staff Items 
 

1. School Arrival Time and Departure Time  
 
 

 

2. Parking 
 
 
 
 
 
 

 

3. Security notes (general)  
 
 
 
 
 
 
 
 

 

4.    Staffroom 
Clean-up 
Coffee Fund 

 

 
 

 

https://www.uregina.ca/education/Students/For-UnderGrads/pdfe/index.html
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Staff Items        
5. Coop illness plan 

 
 
 
 
6. Intern illness plan 
 
 
 
 
 
 
7. Staff meetings 
 
 
 
 
 
 
8. Staff PD  
 
 
 
 
 

 

 
9. Division PD  
 
 
 
 
 
 
 
 
 
10.School Rules & Procedures 
(Handbook) 
 
 
 

 

 

 
11. School Administrative Staff  
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II.  Extracurricular  
 
1.Assisting with 
supervision 
 
 
 
 
 
 
2. Assisting with 
intramural school 
activities 
 
 
 
 
3. Assisting with coaching 
 
 
 
 
 
 
4.Other (clubs, etc.)  
 
 
 
 
 

 

III.  Classroom/Student Items  
 
1.Rules & Procedures  
 
 
 
 
 
 
 

 
2.Emergency Plans & 
Procedures 
 
 
 
 
 
 
 
3.Classroom Teaching 
Assistants 
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Classroom/Student Items  
 
4.Other Staff  
 
 
 
 
 
 

 

 
5. Student Profiles  
 
 
 
 
 
 
 

 

 
6. Classroom Adaptations  
 
 
 
 
 
 
 
 
 

IV.  Intern Workload  
 
1. Subject/class – all of 
internship  
 
 
 
 
 
 
 
 
 
 

 
2. Timetable for adding 
classes - dates 
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Intern Workload  
 

3. Three-Week Block 
 

a) dates 
 
 
 
 
 
 
 

b) major subject 
 
 
 
 
 
 
 

c) units 
 
 
 
 
 
 
 

4. Teaching in Minor Areas 
 

a) meet to review 
expectations 

 
 
 
 

 

b) timetable 
 
 
 
 
 
 
 

c) evaluation process 
 
 
 
 
 
 
 
5. Observe/teach in other 
classrooms (what, who, 
when)  



 
Faculty of Education, University of Regina 

 

 
 

75 

 
 

  
 
 
 
 

 

Intern Workload  
 

6. Timetable for reducing 
workload  

 
 
 

 

V.  Student Evaluations  
 

1. Division Programs & 
Procedures 

 
 
 
 
 
 
 

2. School/Department 
Programs & Procedures 

 
 
 
 
 
 
 

3. Classroom Teacher 
Programs & Procedures 

 
 
 
 
 
 
 

4. Intern’s Record 
Keeping Processes for 
student evaluation  
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Student Evaluations   

5. Intern Role in 
Parent/Teacher 
Conferencing  

 
 

 

VI.  Professional Items  
 

1. Learning Plans 
 

a) formal plans  
- format  
- expectations 

 
 
 

b) day plan use 
 
 
 
 
 
 
 

2. Unit Plans (for block teaching)  
 
 

3. Professional Development Process   
a) when is it being used 

 
 
 

 

b) written feedback 
 
 
 
 
 
 
 
 

c) Review Gradual 
Release of 
Responsibilities  
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Professional Items   
4. IPP schedule 

 
a) first - dates 

 
 
 
 

b) interim - dates 
 
 
 
 

c) third - dates 
 
 
 
 

d) final - dates 
 
 
 
 

5. Professional Growth Goals 
 

a) Record of 
Achievement 

 
 
 
 
 
 

b) Data Collection 
Feedback 

 
 
 
 
 
 

c) Intern Logbooks 
(suggest items/sections 
- refer to p. 26) 
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VII.  Faculty Advisor - to be completed with advisor  
 
1.Name & contact 
information of Faculty 
Advisor 
 
 
 
 
 
 
2.Schedule of visits  
 
 
 
 
 
 

 

 
3.Review of Logbooks  
 
 
 
 
 
 

 

 
4.Review of Contract  
 
 
 
 
 
 
 

 

5.Internship Placement Profile (IPP) 
 

a) Review IPP #1 
 
 
 
 
 
 
 

b) Interim 

Review/sign/ return  
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Faculty Advisor  
 

6. Meeting to collect Final  
IPP  

 
 
 
 

 

VIII.  Other  
 

1.  
 
 
 
 
 
 

 

 

2.  
 
 
 
 
 
 

 

3.  
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 
 
 
Contract Completion Date:  

 

 

Intern Signature:  
 

 

Cooperating Teacher(s) Signature:  
 

 

Faculty Advisor Signature: 



 
Faculty of Education, University of Regina 

 

 
 

80 

 
 

PROFESSIONAL ENGAGEMENT AREA - FIVE 
PROBLEM-SOLVING, RESOLVING DIFFERENCES  

  

           The internship experience is designed with the spirit of respect, trust, empathy, and genuineness 
and respect for differences and diversity.  Differences during these professional engagement exercises, 
and during internship, are bound to surface.  Therefore, problem solving to resolve differences is an 
essential skill in this process. If necessary, please use the following three case studies to discuss what 
problem- solving strategies were used and what could have been used.  
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Case Study 
 
 

 

The Blame Game 
(written by a former intern) 

 

Mandy came to my room at the end of September. All I knew about her was that she had 
attended another school for two days at the beginning of the semester, had missed the following four 
weeks because she was “sick,” and that she lived on her own. I warmly welcomed her into our room and 
had a package of materials (course outline, missed assignments, etc.) all ready for her when she arrived. 
We were already well into a unit, but she caught on quite quickly; clearly this was not the first time she 
had covered the content. In the beginning, I had a very positive outlook about Mandy; it was clear she 
was intellectually capable of completing the course and I was happy to catch her up to speed. 

 

Mandy missed two days of her first week in my class and one of those days was a quiz. The policy 
was that if there was no call explaining your absence the morning of the missed test, you would receive 
a zero. There was no call about Mandy, so I asked the office to give her a ring. They did, but got no 
answer. When she arrived back to school she explained that her absence was due to a court appearance. 
She had the documents to prove it so I made an exception and allowed her to schedule a time over a 
lunch hour to write the quiz, though I told her that in the future she had to let me know about these 
types of absences ahead of time. The class before the rescheduled time she told me she would be unable 
to make it to write the quiz because her pregnant friend needed help moving. She asked if she could 
reschedule for the following morning. Again, I accommodated her. She was given the option of coming 
in as early as 7:15, but decided that if she came at 7:45 she would have enough time. The next morning, 
Mandy did not arrive until 8:05, claiming her sister missed the bus and she had to drive her to school. I 
gave her the quiz and told her to get to work. After about five minutes, she asked if she would be 
receiving more time to complete the quiz. I told her that, no, she would not—she could not afford to 
miss any more class time. She continued to complain, trying to convince me from various angles that she 
should get more time. I told her that she was wasting the time she did have and that my answer was not 
going to change. I reassured her that this quiz would not impact her mark that badly in the long run and 
that she should just get as much done as possible in the time she had left. She reminded me about her 
ADHD and about how I was required to give her extra time because of her disability. I told her that I had 
given her extra time—her original rescheduled time would have provided over an hour and she could 
have come as early as she wished that day. Mandy refused to take any responsibility for the 
circumstances and her choices and continued to complain until the bell rang. 

 

The following day, my co-op asked my students to fill out comment cards about my progress to 
help inform her for her first IPP. Mandy stayed into the lunch hour to complete hers. It became clear she 
was waiting for me to leave the room and so I told my co-op I would meet her in the staff room. Twenty 
minutes later, my co-op came to meet me and informed me of her conversation with Mandy. Basically, 
Mandy told my co-op that I was unfair and ignorant of my responsibilities to a student with ADHD. She 
told my co-op that she had dealt with teachers “like *me+” before by going to the school board. My co-
op immediately called her on her threat and again pointed out how Mandy’s own choices and actions 
had lead to her circumstances. Mandy backed down quickly and began back-peddling. Just in case, 
though, my co-op and I discussed the matter with our vice-principal. Upon hearing the name, he realized 
he had taught her in elementary school and informed us of her rough home life. He told me not to worry; 
this was not new behaviour for her. 

 



 
Faculty of Education, University of Regina 

 

 
 

82 

 
 
Mandy’s attendance continued to be spotty and she always had an excuse or a story when she 

returned. She demanded so much of my time and energy, I began to resent having her in the class and 
enjoyed the days she wasn’t there. There were other students in my class who had been labelled “lost 
causes” with whom I established great relationships. I never thought I would be the teacher to “write 
someone off,” but I did with Mandy. Although as long as she attended my class I did what I was required 
to do, I no longer went out of my way to help her catch up. I was short in my dealings with her and I am 
sure that my frustration showed. I justified my behaviour by telling myself that I was simply holding her 
accountable for her choices and trying to teach her responsibility. When Mandy was missing for over a 
week, I tried to call her to see if she would be returning. There was no answer. I let the office know and 
left the situation with them to handle. Meanwhile there were other students I was fighting for to ensure 
that they stayed in school. I didn’t and still don’t like the teacher I was to Mandy. 

 

 

Discussion: What problem-solving strategies were used and what could have been used? 
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Case Study 
 

 

Up in Smoke 
(written by a former intern) 

 

The high school where I interned is a community school. The community isn’t exactly the “hood” 
but neither are the students driving Beamers to school. The average student walks or takes the bus and 
has enough money to buy a lunch but not much more. Also, the school is also on the block system 
meaning students take two classes a day and come together for five semesters a year. This system allows 
students who have been unsuccessful at other schools, or students who need to upgrade, to come to 
this school in what would be the middle of the year to catch a class or two that they would otherwise 
miss out on. Anyway, the result is a school with a somewhat transient student body with a 
disproportionate amount of Grade 12 students. 

 

Enter Alison. Alison is a bright young Grade 12 student with an incendiary love for 
snowboarding. She is pretty and, once upon a time, she was popular. Various misunderstandings— 
most involving boys, of course—have left her out of favor with the rest of the girls at school. This 
doesn’t matter, though, because Alison has snowboarding. 

 

How I met Alison was through the debate team. My Co-op is heavily involved with debate and 
is, of course, the coach of the debate team at the school. He has known Alison for a few years and 
immediately recruited her because of her quick wit, her fearlessness about public speaking and her 
incessant desire to argue about anything. If only he could get Alison to stop, like, using filler words. 

