CHAPTER 5

THE METHODOLOGY OF INVESTIGATION AND THE

DISCUSSION OF THE EMPIRICAL AND 3TATIETICAL

The purpose of this chapter is {o discuss the methodology of the empirics! investigation
aid statistical data apalysis. The data collection techmape, the sample and the research

design are described. The following chapter discusses the dafa analvsis procedure.

The basic airn of this research was to lnvestigete whether teachers” assessment of
learnevs” work could have a profound influence on the culture of lewming v schools.
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Several aspects of teachers” assessment of learners’ work have been explored, and the
contritustion of thege to the cullure of lemrning.  All the previous chapiers probed this

gre. This Hterniore review bas sstublished a sotumd

problenr throngh the stady of

wwwork for the emnirioal ivestigation.

Thes chapler describes the guantilative research applied to confirm or reject empirically

and statisticatly the foliowing hvpotheses:

Hypathesis 1. An asvegsment system butlt upon the fraditional evaluation methods
has a detrimental effect on the development of a enlture of learning

i schools,
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Hypothesis 2.  Assessment strategies built upon an Qutcomes-based assessment
policy are more effective in contributing toward the development of

a culture of learning in schools.

The empirical investigation also tests the following Null hypothesis:

Hypothesis 3. No distinction can be drawn between teachers’ perceptions regarding
the impact or influence of traditional evaluation methods and teachers’
percepiions tegarding the impact or influence of Outcomes-basad

assessment strategies on the culture of leaming in schools.

The quantitative approach used to address these hypotheses involved the following:

» Development of a survey questionnaire based on the findings of the literature
study;
¢ Design and execution of the survey questionnatre;

« Data analysis and interpretation.

The development, design and execution of the survey questivnnaire are described in
detail in this chapter, chapter 5. Chapter 6 discusses data analysis and interpretation of

the resuits of the survey.

Traditionally quantitative research attempts to collect data in a number of ways, but is
collection typically involved structured interviews, postal questionnaires, standardized
tests of performance or the use of attitude inventories (Scott and Usher, 1996:55).
Seeing that this research investigates teachers’ assessment of learners’ work and its
influence on the culture of learning, data were collected from Teachers, Heads of
Departments in schools, Deputy Principals and Principals. These individuals were
selected as they are responsible for carrying out assessment policy and practices at
school level, and they practice assessment of learners’ work throughout their

professional careers.




The data were collected from these officials through postal questionnaires, which is one
of .the typical sirategies of collecting data in quantitative research. These data were

collected 1n order to compare the theory and data for the empirical investigation.

The following sections describe the research sample, and the procedures applied in the

collection of data for the empirical investigation.

5.2  THE DESCRIPTION OF THE RESEARCH SAMPLE

The researcher probes the prbbiem that assessment of learners” work has been taking
place in an educational setting, but has yielded little positive influence on the culture of
learning, mainly because it was too judgmental, as indicated in chapter one. Therefore
the focus of this investigation was to establish the perceptions of teachers with regard to
the association berween assessment strategies and the promotion of a culture of learning

amongst learners.

Merriam (1998:60) is of the opinion that, once the general problem has been identified,
the task becomes to select the population from which the study could be conducted. In
this study the researcher regarded Teachers, Heads of Departments, Deputy Principals
and Principals as the target population. These individuals were selected as they have

been using assessment of learners” work throughont their teaching carsers.

Robimson and Levin (1997:23) indicate that it is usnally not possible to deal with the
whole of the targei population, one must identify that portion of the population to which
one can have access — called the accessible population. This is confirmed by Gall, Borg
and Gall (1996:134), who reason that a researcher is generally not able to access all of
the target population, particularly if it is a large population. So for praciical reasons an
accessible population needs fo be identified. The identification of an accessible
pepulation is usually influenced by the time and resources of the researcher (Ary, Jacobs

and Razavieh 1985:139). Due to such limitations, the researcher in this study only




included and identified Gauteng Department of Education teachers and Mpumalanga

Department of Education teachers as the accessible population for this study.