 

In the second block, I had the opportunity to teach Alison as she was in my class. Between two 
and a half hours of class and frequent debate meetings, I got to know Alison rather well. I began to 
appreciate more and more the things that my Co-op also saw in her. Alison was energetic, genuine, 
bright, and had a rapier-sharp wit. However, I also started to learn about the more negative things about 
her. Well, not so much about her as her life. Her parents were an anomaly in that her mother was an 
addictions counselor while her father was a hopeless alcoholic. I won’t go into the details about what 
Alison’s life at home was like. Needless to say, it was uncomfortable and sometimes painful. I also 
learned that Alison would frequently sleep at friends’ houses because of the turmoil at home. Of course 
none of these friends is from our school. She would have stayed with her boyfriend, I suppose, but he 
is prison. 

 

My Co-op and I have had many conversations regarding Alison and her debating partner, 
Danielle. Our discussions usually center on how ironic it is for two such bright young girls to be 
embroiled in such messy families and relationships. Two girls of such wit and intelligence are capable 
of so much. This is one of the reasons why we are overjoyed that they are in debate. Debate provides 
them with a venue to exhibit their intelligence. It shows them what success looks like. Most of all, it 
gives them each other. 

 

Anyway, let’s move ahead. It was Friday and we had a debate tournament out-of-town. Fridays 
at this school mean that we are dismissed early. The tournament is actually on Saturday but we have 
decided to leave immediately after school. Sad to say, but we are only taking one team with us today: 
Alison and Danielle. My job, of course, is to pick up the rental van, load everybody up and get us to our 
destination. 
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As it turns out, my Co-op has forgotten to secure signed permission slips for our two debaters. 
So, the girls need to go to their respective houses and get signatures. They decide that they will also 
grab some lunch for the road while they are out. I get everything ready and packed and wait in the 
classroom. I am the only one there. 

 

A few minutes goes by when Alison comes into the classroom. She is, of course, smiling, and lets 
me know that they are back and ready to go. She apologizes for being late and proceeds to tell me the 
frantic story about their trip to find signatures and food. As she talks about car trouble and rude drivers, 
I notice something. Every time she laughs, the distinct smell of marijuana fills my nostrils. 

 

I’ll admit I wasn’t all that surprised. I suspected she smoked a while ago. What did surprise me 
was that she chose that day to smoke up. Why would she do that? After that, I didn’t hear a single word 
of her story. This is because my mind started to race with questions about what I was supposed to do. 
As she left the room, my co-op returned and I was left struggling with a decision that would either make 
or break a young girl. Do I tell my co-op? Do I turn her in and ruin her chances of going to the tournament 
and quite possibly coming back with the gold medal? Do I keep my mouth shut knowing that the benefits 
of going to that tournament far outweigh the indiscretion of smoking a little joint? Which lesson is more 
important? What does Alison need me to do? 

 

 

Discussion: What problem-solving strategies were used and what could have been used? 
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Case Study 
 

 

Late Assignments and Other Complications 
(written by a former intern) 

 

My internship was a rewarding experience in the rural area of Saskatchewan. Like in any 
typical classroom, there was a minority of students that seemed to be slackers. They neglected to 
hand in assignments or handed them in late. Shane was one of these students. 

 

His assignments showed little effort. They were usually typed, he was an avid computer buff, 
but they paid no attention to spelling, spacing or word choice. The ideas in the assignment were basic 
as well, and he showed little thought or creativity. In class, when focused, Shane showed that he 
grasped concepts that weaker students often misunderstood. This led me to believe that Shane had 
made a decision to be a poor student in order to be “cool”. 

 

I also taught Arts Education to the grade nines and was doing a unit on the folk music of the 
1960s. The students were asked to write a protest song, in the style of Bob Dylan and other song writers 
of the day, as a way to incorporate what we were learning in both English Language Arts and Arts 
Education. The students had plenty of class time and when the due date came, I trudged home to begin 
my marking. 

 

After completing my marking, I realized that four protest songs had not been handed in. Of 
course, Shane’s song was one of those that were missing. The next day, I pulled out of class the 
students whose assignments were absent, and informed them that I was missing their songs. All four 
of the students had interesting, but not original, reasons why their songs were not handed in and I 
asked them to have the assignments to me before class the next day. 

 

Not surprisingly, only one protest song showed up on my desk by 9:00 a.m. the next morning. I 
was pleasantly surprised to see that it was Shane’s and I eagerly skimmed through the song. Right away 
I sense there was something “not quite right” about his protest song. For one thing, it did not fit the 
outline of a protest song as discussed in class. Secondly, it was about moving to a new school, which 
did not fit Shane’s situation in life. Thirdly, it did not match the style of writing that Shane had presented 
thus far. These three reasons led me to believe that Shane plagiarized the song from another source. 

 

My first course of action was to talk to my co-operating teacher and explain the situation. She 
agreed that I should pursue the song’s source. Within 15 minutes I had found the exact site where 
Shane had found the song. I was actually surprised at how easy it was to find. I realized that Shane was 
a bit naïve and perhaps he thought I would never check. 

 

I made copies of the song and gave it to my co-operating teacher. Together we went to the 
vice-principal. At this point I began to feel a battle within my conscience about my role in this 
situation. It was a battle between being glad I had caught him and feeling bad that I had caught him. 
The vice-principal and my Co-op were so excited about the whole event. 
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The vice-principal decided this would be his opportunity to make an example out of Shane. He would 
show other students what happens when they are caught cheating and hopefully word would get out 
that teachers COULD easily find plagiarized assignments. I was told to go home and feel good about 
myself for catching Shane cheating. 

 

Minutes into class the next morning, I was called to the office over the intercom. When I got to 
the office Shane, his dad, the vice-principal, my co-operating teacher, and myself were all huddled into 
a small conference room. One at a time each person in the room shared how disappointed they were 
with Shane. My turn came and I had nothing to say. I felt so sorry for the kid; he was slumped in the 
corner and had tears in his eyes. I wished I had never made an issue of this and simply talked to him 
one-on-one about it instead of blowing this up into a major crisis. 

 

Shane ended up with a one-day suspension that he served in the principal’s office. He did seem 
to try harder – for about one month, and then he slipped back into his old routines and habits. I had 
trouble sorting out the whole issue in my mind and deciding whether it was the right way to handle the 
situation. This incident has made me question some of the ways schools and teachers handle plagiarism. 

 

Discussion: What problem-solving strategies were used and what could be used? 
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SECTION SIX – EVALUATION PROCESS  

 
OVERVIEW AND PROFILE 

 

Both formative and summative evaluation by cooperating teachers will be in evidence during 
internship. Formative evaluation is the observation of teaching experiences, the drawing of inferences 
from the observations, and the use of the inferences to structure future plans for change or 
improvement of teaching practice. Summative evaluations are measures of performance made at the 
end of the internship evaluation and recorded in the final report. 

 

Formative evaluations occur daily within the professional development process. When teachers 
observe interns and offer descriptive feedback on the plan used, the reaction of students to the plan or 
the stage of development of a particular professional goal, they are engaged formatively. This is also the 
way to describe a month-end assessment and the interim evaluation, made on the basis of data, when 
the assessment is for the purpose of setting goals for the next month or the remainder of the internship. 
Internship is a time when interns are developing an analytical approach to teaching, and need to be 
encouraged to assess themselves, to problem solve and to plan for improvement. As part of the 
formative evaluation, interns are encouraged to share ideas with others and be open to ideas and 
suggestions from others. 

 

It is through the continuous evaluations that interns gain insight into their general strengths 
and their need for growth and improvement. A formal interim evaluation completed in the middle of 
internship assists in meeting these goals. The main purpose of the interim evaluation is to provide a 
profile of ratings of performance to the intern for reflection on his/her performance to date and to 
allow the intern to set goals for future development. The summative, or final, evaluation paints a 
picture of the intern at the end of the internship. 

 

The final report is called the Internship Placement Profile. These guidelines should be followed 
when making the summative, or final, report: 

 

1. Interns are measured at the completion of the internship and no formative data gathered at 
early stages of the experience are relevant. For example, because an intern had difficulty with 
classroom management at the beginning of the internship does not mean that this is 
mentioned on the final report unless the problem has not been overcome. 

 
2. There should be no surprises in the final report for interns. This can be insured by the 

completion of regular monthly formative reports. 
 

3. Interns are assessed as beginning teachers as compared to other interns, not as compared 
to practicing experienced teachers. 

 
4. The final evaluation should be conducted in consultation with the intern, faculty advisor, 

other involved teachers, and the cooperating teacher, keeping in mind that following the 
consultation, the cooperating teacher alone is responsible for completing the single 
Internship Placement Profile required. This is not a consensus exercise; it is consultation. 

 
5. The final evaluation speaks to the suitability of the intern for teaching. As a result of the 

final evaluation, interns may be confirmed in teaching, choose to remediate through 
additional classes or experiences, change areas of specialization, or in a few cases choose a 
different career. 

6. The final evaluation is the responsibility of the cooperating teacher. Differences of opinion 
between the cooperating teacher and the faculty advisor are discussed with the Director 
of Professional Development & Field Experience prior to the completion of the final IPP. 
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INTERIM INTERNSHIP PLACEMENT PROFILE 
 

At the mid-point of internship, an Interim Internship Placement Profile (IPP) is provided to the 
cooperating teacher to be completed as soon as possible. The form is e-mailed to the cooperating 
teacher prior to the end of October. When completed and signed, the Interim IPP can be scanned and 
emailed back to PDeduc@uregina.ca , or be picked up and delivered by the faculty advisor to the 
Director of Professional Development & Field Experience (Room 355, Education Building, University of 
Regina). A sample of the Elementary Interim Internship Placement Profile and the Secondary Interim 
Internship Placement Profile can be found at the end of this manual. 

 

The form is used as a feedback instrument for developmental purposes only and will be 
destroyed once a student has completed their degree. 

 

INTERNSHIP PLACEMENT PROFILE (IPP) 
 

The Faculty of Education, Student Services provides a final Internship Placement Profile (IPP) 
form which is completed at the end of the internship experience. The final IPP form is e-mailed to 
the cooperating teacher. When completed and signed, the final IPP can be scanned and emailed 
back to PDeduc@uregina.ca , or mailed or hand delivered by the cooperating teacher or the faculty 
advisor to the Director of Professional Development & Field Experience (Room 355, Education 
Building, University of Regina). 

 

The Internship Placement Profile has two purposes; first, to provide a record of standing for 
the intern (PASS, FAIL), and second, to provide a profile of ratings of performance which the intern 
may send, along with applications for employment, to school boards. 

 

Letters from any professional teacher, having experience with the intern along with the 
cooperating teacher’s letter of recommendation (more general in nature), dealing with issues such as 
relationships, special talents and the like, are given directly to the intern for future use and should 
not be sent to the Faculty of Education, Student Services. 

 

These guidelines for cooperating teachers are to be used for the completion of the profile: 

 

1. Complete all relevant sections of the profile. For secondary interns note especially the majors 
and minors, and evidence of teaching in the minor area. (This is required by Saskatchewan’s 
Ministry of Education.) 

 
2. Complete the line-by-line evaluations with close attention to the descriptors provided in this 

manual. Use of the descriptors helps to ensure that evaluations of interns are uniform from 
teacher to teacher. 

 
3. Evaluate all items; special observations may have to be set up for this purpose. 
 
4. Use the rankings given. If the form is altered in any way its comparability with other forms is 

destroyed. Do not give half rankings, such as “between good and very good”. Please decide 
and give a clear ranking. 

 
 

mailto:PDeduc@uregina.ca
mailto:PDeduc@uregina.ca
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5. Attention to the descriptors for overall rating (EVALUATION OF INTERNS: GENERAL 

DESCRIPTORS) will help to guide the overall rating of the intern. Again, the descriptors assist 
in establishing some uniformity of evaluation from teacher to teacher. 

 
6. Some things to check: 

 
Is the final report recorded on the final Internship Placement Profile (IPP) form sent 
to the cooperating teacher from the Faculty of Education, Student Services? This is an 
8 1/2x14 original form, complete in every detail. This profile is the introduction of an 
intern to a school board and should be as flawless in form and makeup as possible. 
Please do not use incomplete forms in odd sizes for feedback purposes.  

 

Are evaluations submitted by teachers other than the assigned cooperating teacher 
incorporated into the final report? Only ONE Internship Placement Profile is accepted   

for each intern and saved on the student’s file; that is, the assigned 
cooperating teacher’s report. All others must be integrated into this final report. 

 

In the case of a grade of “Incomplete” or “Fail”, have the cooperating teacher and 
faculty advisor written explanatory letters? This is especially useful when counselling 
the intern into rehabilitation experiences prior to redoing the internship.  

 

Is the report in the mail, or sent via faculty advisor, to the Faculty of Education, 
Student Services by the indicated deadline date? The fixing of a deadline date for 
return of the report is necessary to have the intern’s final grade to be entered with 
the University Registrar before the end of the semester. (NOTE: Grades are not 
entered individually by intern; all reports have to be handed in before any grades can 
be entered.)  

 

INTERNSHIP GRADING POLICY 
 

The internship grade is a “PASS” (P) or “FAIL” (F). Interns have the right to appeal the final 
evaluation through the regular channels of appeal available to all students registered in classes in the 
Faculty of Education at the University of Regina. The initial stage in the process is to contact the 
Associate Dean in the Student Services 

 

Some interns, for a variety of reasons, do not complete the 16-week internship. The following 
policy provides guidelines for assigning a grade for unsuccessful attempts at the internship: 

 

1. Students who are required to discontinue the internship by the Faculty of Education, 
Student Services because of what is considered to be a general weak performance will 
be given a grade of “FAIL” (F) which will remain on their academic record. The decision 
to give a grade of fail will be made in consultation with the Director of Professional 
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Development & Field Experiences, cooperating teacher and faculty advisor. A general 
weak performance may be identified by several of the following: 

 

a. intern growth is not evident 
b. relationship between cooperating teacher and intern is deteriorating 
c. additional time would not foster change in the professional growth of the intern  
d. cooperating teacher is unwilling to continue working with the intern and a change in 

placement is not considered appropriate. 

 

By University regulations these students will not be eligible to repeat the internship the 
following semester. Any portion of the tuition fees will not be refunded. 

 

2. Interns who withdraw from internship follow the deadlines as noted in the University 
 

Calendar for withdrawal from classes. There may be a portion of the tuition fees 
refunded. Interns who discontinue without consultation with the cooperating 
teacher, faculty advisor, and Director of Professional Development & Field 
Experience will be given a “FAIL” (F). A withdrawal from a class requires the 
student to register in the class again and pay all fees. 

 

Interns who discontinue because of illness or other extenuating circumstances must 
complete an “Application for Adjustment of Fees and/or Grades” and may apply to the 
Associate Dean (Student Services) for a deferral of internship. Based on information 
from this form, documentation from the field, and in consultation with the Director of 
Professional Development & Field Experience, a grade of “INCOMPLETE” (IN) may be 
granted. 

 

In either case, students who have not completed internship are required to meet 
with the Director of Professional Development & Field Experience to discuss a 
developmental action plan in preparation for the next attempt at internship. 

 

3. If an intern withdraws or is required to withdraw from internship by the Faculty of 

 Education, the student must reapply to the Faculty of Education, Student Services and 

 be granted approval by this office to complete another internship. 

 

4. Exceptions to this policy may be made at the discretion of the Director of Professional 
Development & Field Experience. 
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SAMPLE INTERIM EVALUATION FORM – USE FOR FEEDBACK ONLY 
 

University of Regina, Faculty of Education 
Interim Elementary Internship Placement Profile 

 

STUDENT: DATE: 

  

GRADES/SUBJECTS TAUGHT: SCHOOL: 

  

COOPERATING TEACHER:  

  

DATES OF FACULTY ADVISOR VISITS:  

   
 
 

INTERN TO COMPLETE: 
 
After reflecting on the ratings of your interim Internship Placement Profile and assessing your professional 
growth, indicate: 

 

The specific professional goals you have now set for The actions you propose to achieve these professional  
yourself: goals:  

     

     
 
Date Intern’s Signature 

     

Date Cooperating Teacher’s Signature 

    

Date Faculty Advisor’s Signature 
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SAMPLE INTERIM EVALUATION FORM – USE FOR FEEDBACK ONLY 
 

Elementary IPP: *Ratings: O-Outstanding; VG-Very Good; G-Good; F-Fair; U-Unsatisfactory; NR-Not Rated+ 
 

A. PROFESSIONAL COMPETENCE AND DEVELOPMENT  D. INSTRUCTIONAL COMPETENCE   
  O VG G F U NR    O VG G F U NR 
                 

1. Demonstrates Knowledge of Subject        1. Provides Differentiated Learning       
 Curriculum and Applies this Knowledge         Opportunities for ALL Students       

 Effectively                
         

2. Uses Multiple Perspectives, Including 
      

2. Establishes Professional Goals and Plans              
        

Indigenous Ways of Knowing 
      

 for Growth               
                

                 

3. Engages in PDP process 
               

       3. Provides Treaty Education       
               

                 

4. Collects and Analyzes Teaching/ Learning 
               
       

4. Provides Transfer of Learning 
      

 Data              
         

Opportunities 
      

          

    

  

5. Reflects Upon Experiences and Adapts 
          

               
               

 Teaching Accordingly        5. Effectively Utilizes Instructional       
          

Technology and Multiple Media Forms 
    

  

6. Uses School/Other Resources and Research 
          
               

               

 Effectively        6. Demonstrates Ability to Accommodate       
          

Linguistic Difference & Increased 
    

  

7. Demonstrates Translation of Educational 
          

        Linguistic Awareness       
 

Theory into Practice 
              

                

        

7. Plans Multidisciplinary Inquiry Units 
      

        

     

  

8. Exhibits Knowledge Contexts of Injustice/         
               

 Inequality        E. TEACHING STRATEGIES, SKILLS, AND METHODS   
                 

9. Demonstrates Willingness to Participate in        1. Uses a Range and Variety of Teaching       
 School Life         Strategies and Approaches       
                

10. Relates to Parents, Families &/or 

               

       2. Builds Upon Prior Knowledge in       
 Guardians         Teaching New Concepts, Processes and       
          

Skills 
      

B. INTERACTION WITH LEARNERS         
         

         

3. Uses Explanations, Questions, and 
      

1. Respects ALL Students              
        Discussions Effectively       

                

2. Encourages and Supports the Growth of the 
               

       4. Demonstrates the Ability to Manage the       
 

Whole Student 
             

         Learning of Individuals, Groups, and       
                

3. Fosters Climate of Care for All         Whole Classes.       
               

         

F. PROFESSIONAL QUALITIES 

  

4. Recognizes and Addresses Inequitable          

 Classroom Relations        1. Respects and Adheres to The STF Code       
          

of Professional Ethics 
      

5. Encourages Democratic Involvement in               
               

 Learning with Children, and Their Families        2. Fosters Collegial Relationships       
          

Consistent with Principles of Equity, 
      

6. Communicates and Monitors Expectations               
        

Fairness and Respect for Others 
      

                

7. Anticipates Problems and Plans for Success 
               

       3. Demonstrates Maturity, Dependability,       
               

8. Responds Fairly and Consistently to Minor         Leadership, and Initiative       
               

 Disruptions        4. Responds Well to Stress, Conflict and/or       

9. Motivates in Positive Ways         Controversy       
               

        

 5. Communicates Professionally:     

  

10. Uses Culturally Responsive Classroom         
               

 Management Approaches         a. Spoken       

11. Utilizes Consultation & Referral 
               

        b. Nonverbal       
 Appropriately               

                
          

c. Written (including electronic) 
      

C.  PLANNING, ORGANIZATION, ASSESSMENT, AND EVALUATION 
        

         

1. Plans Daily  6. Values and Plans for Diversity Within the       
  Classroom, the School, and the       

                

2. Develops Long Term Plans   Community.       
                

3. Keeps Accurate Records 
 OVERALL EVALUATION       
         

                 

4. Provides Appropriate Assignments          
           

5. Provides Assessment and Evaluation           
 
6. Involves Learners in the Planning and 

Assessment Process  
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SAMPLE FINAL EVALUATION FORM – USE FOR FEEDBACK ONLY 
 

UNIVERSITY OF REGINA, FACULTY OF EDUCATION  

ELEMENTARY INTERNSHIP PLACEMENT PROFILE 
 

INTERN’S NAME:  
 

NAME OF SCHOOL: TOWN/CITY:  
 

GRADE(S): SUBJECTS:  
 

COOPERATING TEACHER:  
 

FACULTY ADVISOR:  
 

ATTENDED INTERNSHIP SEMINAR:  YES NO  
 
 

 

DIRECTIONS: 
 

This is the final evaluation document for the Elementary Program Internship. The criteria are not 
meant to be an inclusive checklist of performance but rather should provide a general 
description of the areas in which professional growth can occur. Please select the appropriate 
rating for each item. The last category is the OVERALL EVALUATION. Please select only one 
rating. The form must indicate whether the internship is a pass or fail. Finally, the IPP must be 
signed by the cooperating teacher, the intern, and the faculty advisor. Interns use the IPP to se-
cure their first teaching position. The profile needs to be carefully completed for this purpose. 