The sample for this study was thus selected from these two provinces. According to Ary,
et al (1985:139) sampling is indispensable to the researcher. Usually the time, money
and effort required do not permit a researcher to study all possible subjects of a
population. Furthermore, it is generally not necessary to study all possible cases to
understand the phenomenon under consideration. Sampling comes to the researcher’s
aid by enabling researchers to study a portion of the population rather than the entire

population.

53  RESEARCH SAMPLING PROCEDURES

Scott and Usher (1996:55) state that researchers usually draw a sample or samples from
the accessible populatidn. The accessible population represents the population from
which the researcher would like to generalize the findings of investigation. It is
therefore extremely impertant that the individuals included in the sample constitute a

representative cross section of individuals in the population,

Rudduck and Mclntyre (1998:47) also confirm that the research sample should reflect a
true representation and reflection of the universum in which the researcher can infer,
deduce and generzlize the findings of the investigation. Since sampling is a critical
component of research, it needs to be done very carefully, since the sample population
needs to reflect the pertinent characteristics of the population a researcher may wish to

speak about, in order to summarize quantitative research results {Thomas 1998:2201.

The accessible population of this study is spread cut in two provinces. As a result it
would be very difficult, if not impossible, to list all the teachers of those provinces and
select the sample among them. In addition, it would be a very expensive undertaking to
study a sample that is scattered all around these two provinces. Ary, et al {1985:149)
suggest that 1t 1s more convenient to study subjects in nétﬁra]ly OCCurfing groups or

clusters. As a result, the researcher selected one region from Gauteng Province - the




Northern Region, and selected five districts from that region, namely North 1, North I,
North 111, North IV and North V1. These five districts are close to each other and form a
cluster, see map 5.1 on page 128. In Mpumaianga Province the researcher selected the
Eastern Highveld Region, and took five districts namely Eerstehoek, Ermelo,
Standerton, Withank and Moretele, These five districts are ¢lose to each other and form
a cluster, see map 5.2 on page 129. All these districts from both regions have urban and
rural schools, which maintain the pertinent characteristics of teachers as the population
for this study. This sample population has also used assessment of learners” work
throughout their carzers, and they have been irained by both Provincial and National
Departments of Education with regard to Outcomes-based Education policies of

assessment.

The data concerning teachers’ percepticns about learners’ assessment ard its influence
on the culture of learning drawn from this sample population will not be analyzed and
described in order to get the results of these two provinces inputs only. Arkava and
Lane (1983) in De Vos (2001:191) maintain that a sample population is the element of
the population considered for inclusion in the study. Alternatively it can be viewed as a
subset of measurements drawn from a population in which researchers are inferested.
Therefore the sample population from these two provinces will represent the satire
population of this study. This shows that the researcher was interested in describing the
sample not primarily as an end in itself, but rather as a means for explaining teachers’
perceptions about assessment of learners’ work in schools and its influence on the

culture of learning.
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The researcher was provided with a list of schools and number of teachers from each
district of these regions. The number of teachers was so large that the researcher could
not list all its members for the purpose of drawing a sample. The researcher solved this
problem by taking 20% of the teachers in each disirict and included all these teachers in
the sample, see table 5.3 and 5.4. This kind of probability sampling is referred to as
cluster sampling since the unit chosen is not an individual but a group of individuals
who are naturally together. These individuals constitute a cluster in so far as they are
alike with respect to characteristics relevant to the variables of the study (Ary, et al

1985:144).

Cates (1985:60) and Charles (1988:158) postulate that cluster sampling is the method
preferred and empleyed by researchers when it is more feasible fo select groups of
individuals than individual subjects to be included in the sample. Furthermore Cates
(1985:60) states that when such a group is included as a sample, it is often referred to as
an intact group, since the research takes the group intact, exactly as it exists, with all its
inherent patterns of characteristics and behaviors. In so far as they are alike with respect
to characteristics relevant to the variables of the study, this will also validate the
coliected data and findings. Having selected the sample, the next step was to collect the

data through questionnaires as the selected quantitative research strategy.