 
 

 

GRADES FOR WHICH STUDENT IS BEST SUITED:  
 

SUBJECTS FOR WHICH STUDENT IS BEST SUITED:  
 

SPECIAL CONTRIBUTIONS/ABILITIES:  
 

 

SUMMARY COMMENTS OF THE TEACHER:  
 
 
 
 
 
 

 

Date    Cooperating Teacher’s Signature 

       
Date    Intern’s Signature  

     
 Date    Faculty Advisor’s Signature 
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SAMPLE FINAL EVALUATION FORM – USE FOR FEEDBACK ONLY 
 

A. PROFESSIONAL COMPETENCE AND DEVELOPMENT    D. INSTRUCTIONAL COMPETENCE          
  O VG G F U NR    O  VG G F U  NR 
                    

1. Demonstrates Knowledge of Subject/        1. Provides Differentiated Learning          
 Curriculum and Applies this Knowledge         Opportunities for ALL Students          
 Effectively                   
        

2. Uses Multiple Perspectives, Including 
         

                  

2. Establishes Professional Goals and Plans for 
                

        Indigenous Ways of Knowing          
 

Growth 
                 

                   
                    

         

3. Provides Treaty Education 

         

3. Engages in PDP process                 
                    

4. Collects and Analyzes Teaching/ Learning 
                  

       4. Provides Transfer of Learning          
 

Data 
                

         Opportunities          
                   

5. Reflects Upon Experiences and Adapts 
                  

       
5. Effectively Utilizes Instructional 

         

 Teaching Accordingly                 
         

Technology and Multiple Media Forms 
         

                   

6. Uses School/Other Resources and Research 
                 

                  

       
6. Demonstrates Ability to Accommodate 

         
 Effectively                 
         

Linguistic Difference & Increased 
         

                   

                   

7. Demonstrates Translation of Educational         Linguistic Awareness          
 

Theory into Practice 
                  

        
7. Plans Multidisciplinary Inquiry Units 

         
                  

8. Exhibits Knowledge Contexts of Injustice/ 
                

                  

       

E. TEACHING STRATEGIES, SKILLS AND METHODS 

      

 Inequality              

9. Demonstrates Willingness to Participate in        1. Uses a Range and Variety of Teaching          
        

Strategies and Approaches 
         

 School Life                  
                   

         

2. Builds Upon Prior Knowledge in 
         

10. Relates to Parents, Families &/or Guardians                 
        

Teaching New Concepts, Processes and 
         

                   

B. INTERACTION WITH LEARNERS     Skills          
1. Respects ALL Students        3. Uses Explanations, Questions, and          

          Discussions Effectively          

2. Encourages and Supports the Growth of the 
                 

                  
       

4. Demonstrates the Ability to Manage the 
         

 Whole Student                 
          

Learning of Individuals, Groups, and 
         

3. Fosters Climate of Care for All 
                 

        Whole Classes.          
                   
                   

4. Recognizes and Addresses Inequitable 

                 

       F. PROFESSIONAL QUALITIES          
 Classroom Relations        

1. Respects and Adheres to The STF Code 
         

                  

5. Encourages Democratic Involvement in 
                

        of Professional Ethics          
 

Learning with Children, and Their Families 
                  

        

2. Fosters Collegial Relationships 
         

                  

6. Communicates and Monitors Expectations 
                

        Consistent with Principles of Equity,          
          

Fairness and Respect for Others 
         

7. Anticipates Problems and Plans for Success 
                 
                  

       

3. Demonstrates Maturity, Dependability, 
         

                  

8. Responds Fairly and Consistently to Minor 
                

        Leadership, and Initiative          
 Disruptions                   

        

4. Responds Well to Stress, Conflict and/or 
         

                  

9. Motivates in Positive Ways 
                

        Controversy          
                   

10. Uses Culturally Responsive Classroom        5. Communicates Professionally:          
 Management Approaches                   

         

a. Spoken 
         

                   

11. Utilizes Consultation & Referral 
                 

                  
        

b. Nonverbal 
         

 Appropriately                  
                   

C.  PLANNING, ORGANIZATION, ASSESSMENT, AND EVALUATION     c. Written (including electronic)          
1. Plans Daily        6. Values and Plans for Diversity Within the          

                  
          

Classroom, the School, and the 
         

2. Develops Long Term Plans                  
        Community.          

                   

3. Keeps Accurate Records 
                  

       OVERALL EVALUATION          
                  

                    

4. Provides Appropriate Assignments         *Overall Evaluation*          
          

Required to be complete 
         

5. Provides Assessment and Evaluation 
                 

                  
                    

6. Involves Learners in the Planning and 
      

 
           

      RECOMMENDED GRADE PASS   FAIL    
 Assessment Process                   
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Elementary Intern Placement Profile Descriptors 
 

[Ratings from left to right: Outstanding; Very Good; Good; Fair; Unsatisfactory]  
 

 

A. PROFESSIONAL COMPETENCE & DEVELOPMENT 
 

1. Subject Knowledge  

 

❘_____________❘_____________❘______________❘_____________❘___________❘ 

 
Rich in breadth & depth. 
Presents information, skills & 
methods of the subject 
accurately & in appropriate 
sequence. Uses teacher &  
student resources appropriately. 

 
Inaccurate, poorly used, poorly 
sequenced information. 
Superficial skills & methods. 
Inadequate use of sources.  

 

2. Professional Goal (Target) Selection  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Consistently sets appropriate 
generic & subject-related 
professional goals for each 
lesson & unit without being urged 
to do so. Progresses creatively, 
as ready, from simple to 
sophisticated.  

 
Seldom, if ever, sets goals. Set  
only when urged. Inappropriate 

to content of lesson. Seldom 
varied. 

 

3. PDP Process - Pre/Post Conferences  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
In the pre-conference, based on Uncooperative. Avoids 

pre-planning, clearly presents & conferences, unprepared. Does 

collaboratively plans for all not solicit feedback. Unreceptive 

essential lesson elements & a to feedback. 
specific goal. In the post- 
conference, participates actively 
& receptively in analysis of 
feedback & plans for the future. 
Evidence of reflection in portfolio. 

 

4. Data Collection Methods  

 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Appropriately uses available 
instruments. Often designs 
suitable instruments which result 
in specific outcomes & 
observable behaviour. Data 
analyzed in portfolio. 

 
Data collection instrument rarely 
provided. Often inappropriate for 

goal or lesson. Onus on 
cooperating teacher.  
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5. Reflects & Adapts  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Reviews data & initiates 
identification of key elements 
& patterns. Forms and takes 
ownership of appropriate 
generalizations or implications. 

 
Usually doesn't analyze & 
interpret feedback. If attempted, 
fails to identify, or accept, data 
implications. Relies on 
cooperating teacher's analysis & 
interpretation.  

 

6. Use of School Resources  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Enhances personal professional Makes no effort to enhance  
development through readings, understanding & improvement of  
interactions with school, university, classroom practice or personal  
other personnel, & through professional development.  
professional development  
activities.  

 

 

7. Demonstrates Theory into Practice  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Is able to articulate the theories  
that inform their practice.  Makes  
their theoretical intentions explicit.  

 
Does not articulate their  
theoretical intention.  Must be  
asked to explain theoretical  
intentions. 

 

8. Knowledge of Social/Historical Contexts of Injustice  

 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Consistently & thoroughly  
integrates the historical & social  
context of injustice/inequity (e.g.,  
addresses sexism, racism,  
colonialism & ablism). 

 
Is not able to, or infrequently,  
addresses the historical & social  
context.  

 

 

9. Participates in School Life  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Involved in experiences  
outside the classroom (extra-  
curricular). Initiates involvement.  
Plans for these experiences. 

 
Avoids involvement. Takes part  
only when asked. Involvement  
only token.  
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10. Relates to Parents and Families  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Relates respectfully to parents and Interaction with families is  
families. Interacts intentionally in a unintentional or coincidental.  
variety of different ways with a  
variety of different parents, families  
and/or guardians.  

 

B. INTERACTION WITH LEARNERS  
 

1. Respect for ALL Students  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Demonstrates a caring professional Discriminates or stereotypes or  
manner with all children regardless acts on personal preference.  
of developmental level, intellectual  
capacity, appearance, health,  
exceptionality, socio-economic  
status, gender, religion, race or  
cultural background.  
 
 

 

2. Encourages & Supports  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Encourages students to do their  
best & fosters development of a  
positive self-concept. Fosters  
development of positive attitudes  
toward others & the school. Sets  
challenging, but achievable, goals.  
Shows confidence that students  
can achieve goals.  

 
Does not encourage students to  
overcome barriers or to achieve  
potential. Does not show  
confidence in students. Is  
sarcastic or belittles & generally  
attacks self-concept of  
individuals. Allows or encourages  
negative attitudes toward self,  
others or the school. 

 

 

3. Fosters a Classroom Climate of Care  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Creates an enjoyable environment  
conducive to learning. Fosters  
participation by all learners.  
Supports inquiry into interpersonal  
tensions. Creates a positive attitude  
toward & excitement for learning  
and difference.  

 
Creates negative attitudes toward  
others & learning. Allows  
interpersonal tensions to build.
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4. Recognizes Inequitable Classroom Relations  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Is able to identify what constitutes  
an inequity (e.g., name calling,  
bullying, curricular and structural  
exclusionary practices).  
Recognizes the consequences of  
inequity & how to address the  
inequity.  

 
Seldom aware of inequities.  
Seldom able to recognize  
consequences of inequity & often  
fails to act appropriately to  
address the inequity. 

 

 

5. Encourages Democratic Involvement in Learning  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 

 
Recognizes the experiences & Rarely acknowledges students’  
capacity of students to contribute capacity to contribute to learning.  
to learning,  (e.g., providing  
opportunities for students to  
determine how & what they will  
learn). Providing opportunities for  
students to affect the learning  
environment, providing “voice,  
choice & say” in learning.  
 
 
 
 

6. Communicates & Monitors Expectations  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Provides clear & achievable  
directions. Models & fosters  
appropriate behaviour norms.  
Clear standards. Checks for  
understanding. 

 
Poor direction-giving. Does not  
model or promote appropriate  
behavior. Inconsistent or  
inappropriate standards. Does  
not check for understanding.  

 
 

 

7. Anticipates Problems & Plans for Success  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 

 
Maximizes “on task “behaviour  
through establishment of  
appropriate routines & procedures.  

 
Routines & procedures  
nonexistent or inconsistent. High  
proportion of “off task” behaviour.
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8. Responds to Minor Disruptions  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Is aware of & unobtrusively &  
immediately deals with minor  
disruptions, watches for  
reoccurrence. 

 
Is unaware of, does not respond  
to, or responds inappropriately, or  
inconsistently to minor  
disruptions.  

 
 

 

9. Motivates & Encourages Through a Positive Means  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 

 
Positively reinforces appropriate Ignores or overreacts to  
individual & group behavior. Sets inappropriate individual & group  
appropriate reinforcement behaviour.  
schedule.  
 
 

 

10. Culturally Responsive Classroom Management Approaches  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Consistently differentiates  
between treating students  
equitably versus equally.  
Recognizes how one’s own  
biases influence classroom  
management expectations. 

 
Rarely recognizes how to  
differentiate between equitable vs.  
equal (treating everyone the  
same). Strives for dominance and  
compliance.  

 
 

 

11. Uses Consultation/Referral  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 

 
Recognizes personal limitations  
for dealing with unique needs or  
situations. With assistance  
provides appropriate  
documentation & involves others  
as needed (i.e., principal,  
occupational therapist, speech &  
language pathologist or social  
worker). 

 
Does not recognize personal  
limitations in dealing with unique  
needs or situations. Fails to  
involve appropriate personnel. 
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C. PLANNING, ORGANIZATION, ASSESSMENT, & EVALUATION  

 

1. Plans Daily  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Consistently prepared. Excellent  
daily lesson plans designed to  
align curriculum outcomes with  
assessment for learning.  
Considers prof. goals, the nature  
of the content, needs of  
students, time available.  
Consults with cooperating  
teacher &/or advisor. Prepared in  
advance, while staying open to  
emergent curriculum making. 

 
There is little evidence of careful  
planning to achieve outcomes.  
Professional goals absent.  
Superficial or inappropriate  
planning. Lack of consultation  
with cooperating teacher or  
advisor; no relationship of lessons  
to teaching unit outcomes.  

 
 
 

 

2. Develops Long Term Plans  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Logically sequenced. Variety in  
presentation and student  
activities. Addresses student  
interest and readiness.  
Differentiated. Provides for  
appropriate assessment and  
evaluation of outcomes. Plans  
are available before teaching. 

 
No evidence of long-range plans  
or plans which are incomplete,  
disjointed or otherwise  
inappropriate for student needs or  
to achieve course goals. Little or  
no consultation with cooperating  
teacher or advisor.  

 
 

 

3. Keeps Accurate Records  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Record-keeping thorough, well-  
organized & accessible (e.g.,  
attendance, marks, student  
progress, assignment & test  
schedules, record of professional  
goals). 

 
Little or no evidence of usable  
record keeping. 
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4. Provides Appropriate Assignments  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Provided when students are  
ready. Meets individual & class  
needs.  Reinforces & extends  
learning. Constructive &  
immediate feedback provided.  
Clear expectations regarding  
format & due dates. 

 
Inappropriate to student  
readiness. Not related to  
outcomes. Busywork. Unclear  
expectations regarding format &  
duties.  

 
 
 
 

 

5. Provides Assessment & Evaluation  
 

 ❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Assessment for learning  
congruent with outcomes & the  
nature of instruction. Frequent  
formative & appropriate  
summative assessment. Helpful  
feedback and remediation. Use of  
backward design model.  

 
Assessment and evaluation not  
congruent with outcomes or  
nature of instruction.  
Unpredictable scheduling. Lack  
of feedback or correctives.  
Focuses on facts & information  
only. Provides little or no  
feedback on student progress or  
instructional effectiveness. 

 

6. Involves Learners in Planning and Assessment Process  

 

 ❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Consistently & thoroughly involves  
learners in both planning &  
assessment process.  

 
Few or no attempts to involve  
learners in planning &  
assessment. 

 
 
 
 

D. INSTRUCTIONAL COMPETENCE  
 

1. Provides Differentiated Learning  
 

 ❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Consistently & thoroughly attends  
to learning needs of all students  
by differentiating content,  
instructional strategies, resources  
& assessment & procedures. 

 
Does not independently attend to  
differentiation. 
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2. Uses Multiple Perspectives & Indigenous Ways of Knowing  
 

 ❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Integrates multiple perspectives  
( i.e., intern is purposefully  
controversial). Integrates a variety  
of world views & perspectives in  
content & in instructional  
approaches, centering Indigenous  
ways of knowing. 

 
Frequently entrenched in a  
privileging world view. Promotes a  
singular perspective in content and  
approaches. Does not use  
instructional approaches central to  
Indigenous ways of knowing.  

 
 
 

 

3. Provides Treaty Education  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Knows Treaty Education is a  
requirement and demonstrates an  
understanding of why it is a  
curriculum requirement. Clear  
integration of Treaty Education  
content. 

 
Minimal understanding of Treaty  
Education.  Inaccurate/  
inappropriate understanding of the  
rationale for Treaty Education.  
Rarely references Treaty  
Education in the content and  
instructional strategies.  

 

4. Provides Transfer of Learning Opportunities  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Deliberate provision for transfer  
(bridging) within the subject, across  
subjects & to life. Examples used  
are relevant & interesting to  
students.  

 
Makes little or no attempt to bridge  
previous & new learnings or  
transfer learnings within the  
subjects or to other subjects or life. 

 
 

 

5. Utilizes Instructional Technology & Multiple Media Forms  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Wide variety of motivating media &  
resources used. Always  
appropriate to outcomes & learner  
needs & interests. Promotes  
internally motivated inquiry. 

 
Rarely, or never, uses media or  
resources. Heavy reliance on text  
or workbook. When used, fills time  
but does not promote learning. 
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6. Accommodates Linguistic Differences  
   

 ❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Has sought out information about Incidental and/or convenient  
the linguistic background of all attention to linguistic difference.  
students. Strives to develop  
linguistic awareness & linguistic  
flexibility in all students.  
Consistently & thoroughly attends  
to all communicative needs of all  
students by differentiating: content,  
instructional strategies, resources,  
interactions with parents &  
procedures.  
 

 

7. Plans Multidisciplinary Inquiry Units  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Comprehensive integration of  
multiple disciplines in inquiry-based  
units. Supports students in  
constructing new knowledge,  
meanings or understanding in  
areas of student interest.  

 
Units are always subject area  
specific. Instruction does not foster  
student questioning or construction  
of new knowledge. Not related to  
student interest. 

 

 

E. TEACHING STRATEGIES, SKILLS & METHODS  
 

1. Uses Variety of Teaching Strategies  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Wide range of strategies used  
which complement outcomes,  
learner needs & the nature of  
content. Learning styles  
accommodated. High learner  
involvement & interest. 

 
Overuse of lecture & assigned  
questions. Often  outcomes,  
learner & content criteria ignored.  

 

 

2. Builds on Prior Knowledge  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Consistently assesses students’ Frequently approaches planning,  
experiences before planning, instruction without assessing  
instruction, & selecting content. student experiences.  
Logical sequential. Cohesive &  
coherent. 
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3. Uses Explanations, Questions, & Discussions Effectively  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Excellent use of explanations.  
Promotes varied and high level  
questioning. Uses wait time,  
prompts effectively. Has dynamic  
interpersonal and group facilitation  
skills. 

 
No prior analysis. Often presented  
without emphasis on  
understanding.  Poor selection of  
examples. Does not use wait time  
well and uses only low level  
questioning.  Mainly teacher  
centered.  

 

 

4. Demonstrates the Ability to Manage the Learning of Individuals, Groups, & Whole Classes  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Aware of the class group & small  
groups as a social system.  
Provides instruction at all levels  
effectively. 

 
Instruction is mainly teacher  
centered. Difficulty working with  
individuals or groups or whole  
classes. May manage one well but  
not the others.  

 

F. PROFESSIONAL QUALITIES  
 

1. Respects STF Code of Ethics  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Projects an image congruent with  
the expectations of the  
professional community with  
respect to commitment,  
appearance & actions. Respect  
displayed for students, colleagues,  
the school, parents & community.  
High ethical standards. 

 
Shows disrespect, or disdain for  
the values of students, colleagues,  
the profession &/or the community.  
Disregards the Code of Ethics.  
Dress & mannerisms often not  
appropriate for context.  

 

 

2. Fosters Collegial Relationships  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Excellent listening skills. Sensitive  
to feelings & needs of others.  
Culturally sensitive & responsive.  
Demonstrates empathy for  
colleagues or administrators or  
parental views & concerns. 

 
Typically ego-centric or  
disengaged.  Insensitive to needs  
& feelings of others. Uses 

stereotypes. Discriminates on 

the basis of sex, race or religion. 
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3. Demonstrates Maturity, Dependability, Leadership & Initiative  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Fulfills commitments responsibly.  
Positive but realistic. Acts  
independently, but sensitively to  
the needs & feelings of others.  
Accepts & acts on constructive  
criticism. Cooperative & pleasant  
but not compliant. Addresses  
conflicts in a professional rather  
than personal way. 

 
Unreliable. Duties fulfilled in a  
haphazard or sloppy way. Must be  
reminded or checked up on.  
Defensive when constructive  
criticism is offered.  Moody &  
uncooperative. Problem handled  
personally rather than  
professionally.  

 
 
 

 

4. Responds to Stress & Conflict  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Calm & composed under stress.  
Seeks & fosters satisfactory  
solutions to disagreements or  
misunderstandings. Handles  
emergency situations calmly &  
expeditiously. Seeks assistance  
when appropriate. 

 
Easily flustered. Displays  
unprofessional behaviour such as  
sarcasm or blaming rather than  
seeking solutions. Rarely/never  
admits that help may be needed.  
Avoids addressing problems and  
differences.  

 

 

5. Professional Communication 

 

a) Spoken  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Audible, clear & expressive.  
Enunciation is correct & distinct.  
Able to relate to students through  
language. Shares communicative  
burden with interlocutors.  
Demonstrates ability to adjust to  
communicative needs of others  
through adjustment to tone, stress  
& rhythm. 