Table 5.3 Distribuifion Of Schools And Teachers In Gauteng Department Of
Education. Northern Region

DISTRICTS NUMBER OF NUMBER OF | NUMBER OF | NUMBER OF | NUMBER OF
PRIMARY SECONDARY | COMBINED TEACHERS | TEACHERS
SCHOOLS SCHOCLS SCHOOLS INCLUDED IN

THE SAMPLE

North One 102 19 7 1636 330

North Two 64 22 i3 1158 230

North Three 9s 50 25 3248 648

North Four 79 36 7 2 796 558

North Six 72 25 16 2201 440

Total 412 202 68 11062 2 206

The number of teachers included in this research sample from the Gauteng Department

of Education: Northern Region was 2 206.
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Table 5.4. Distribution of Schools and Teachers in Mpumalanga Department of
Education, Eastern Highveld Region

BISTRICTS NUMBER OF NUMBER OF NUMBER OF NUMBEROCF | NUMBER CF
PRIMARY SECONDARY | COMBINED TEACHERS | TEACHERS
SCHOULS SCHOQLS SCHOOLS INCLUDED IN
THE SAMPLE
Eerstehoek 100 32 25 2133 426
District
Ermelo 231 23 39 2575 514
District o
Moretele 126 36 19 2083 416
District
Standerton 253 33 33 3001 o600
District
Witbank 171 33 32 2541 508
District
t Total &81 157 148 12 333 2 464

The number of teachers included in the research sample for Mpumalanga Department of

Education in the Eastern Highveld region was 2 464.

54  THE CONSTRUCTION AND CONTENT VALIDATION OF THE

QUESTIONNAIRE.

In this study the content validity and reliability of the questionnaire was verified by
presenting it to professors and lectures in the Faculty of Education for their evaluation
regarding different identified aspects of learners’ work and its influence oa the culture of
learning. They agreed that the items in the questionnaires were represzntative of the
theory. They also agreed that the language used in the questionnaire was on the

appropriate level of understanding of teachers who answered the questionnaires.

A questionnaire is an instrument thai aitempts to obtain comparable data from all
members of a population or sample because the same questions are asked to all research

participants (Gay and Airasian 2000:280). Again Gay and Airasian (2000:282) maintain
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that a questionnaire should be atiractive, briéf, and easy to fill out. A researcher should
carcfully plan its content and format. A sloppy, crowded, misspelled, and lengthy
questionnaire turns off respondents. Hence the research may yield few responses from
the participants. 'The researcher should include items and questions that have been
thought through properly and that directly relate to the topic and objectives of the study
{(Gay and Airasian 2000:282; McMillan and Schumacher 1997:253).

Masitsa (1995:258) refers to data as facts or information about something which is used
in deciding or discussing something, or as a basis for inference, It is usuzlly the form of
facts or statistics that one can analyze or use for doing further calculations. It is
information organized for analysis or used as basis for decision. Therefore it is
imperative for quantitative research to collect data that will enable the researcher to
statistically quantify the data in order to confirm a theoretical framework, which has
been formulated. This is in agreement with Anderson, et al (1994:109) who state that

the researcher seeks data o confirm theory.

The researcher has constructed a questionnaire as an instrument to draw data from the
sample population. Keeves and Lakomski (1999:125) indicate that some attention must
be given to the validity question - that is, whether the questionnaires do really measure
what they are supposed to measure. This is why Ary, Jacobs and Razavieh (1985:357)
argue that the most obvious type of ensuring validity of questionnaires is that the
theoretical assumptions contained in the literature have to be contained in the
questionnaires. If this is done the questionnaires will have a higher content validity. For
this reason, the rescarcher thoroughly explored the hypotheses of this research study as
referred to in section 5.1, and also explored the theoretical framework which has been
supplied by literature in the preceding chapters. The question items therefore measure
the precise variables under investigation and probe the crucial issues in depth

(Hammersly 1993:20).