 
Speaks rapidly; language used &  
student communicative needs are  
incongruent. Interlocutors have  
difficulty understanding verbal  
messages. 
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b) Nonverbal  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Demonstrates awareness of Choices around nonverbal create  
cultural fluidity of nonverbal discomfort for interlocutors.  
communication. Demonstrates  
ability to make adjustments to  
eye contact, physical proximity,  
gestures, turn-taking, speech acts  
(e.g., refusals, apologies,  
requests, instructions...).  
 
 
 

 

c) Written  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Handouts & assignments are  
easily understood, match  
students’ development level.  
Models written norms of English.  
Neat & presentable. 

 
Handouts & assignments difficult  
to understand, contradictory,  
confusing & illegible. Too difficult  
for student success.  

 
 

 

6. Values & Plans for Diversity  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Fully engaged in understanding  
the community. Fosters a  
respectful coexistence across  
differences. 

 
Occasionally uses judgmental or  
stereotypical language. Intolerant  
of differences. 
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SAMPLE INTERIM EVALUATION FORM – USE FOR FEEDBACK ONLY 
 
 

University of Regina, Faculty of Education 
Interim secondary Internship Placement Profile 

 

STUDENT: DATE: 

  
GRADES/SUBJECTS TAUGHT: SCHOOL: 

  

COOPERATING TEACHER:  

  

DATES OF FACULTY ADVISOR VISITS:  

   
 
 

INTERN TO COMPLETE: 
 
After reflecting on the ratings of your interim Internship Placement Profile and assessing your professional 
growth, indicate: 

 

The specific professional goals you have now set for  The actions you propose to achieve these professional 

yourself:  goals: 

      

      
 
Date Intern’s Signature 

      

Date Cooperating Teacher’s Signature 

      

Date Faculty Advisor’s Signature 
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SECONDARY EVALUATION FORM – SAMPLE USE FOR FEEDBACK ONLY 
 

*Ratings: O-Outstanding; VG-Very Good; G-Good; F-Fair; U-Unsatisfactory; NR-Not Rated+ 
 

A. PROFESSIONAL COMPETENCE AND DEVELOPMENT   D. INSTRUCTIONAL COMPETENCE   
  O VG G F U NR    O VG G F U NR 
                 

1. Demonstrates Knowledge of Subject/       1. Provides Differentiated Learning       
 Curriculum and Applies this Knowledge         Opportunities for ALL Students       

 Effectively                
         

2.  Uses Diverse Knowledge and Multiple 
      

2. Establishes Professional Goals and  Plans              
        

Perspectives Including Indigenous Ways 
      

 for Growth               
         

of Knowing 
      

          

    

  

3. Engages in Pre/Post Conferences 
          

               

       3. Provides Treaty Education       

               

4. Collects and Analyzes Teaching/ Learning                

 Data        4.  Provides Transfer of Learning       
               

5. Reflects Upon Experiences and Adapts         Opportunities       
               

 

Teaching Accordingly 
               

        5. Effectively Utilizes Instructional       
              

6. Uses School/Other Resources and         Technology and Multiple Media Forms       
 

Research Effectively 
               

        E. TEACHING STRATEGIES, SKILLS AND METHODS   
           

7. Demonstrates Translation of Educational 
               

       1.  Uses a Range and Variety of Teaching       
 Theory into Practice              

         Strategies and Approaches       
                

8. Exhibits Knowledge Social/Historical 
               

       2.  Builds Upon Prior Knowledge in       
 Contexts of Injustice/Inequality in Relation              

         Teaching New Concepts, Processes and       

 to Teaching and Learning               

         Skills       
                

9. Demonstrates Willingness to Participate in 
               

       3.  Uses Explanations, Questions, and       
 School Life              

         Discussions Effectively       
                

B. INTERACTION WITH LEARNERS 

          

  4.  Demonstrates the Ability to Manage the       

1. Demonstrates Respect for ALL Students         Learning of Individuals, Groups, and       
          Whole Classes.     

  

2. Encourages and Supports the Growth of 
          

               

       

F. PROFESSIONAL QUALITIES 

  

 the Whole Student          

3. Fosters Climate of Care for Individuals and        1. Respects and Adheres to The STF Code       
        

of Professional Ethics 
      

 Local/Global Contexts               
                

         

2. Fosters Collegial Relationships 
      

4. Recognizes and Addresses Inequitable             
        

Consistent with Principles of Equity, 
      

 Classroom Relations               
         

Fairness and Respect for Others 
      

          

    

  

5. Encourages Democratic Involvement in 
          

               

       

3. Demonstrates Maturity, Dependability, 
      

 Learning             
         

Leadership, and Initiative 
      

          

    

  

6. Communicates and Monitors Expectations 
          

               

       4.  Responds Well to Stress, Conflict and/or       
               

7. Anticipates Problems and Plans for         Controversy       
 

Success 
               

        5. Communicates Professionally:       
              

8. Responds Fairly and Consistently to Minor 
               

        

a. Spoken 
      

 Disruptions               
                
                 

          

b. Nonverbal 

      

9. Motivates and Encourages Through               
 

Positive Means 
               

         

c. Written (including electronic) 
      

          

    

  

10. Uses Culturally Responsive Classroom 
          

               

       

6. Values and Plans for Diversity Within the 
      

 Management Approaches              
          

Classroom, the School, and the 
    

  

11. Utilizes Consultation & Referral 
          

        Community.       
 

Appropriately 
              

                

        

OVERALL EVALUATION 
      

        

     

  

C.  PLANNING, ORGANIZATION, ASSESSMENT, AND EVALUATION 
   

          
          

                   
1. Plans Daily 

 
2. Develops Long Term Plans 

 
3. Keeps Accurate Records 

 
4. Provides Appropriate Assignments  

 
5.  Provides Assessment and Evaluation   
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SAMPLE FINAL EVALUATION FORM – USE FOR FEEDBACK ONLY 

 

UNIVERSITY OF REGINA, FACULTY OF EDUCATION  

SECONDARY INTERNSHIP PLACEMENT PROFILE 
 

INTERN’S NAME:  
 

NAME OF SCHOOL: TOWN/CITY:  
 

GRADE(S): MAJOR: MINOR:  
 

COOPERATING TEACHER:  
 

FACULTY ADVISOR:  
 

ATTENDED INTERNSHIP SEMINAR:  YES NO  
 

 

DIRECTIONS: 
 

This is the final evaluation document for the Secondary Program Internship. The criteria are 
not meant to be an inclusive checklist of performance but rather should provide a general 
description of the areas in which professional growth can occur. Please select the appropriate 
rating for each item. The last category is the OVERALL EVALUATION. Please select only one 
rating. The form must indicate whether the internship is a pass or fail. Finally, the 

 
IPP must be signed by the cooperating teacher, by the intern, and by the faculty advisor. Interns 
use the IPP to secure their first teaching position. The profile needs to be carefully completed for 
this purpose. 

 
 
 

 

SUMMARY COMMENTS OF THE TEACHER:  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Date  Cooperating Teacher’s Signature 

   

Date  Intern’s Signature 

   
Date  Faculty Advisor’s Signature 
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SAMPLE FINAL EVALUATION FORM – USE FOR FEEDBACK ONLY  
FINAL SECONDARY INTERNSHIP PLACEMENT PROFILE  

Secondary IPP: *Ratings: O-Outstanding; VG-Very Good; G-Good; F-Fair; U-Unsatisfactory; NR-Not Rated+  

A. PROFESSIONAL COMPETENCE AND DEVELOPMENT    D. INSTRUCTIONAL COMPETENCE         
  O VG G F U NR    O VG G F U NR 
                  

1. Demonstrates Knowledge of Subject/ 

                

       1. Provides Differentiated Learning         
 Curriculum and Applies this Knowledge         Opportunities for ALL Students         
 Effectively                  
                   

         

2. Uses Diverse Knowledge and Multiple 

        

2. Establishes Professional Goals and  Plans                
 for Growth         Perspectives Including Indigenous Ways         
          

of Knowing 
        

3. Engages in Pre/Post Conferences 
                
                 

       

3. Provides Treaty Education 
        

        
 

        

4. Collects and Analyzes Teaching/ Learning 
              

                 

 Data        4.  Provides Transfer of Learning         
                 

5. Reflects Upon Experiences and Adapts         Opportunities         
                 

 

Teaching Accordingly 
                 

        
5. Effectively Utilizes Instructional 

        
        

 

        

                

6. Uses School/Other Resources and         Technology and Multiple Media Forms         
 

Research Effectively 
                 

        

E. TEACHING STRATEGIES, SKILLS AND METHODS 
     

        

 

     

7. Demonstrates Translation of Educational 
           

       
1.  Uses a Range and Variety of Teaching 

        

 Theory into Practice                
         

Strategies and Approaches 
        

                  

8. Exhibits Knowledge Social/Historical 
                

                 

       
2.  Builds Upon Prior Knowledge in 

        

 Contexts of Injustice/Inequality in Relation                
         

Teaching New Concepts, Processes and 
        

 to Teaching and Learning                 
         

Skills 
        

                  

9. Demonstrates Willingness to Participate in 
                

                 

       
3.  Uses Explanations, Questions, and 

        

 School Life                
         

Discussions Effectively 
        

                  

B. INTERACTION WITH LEARNERS    4.  Demonstrates the Ability to Manage the         
1. Demonstrates Respect for ALL Students         Learning of Individuals, Groups, and         

          Whole Classes.         

2. Encourages and Supports the Growth of 
                
                 

       

F. PROFESSIONAL QUALITIES 

        

 the Whole Student                

3. Fosters Climate of Care for Individuals and        1. Respects and Adheres to The STF Code         
        

of Professional Ethics 
        

 Local/Global Contexts                 
                  

         

2. Fosters Collegial Relationships 
        

4. Recognizes and Addresses Inequitable                
        

Consistent with Principles of Equity, 
        

 Classroom Relations                 
         

Fairness and Respect for Others 
        

                  

5. Encourages Democratic Involvement in 
                
                 

       

3. Demonstrates Maturity, Dependability, 
        

 Learning                
         

Leadership, and Initiative 
        

                  

6. Communicates and Monitors Expectations 
                
                 

       

4.  Responds Well to Stress, Conflict and/or 
        

        
 

        
                

7. Anticipates Problems and Plans for         Controversy         
 

Success 
                 

        
5. Communicates Professionally: 

        
        

 

        

8. Responds Fairly and Consistently to Minor 
              

                 

        

a. Spoken 
        

 Disruptions                 
                  

                   

9. Motivates and Encourages Through         b. Nonverbal         
 Positive Means                  

         

c. Written (including electronic) 
        

                  

10. Uses Culturally Responsive Classroom 
                

                 
       

6. Values and Plans for Diversity Within 
        

 Management Approaches                
          

the Classroom, the School, and the 
        

11. Utilizes Consultation & Referral 
                

        Community.         
 

Appropriately 
                

                  

C.  PLANNING, ORGANIZATION, ASSESSMENT, AND EVALUATION    OVERALL EVALUATION         
             

          

*Overall Evaluation* 
        

1. Plans Daily 
                

        Required to be complete         
                   

2. Develops Long Term Plans                  
                  

3. Keeps Accurate Records 

                

       RECOMMENDED GRADE PASS   FAIL   
                   

4. Provides Appropriate Assignments 
                 

      
 
         

                 

5. Provides Assessment and Evaluation 
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Secondary Intern Placement Profile Descriptors 
[Ratings from left to right:  Outstanding; Very Good; Good; Fair; Unsatisfactory]   

A. PROFESSIONAL COMPETENCE & DEVELOPMENT 
 

1. Subject Knowledge  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 

Rich in breadth & depth.  
Presents information, skills &  
methods of the subject  
accurately & in appropriate  
sequence. Uses teacher &  
student resources appropriately. 

 
Inaccurately, poorly used, poorly  
sequenced information, superficial  
skills & methods. Inadequate use  
of sources.  

 

2. Professional Goal Selection  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 

Consistently sets appropriate  
generic & subject-related  
professional goals for each  
lesson & unit without being  
urged to do so. Progresses  
creatively, as ready, from simple  
to sophisticated. 

 
Seldom, if ever, sets goals; set  
only when urged; inappropriate to  
content of lesson; seldom varied.  

 

3. Pre/Post Conferences  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 

In the pre-conference, based on Uncooperative. Avoids 

pre-planning, clearly presents conferences, unprepared. Does 

plans for all essential lesson not solicit feedback. Unreceptive 

elements & a specific goal. In to feedback. 

the post-conference participates  

actively & receptively in analysis  

of feedback & plans for the  

future.  

  

4. Data Collection Methods  
    

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 

Appropriately uses available  
instruments. Often designs  
suitable instruments which result  
in specific outcomes &  
observable behaviour. Data  
analyzed in portfolio. 

 
Data collection instrument rarely  
provided. Often inappropriate for  
goal or lesson. Onus on  
cooperating teacher.  

 

5. Reflects & Adapts  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 

Reviews data & initiates  
identification of key elements &  
patterns. Forms, and takes  
ownership of appropriate  
generalizations or implications.  
Evidence in portfolio. 

 
Usually doesn't analyse &  
interpret feedback. If attempted,  
fails to identify, or accept, data  
implications. Relies on  
cooperating teacher's analysis &  
interpretation. 
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6. Use of School Resources  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Enhances professional Makes no effort to enhance  
development through readings, understanding & improvement of  
interactions with school, classroom practice or personal  
university,  other personnel, & professional development.  
through professional  
development activities.  

 

7. Demonstrates Theoretical Competence  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Is able to articulate the theor(ies)  
that inform their practice.  Makes  
their theoretical intentions  
explicit. 

 
Does not articulate their theoretical  
intention.  Must be asked to  
explain theoretical intentions.  

 

 

8. Knowledge of Social/Historical Contexts of Injustice  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Consistently & thoroughly  
integrates the historical & social  
context of injustice/inequity (e.g.,  
sexism, racism, colonialism &  
ablism) 

 
Infrequently & inconsistently  
addresses the historical & social  
context.  

 
 

9. Participates in School Life  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 

 
Involved in a reasonable number  
of experiences outside the  
classroom. Initiates involvement.  
Plans for these experiences. 

 
Avoids involvement. Takes part  
only when asked. Involvement only  
token.  

 
 

B. INTERACTION WITH LEARNERS  
 

1. Respect for ALL Students  
 

❘_____________❘_____________❘______________❘_____________❘____________❘  
 
Demonstrates a caring Discriminates or stereotypes or  
professional manner to all acts on personal preference.  
children regardless of  
developmental level, intellectual  
capacity, appearance, health,  
exceptionality, socio-economic  
status, gender, religion, race or  
cultural background.  
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2. Encourages & Supports  
 

❘_____________❘_____________❘______________❘_____________❘__________❘ 
 
Encourages individuals to do  
their best. Fosters development  
of a positive self-concept.  
Fosters development of positive  
attitudes toward others & the  
school. Sets challenging, but  
achievable, goals. Shows  
confidence that students can  
achieve goals. 

 
Does not encourage students to  
overcome barriers or to achieve  
potential; does not show  
confidence in students. Is  
sarcastic or belittles & generally  
attacks self-concept of  
individuals. Allows or  
encourages negative attitudes  
toward self, others or the school.  

 

3. Classroom Climate of Care  
 

❘_____________❘_____________❘______________❘_____________❘__________❘ 
 
Creates an enjoyable Creates negative attitudes  
environment conducive to toward others & learning. Allows  
learning. Fosters participation by interpersonal tensions to build.  
all learners. Quickly deals with  
interpersonal tensions. Creates a  
positive attitude toward &  
excitement for learning.  

 

4. Recognizes and Addresses Inequitable Classroom Relations  
 

❘_____________❘_____________❘______________❘_____________❘__________❘ 
 
Is able to identify what constitutes  
an inequity (e.g., name calling,  
bullying, curricular and structural  
exclusionary practices).  
Recognizes the consequences of  
inequity & the ethical necessity to  
act appropriately to address the  
inequity.  

 
Seldom aware of inequities. 
Seldom able to recognize 
consequences of inequity & often 
fails to act appropriately to 
address the inequity. 

 

5. Encourages Democratic Involvement in Learning  
 

❘_____________❘_____________❘______________❘_____________❘__________❘ 
 
Recognizes the experiences &  
capacity of students to contribute  
to learning,  (e.g., providing  
opportunities for students to  
determine how & what they will  
learn; providing opportunities for  
students to affect the learning  
environment, providing “voice,  
choice & say” in learning). 

 
Rarely acknowledges students 
capacity to contribute to learning.  

 

6. Communicates & Monitors Expectations  
 

❘_____________❘_____________❘______________❘_____________❘__________❘ 
 
Provides clear & achievable  Poor direction-giving. Does not 

directions. Models & fosters  model or promote appropriate 

appropriate behaviour norms.  behaviour. Inconsistent or 
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understanding.  not check for understanding.  
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7. Anticipates Problems & Plans for Success  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Maximizes on task behaviour Routines & procedures non-  
through establishment of existent or inconsistent. High  
appropriate routines & proportion of “off task” behaviour.  
procedures.  
 

 

8. Responds to Minor Disruptions  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Is aware of & unobtrusively &  
immediately deals with minor  
disruptions, watches for  
reoccurrence. 

 
Is unaware of, does not respond  
to, or responds inappropriately, or  
inconsistently to minor disruptions.  

 
 

 

9. Motivates & Encourages Through a Positive Means  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Positively reinforces appropriate Ignores or overreacts to 
individual & group behaviour. inappropriate individual & group 
 behaviour.  
 
 

10. Uses Culturally Responsive Classroom Management Approaches  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Consistently recognizes how to  
differentiate between treating  
students equitably versus equally.  
Recognizes how one’s own  
biases influence classroom  
management expectations. 

 
Rarely recognizes how to  
differentiate between equitable  
versus equal (i.e.,treating  
everyone the same).  

 
 
 

11. Consultation/Referral  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Recognizes personal limitations  
for dealing with unique needs or  
situations. Provides appropriate  
documentation (with assistance)  
& involves others as needed. 

(i.e., cooperating teachers, 

principal, guidance counsellor, 

social services, parents, etc). 

 
Does not recognize personal  
limitations in dealing with unique  
needs or situations; fails to involve  
appropriate personnel.  

 
 
 
 



 
Faculty of Education, University of Regina 

 

 
 

121 

 



 
Faculty of Education, University of Regina 

 

 
 

122 

 
 
 
 
 
 

C. PLANNING, ORGANIZATION, ASSESSMENT, & EVALUATION  
 

1. Plans Daily  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Consistently prepares.  
Excellent daily lesson plans  
designed to align curriculum  
outcomes with assessment for  
learning. Considers  
professional goals, the nature  
of the content, needs of  
students, time available.  
Consults cooperating teacher  
or advisor. Prepares in  
advance. 

 
There is little evidence of careful  
planning to set & achieve  
outcomes. Professional goals  
absent. Superficial or inappropriate  
planning. Lack of consultation with  
cooperating teacher or advisor. No  
relationship of lessons to teaching  
unit goals.  

 
 

2. Develops Long Term Plans  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Prepares well-rounded, well-  
articulated unit (or long-range)  
plans, congruent with student  
needs & curriculum outcomes.  
Uses a range of instructional  
methods, student resources  
and assessment & evaluation  
is fully developed. 

 
No evidence of long-range plans or  
plans which are incomplete,  
disjointed or otherwise  
inappropriate for pupil needs or to  
achieve course goals. No  
consultation with cooperating  
teacher or advisor.  

 
 

3. Keeps Accurate Records  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Record keeping thorough,  
well-organized & accessible  
(e.g., attendance, marks, pupil  
progress, assignment & test  
schedules, record of  
professional targets). 

 
Little or no evidence of usable  
record keeping.  

 

4. Provides Appropriate Assessments  

 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Provided when students are  
ready. Meets individual &  
class needs. Reinforces &  
extends learning. Constructive  
& timely feedback provided. 

Clear expectations regarding 

format & due dates. 

 
Inappropriate to pupil readiness.  
Not related to objectives.  
Busywork. Unclear expectations  
regarding format & duties.  
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5. Provides Assessment & Evaluation  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 

 
Assessment for learning  
congruent with outcomes &  
nature of instruction. Frequent  
formative & appropriate  
summative assessment. Helpful  
feedback and remediation. 

 
Assessment & Evaluation not  
congruent with outcomes or nature  
of instruction. Unpredictable  
scheduling. Lack of feedback or  
correctives. Focus on facts &  
information only. Provides little or  
no feedback on pupil progress or  
instructional effectiveness.  

 

D. INSTRUCTIONAL COMPETENCE  
 

1. Provides Differentiated Learning Opportunities for ALL Students  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Consistently & thoroughly  
attends to learning needs of all  
students by differentiating  
content, instructional strategies,  
resources & assessment &  
procedures. 