The first part of the questionnaire was designed to obtain personal information about the
surveyed population. Respondents were requested to state their personal information by
crossing next to the given and appropriate biographical information such as the
province, gender, age, teaching experience, highest educational qualification, field of

specialization, teaching phase, medium of teaching, type of school, post position, and
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how and what information is obtained about assessment of learners’ work in schools.
This information was needed in order to ensure that all participants are professional

teachers and also that they are involved in teaching and learning activities.

The researcher has built 84 questions evolving around 3 main subject areas, which were
explored in the literature in the preceding chapters. The first subject area related to
different aspects of assessment and the influence of these on the culture of learning. This

sﬁbject area revealed the following key issues:

*  Assessment as anintegral part of teaching and learning;

* Teachers’ understanding and. conceptualization regarding assessment as an
instrameant to be used to promote the culture of learning in schools; and

* Learners, principals and parents involvement in assessment 2s a viable mean of

improving and developing the culture of learning in schools {See chapter 2).

Consequently 19 question items were constructed. These items are listed in appendix 1,
under Section B, and start from item V15 to V33. These items were designed
specifically to elicit teachers’ responses regarding the above major issues on assessment.
Most of the content of these items emanated specifically from chapter 1 and 2 of this
study, seeing that the literature revelations of these chapters assembled enormous data
regarding assessment and its influence on the culture of learning.

The second subject area extracted from the literature in chapter 3 is traditional
evaluation and its influence on the culture of learning. In terms of this subject area, the

following issues emerged from the literature:

* Traditional evaluation was a teacher-centered method;

° Traditional evaluation was an examination-driven and product-oriented method;
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* In ftraditional evalvation, teaching tools such as homework, classwork,

assignments and tests were used to take judgmental decisions about learners’

work;

* Traditional evaluation results separated well-doing learners from the poorly-
doing learners; and

* Traditional evaluation methods were separable entitiés from teaching and

learning activities

Twenty-six items were built from these data, corresponding to V34 to V59 under
Category C, Appendix 1. The researcher believed that these questions could enable
teachers to express their views or perceptions about traditional evaluation of learners

work and its influence on the culture of learning.

The final subject area examined in the literature in chapter 4, relates to Ouicomes-based
Assessment strategies and their influence on the culture of learning. The following

issues were highlighted:

* Assessment in OBE is regarded as an integral part of teaching and learning;
* Qutcomes-based assessment is learner-centered;
* Outcomes-based assessment assess learners’ knowledge, skills and values of the

learnt conteni; -

* Outcomes-based assessment use teaching tools such as portfolio, test and
examinations to enable all learners to achieve learning outcomes;

* Outcomes-based assessment assist individual learner to perform according to
his/her own pace and potential;

*  Quicomes-based assessment vse continuous assessment to enable learners to

think constructively, critically to derive enjoyment in a learning envircnment;

and



* Oulcomes-based assessment use assessment criteria, performance indicator,
range statement and learning outcomes, to enable learners to master standards of

various learning areas.

Thirty -seven questions of the questionnaire evolve around these ideas and information,
covering quesiions V60 to V98 under Section D, Appendix 1. These are questions that
could help teachers to express their perceptions regarding OBE assessment strategies

and their influence on the culture of learning.

Thomas (1998:162) asserts that questionnaires are designed to reveal peoples’ attitudes
through the opinions they express. Hence understanding, clarity of language and the use
of simple concepts in questionnaire construction need to be given serious attention in
order to enhance the reliability of responses. To maintain the reliability of these
questionnaires, the researcher constructed questions around two variables: the
assessment of learners’ work, and the influence on the culture of learning. All
respondents involved in this investigation answered queétions based on these two
variables, to help balance the consistency of questionnaires. This is supported by Ary,
Jacobs and Razavieh (1985:163), who state that the consistency of the questionnaire is

one procedure for assessing the reliability of questionnaires or interviews.