 
Does not or Incidental & or  
convenient attention to  
differentiation.  

 

2. Uses Multiple Perspectives & Indigenous Ways of Knowing  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Integrates multiple perspectives  
(i.e., intern is purposefully  
controversial). Integrates a  
variety of world views in content  
& instructional approaches 

central to Indigenous ways of 

knowing. 

 
Frequently entrenched in a  
privileging world. Promotes a  
singular perspective on content  
and approaches. Does not use  
instructional approaches central to  
indigenous ways of knowing.  

 

3. Provides Treaty Education  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Knows Treaty Education is a  
requirement and demonstrates  
an understanding of why it is a  
curriculum requirement.  
Consistently integrates Treaty  
Education content. 

 
Minimal understanding of Treaty  
Education, inaccurate/  
inappropriate understanding of the  
rationale for Treaty Education, and  
rarely references Treaty Education  
in the content and instructional  
strategies  

 

4. Provides Transfer of Learning Opportunities  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Deliberate provision for transfer  
(bridging) within the subject,  
across subjects & to life.  
Examples used are relevant & 
interesting to students. 

 
Makes no attempt to bridge  
previous & new learnings, or  
transfer learnings within the  
subjects or to other subjects or life. 
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5. Utilizes Instructional Technology & Multiple Media Forms  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 

 
Wide variety of motivating media  
& resources used. Always 

appropriate to outcomes & learner 

needs & interests. Promotes 

internally motivated inquiry.  

 
Rarely, or never, use media or  
resources. Heavy reliance on text  
or workbook. When used, fills time  
but do not promote learning. 

 

E. TEACHING STRATEGIES, SKILLS & METHODS  
 

1. Uses a Variety of Teaching Strategies  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 

Wide range of methods used  
which complements outcomes,  
learner needs & the nature of  
content. Learning styles  
accommodated. High learner  
involvement & interest. 

 
Overuse of lecture & assigned  
questions. Outcomes & learner &  
content criteria ignored.  

 

2. Builds on Prior Knowledge  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 

Consistently assesses students’ Frequently approaches planning, 

experiences before planning, instruction without assessing 

instruction, & selecting content. student experiences 

Logical sequential. Cohesive &  

coherent.  

  

3. Uses Explanations, Questions, & Discussions Effectively  
    

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Excellent use of explanations.  
Promotes varied and high level  
questioning.  Uses wait time &  
prompts effectiveness. Has  
dynamic interpersonal & group  
facilitation skills. 

 
No prior analysis. Often presented  
without emphasis on  
understanding.  Poor selection of  
examples. Does not use wait time  
well. Uses only low level  
questioning.  Mainly teacher  
centered.  

 

4. Demonstrates the Ability to Manage the Learning of Individuals, Groups, & Whole Classes  
 
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Aware of the class group & small  
groups as a social system.  
Provides instruction at all levels  
effectively. 

 
Instruction is mainly teacher  
centered. Difficulty working with  
individuals or groups or whole  
classes. May manage one well  
but not the others.  
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F. PROFESSIONAL QUALITIES  
 

1. Respects STF Code of Ethics  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Projects an image congruent with  
the expectations of the  
professional community with  
respect to commitment,  
appearance, & actions. Respect  
displayed for students,  
colleagues, the school, parents &  
community. High ethical  
standards. 

 
Shows disrespect or disdain for  
the values of pupils, colleagues,  
the profession, & the community.  
Disregards the Code of Ethics.  
Dress & mannerisms often not  
appropriate for context.  

 

2. Fosters Collegial Relationships  
 

❘_____________❘_____________❘______________❘_____________❘___________❘ 
 
Excellent listening skills.  
Sensitive to feelings & needs of  
others. Culturally sensitive &  
responsive. Demonstrates  
empathy for colleagues,  
administrators, or parents. 

 
Typically ego-centric or  
disengaged. Insensitive to needs  
& feelings of others. Uses 

stereotypes. Discriminates on the 

basis of sex, race, or religion.  

 

3. Maturity, Dependability, Leadership & Initiative  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Fulfills commitments responsibly;  
positive, but realistic. Acts  
independently and is sensitive to  
the needs & feelings of others.  
Accepts & acts on constructive  
criticism. Cooperative & pleasant  
but not compliant. Addresses  
problems in a professional rather  
than personal way. 

 
Unreliable. Duties fulfilled in a  
haphazard or sloppy way. Must be  
reminded or checked up on.  
Defensive when constructive  
criticism is offered. Moody &  
uncooperative. Problems handled  
personally rather than  
professionally.  

 

4. Response to Stress & Conflict  
 

❘_____________❘_____________❘______________❘_____________❘____________❘ 
 
Calm & composed under stress.  
Seeks & fosters satisfactory  
solutions to disagreements, or  
misunderstandings. Handles  
emergency situations calmly &  
expeditiously. Seeks assistance  
when appropriate. 

 
Easily flustered. Displays  
unprofessional behaviour such as  
sarcasm or blaming rather than  
seeking solutions. Never admits  
that help may be needed. Avoids  
addressing problems and  
differences.  
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5. Communicates Professionally 
 

a) Spoken  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Audible, clear, & expressive. Speaks rapidly. Interlocutors have  
Enunciation is correct & distinct. difficulty understanding verbal  
Able to relate to students through messages.  
language.  Shares communicative  
burden with interlocutors.  
Demonstrates ability to adjust to  
communicative needs of other  
through adjustment to tone, stress,  
and rhythm.  

 

b) Nonverbal  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Demonstrates awareness of Choices around nonverbal create  
cultural fluidity of nonverbal discomfort for interlocutors.  
communication.  Demonstrates  
ability to make adjustments to eye  
contact, physical proximity,  
gesturing, turn-taking, speech acts  
(i.e., refusals, apologies, requests,  
instructions).  

 

c) Written  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Handouts & assignments are  
easily understood, match students  
development level. Models written  
norms of English.  Neat &  
presentable. 

 
Handouts & assignments difficult to  
understand, contradictory,  
confusing, & illegible.  

 
 

6. Values & Plans for Diversity  
 

❘_____________❘_____________❘______________❘_____________❘_____________❘ 
 
Fully engaged in understanding  
the community. Fosters a  
respectful coexistence across  
differences. 

 

 

 
Occasionally uses judgmental &  
stereotypical language intolerant of  
differences. 
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SAMPLE - INTENSHIP PLACEMENT PROFILE ADDENDUM FOR VIRTUAL INTERNSHIP – FALL 2020 

 
In this unique circumstance of the COVID-19 pandemic, teacher candidates are now given the option to 
complete a virtual/ on line internship. This addendum to the University of Regina’s Internship Placement 
Profile (IPP) is created with the spirit of care, collaboration, and flexibility as we navigate the many 
unknowns and uncertainties of the pandemic situation. Please keep in mind the paramount importance 
of safety and well-being of all as you use this addendum to engage in learning and mentoring. The 
following checklist as an addendum intends to addresses the unique aspects of this internship. Upon 
completion of the virtual internship (remote/ online), teacher candidates will have shown evidence of 
engagement and commitment to developing competency in the following areas.   
 
 
 

Competence  

areas 

 

Demonstrated indicators Comments 

 

 

 

Professional 

competence and 

development 

- Relates to parents, families / guardians through appropriate means 

- Communicates openly and timely with students, families / guardians 

- Values the involvement and support of parents/guardians, families with respect 
for     their time and capacity in the current situation 

- Communicates regularly, openly and timely with Cooperating Teacher and Faculty 

Advisor 

- Engages actively/ eagerly in problem solving 

- Demonstrates openness to collaboration 

- Demonstrates willingness to participate in school activities / events (e.g. virtual 

staff meetings, school or division wide PD events) 

- Respects the privacy of colleagues, students and their families 

 

 

 

 

 

Interaction with 

learners 

- Values, respects, and cares for all students 

- Recognizes and addresses access/ equity needs 

- Considers student needs in mode of learning 

- Connects with individual students to support/ deliver individual instruction 

- Engages in problem solving to meet the learning needs of each student 

- Seeks and establishes culturally sensitive and inclusive relationships with students/ 

families 

- Responds, timely, fairly and consistently to minor student distractions 

- Shows flexibility and reflexivity given unique situation and student needs 

- Utilizes consultation & referral appropriately for additional support for students 

 

 

Planning, 

organization, 

assessment, and 

evaluation 

- Communicates regularly and as needed to Cooperating Teacher Faculty Advisors 

about planning 

- Keeps a digital teaching portfolio and shares regularly and as needed with Faculty 

Advisor and Cooperating Teacher 

- Plans collaboratively with Coop. Teacher 

- Creatively utilizes resources available for learning opportunities 

- Adapts resources to learning environments 
- Offers a variety of accessible modes of instruction and assessment; 
- Effectively engages students in teaching/learning process; 
- Applies assessment strategies which are both formative and summative and are 

clearly communicated to students and families; 
- Provides guidance and resources for student self/family-assessment 
- Considers equity of resources when designing and implementing assessment 

plans 
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Instructional 

competence 

- Seeks out strategies and resources to support teaching/ learning remotely/ on 
line 

- Engages students/ families in learning about strategies and resources for 
remote/ on line learning  

- Critically examines own biases, attitudes, beliefs, values and practices 
- Demonstrates value and respect for diverse languages, heritages, cultures, and 

ways of knowing and being   
- Integrates First Nations, Inuit and Metis worldviews and perspectives into 

remote /on line learning environments 
- Effectively utilizes virtual teaching platforms and tools to ensure student 

learning 

 

 

 

 

Teaching strategies, 

skills, and methods 

- Designs developmentally appropriate learning opportunities for each and all 
students 

- Develops learning resources that are conscious of student learning needs and 
individual home situations 

- Works with students/families to identify individual education routines (both 
synchronous and asynchronous modes 

- Demonstrates sensitivity towards parents’ diversity of expertise in subject 
matter, technology, capacity and time 

- Provides resources to assist in a home learning environment 
- Recognizes and responds to unique needs of school community & class(es) 

 

 

 

Professional  

qualities 

- Understands and follows school division/ school related policies, practices, and 
protocols 

- Demonstrates willingness and ability to adapt to changing situations 
- Communicates professionally at all time 
- Values and plans for diversity within the various learning environments 
- Develops and shares resources 
- Actively seeks for PD opportunities in remote/ on line teaching & learning 

 

 
 