To further increase the reliability and validity of the data collection processes, the
researcher consulted the Statistical Consultation Service of the University of Pretoria
and other experts in Educational Research to improve the technical quality of the data
coliection process. To further support the foregoing, Vockell and Asher (1995:92) cite
that it is always an advantage to have someone else look at the questionnaire or take the

test before the questionnaire is taken to the target audience.
5.4.1 Types Of Questionnaires

The first section of the questionnaire covers the demographic characteristics of the
respondents. Thomas (1998:162) is of the idea that biographical information is used on
the assumption that its categories may be associated with the study’s target variables.

The researcher determined the relevant demographic characteristics based on the
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purpose of the study. Houser (1998:99) notes that relevant demographic characteristics
potentially influence the outcome or dependent variable. Hence demographic

characteristics were chosen that were relevant for the purpase of this study.

The main objective of this investigation was to assess teachers’ views about assessment
of learners’ work and its influence on the culture of learning. To examine this
empirically, a questionnaire using a five point scale was drawn up, in order to solicit
teachers” views with regard to this study. In order to secure the content validity of the
questionnaire, the researcher reviewed numerous studies used this approach, and their
findings were taken into consideration when constructing the research questionaaire.

These aspects are discussed in more detail below,

In a research study of this nature, the questionnaire usually contains questions aimed at
getting specific information on a variety of topics. There are two types of questions -
either open-ended questions or structured format questions (Gall, et al, 1996:140). The
focus of this research is on the quantitative data collection. Vockell and Asher
(1995:122) cite that quantitative research studies generally design questions in a
structured format, so that quantification and analysis of the results may be carried out
efficiently. The guantitative researcher uses the strategy of structured questions when
they have already identified target behaviors and in some way or other have assigned

numeric values to them.

The structured format has been used in this research study because it has the advantage
of requiring all the respondents to answer within the same framework. This means that
the researcher always knows how each respondent felt about issues on the questionnaire.
Another added advantage of structured questions is that they are ecasily adapted to

computerizing scoring (Vockell and Asher, 1995:129-130).

However, since factor analysis was to be used as the statistical procedure applied 1n this
empirical investigation, siructured guesticn items which belong to identified factors of
variables would be more appropriate for this investigation, since factor amalysis
distinguishes common factor variance from unique vartance (Kachigan 1991:238). The

researcher therefore decided toc class the structured items under four categories. This
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would allow the factor analysis to reveal and investigate by identifying factors that could

be defined reasonably well by the actual variables.

The questionnaire used in this study was therefore structured as follows to ensure

content validity. The first twelve item statements probed the biographical information of

respondents in order to ensure that only teachers respond to this questionnaire (see

appendix 1, Section A). The second nineteen item statements looked at teachers’
responses with regard to assessment of learners” work and its influence on the culiture of
learning (see appendix 1, Section B). The third category of twenty six item statements
considered teachers’ views regarding traditional evaluation of learners’ work and their
influence on the culture of learning (appendix 1, Section C). The fourth category of
thirty seven item statement considered teachers’ views about Qutcomes-based Education
policies of assessment and their influence on the culture of learning . The researcher used
a tunnel approach in patterning the question sequence, seeing that a funnel approach
helps researchers to begin with a very broad query, then progressively narrows the scope

of questions in order to address specific poiats (Thomas, 1998:172).
5.4.2 Scaling Of The Questionpaire

Houser {1998:15) cites that quantitative research is defined as research that is based on
the measurement and quantification of data. Whatever the dependent variable of interest
in quantitative research, there must be a way to transfer it into a numeric value. This is
why the researcher in this study has used a five-point rating scale for each question, so
that respondents would rate sach question based on this five-point scale. This scale is
known as the Likert scale - the essential component is not the five points on the scale but
the continual ranging from “strongly agree” to “strongly disagree” (Vockell and Asher
1995:131). Andrich (1995:73) in Masters and Keeves (1599:48) is of the view that the
five-point scale has enough categories to enable the respondents to have a large capacity
to discriminate. 1t also has a neutral, undecided or uncertain category which people can
select if they do not understand the question, or are genuinely undecided, meutral or

uncertain. However this category usually does not attract respondents, unlike those

categories found on either side of it, which are “strongly agree”, “agree” and “disagree

and “strongly disagree” which are the categories used to obtain the measures (Masters

and Keeves, 1999:120).
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Respondents were requested to give the proportion of their total views with regard to
teachers’ assessment of learners’ work and its contribution to the culture of learning on a
five-point scale. Then they were expected to rate their views based on this scale. Rating
on one would mean “strongly disagreed” with that aspect of assessment, rating on two
would mean “disagreed” with that aspect of assessment, rating on three would mean
“uncertain” with that particular aspect of assessment, rating on four would mean
“agreed” with that aspect of assessment and rating on five would mean “strongly
agreed” (see appendix 1). All respondents received the same questionnaire containing
the same five-point rating scale. This was done in order to maintain the validity and

reliability of the instrument.

The table below is an example of a five - point scale questionnaire.

Strongly . . Strongly ]
disagree Disagree : Uncertain | Agree Agree |
1 2 3 4 5 E

The advantages of using the Likert scale m this study were that it keeps the respondent
on the subject, and it is relatively objective and easy to complete and to tabulate for

statistical analysis (Best and Kahn, 1963:231).

55  STATISTICAL PROCEDURE APPLIED IN THE EMPIRICAL

INVESTICGATION

The ultimate purpose of conducting a quantitative study is to test hypotheses, and this
involves using statistical methods that allow the researcher to infer frorma data gleaned
from the sample information that can be applied to the larger population. Inferential
statistics are methods that allow the researcher to achieve this goal (Houser, 1998:173).
Inferential statistics are important as statistics are used to make inferences concerning

the sample population and the findings.

139




The researcher formed three constructs to cluster the variables which showed
commonalities. These variables were clustered under the three respective constructs

according to their commonalities and relevance. These constructs were:

o Teachers’ views about Cutcomes-based education assessment strategies and its
influence on the cuiture of learning;

»  Teachers’ views regarding traditional evaluation and its influence on the culture
of learning; and

o Teachers' understanding regarding assessment of learners’ work and iis

influence on the culture of learning.

These constructs and their groupable variables were then subjected to confirmator.y
factor analysis, in order {o confinm and identify that these variables belonged to these
factors. Fraser and Van Staden (1996:218) reason that factor analysis assists in the
grouping of variables that correlate highly with one another. The function of the factor
analysis was to determine whether the identified wvariables influencing a given
phenomenon could substantiate, verify, and support evidence through the use of
sophisticated statistical techniques or, as Anastasi {1982:146) puts it, {0 analyze the

interrelationships of behavior data.

With regard to statistical procedures fér this study, the researcher used a computer to
analyze the collected data and have access to precise data. Vockell and Asher
(1995:398) note that corﬂpﬁter analysis enables researchers to be confident of the resalts
of calculations because universities employ computer consuitants who are familiar with

statistical programs.
5.5.1 The Principal Component Factor Analysis

Teachers’ views were assessed in terms of existing evidence, that is, on contemporary
trends revealed by educationists in the literature used in this study. Teachers in practice
responded to the questionnaire, which was constructed from this literature background.
Teachers’ responses were subjected to a principal component factor analysis. Fraser and

Van Staden (1996:218) believe that this statistical technique and empirical procedure is
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used to validate the hypothetical assumptions made with regard to the study under
investigation. This i1s why in this study different variables on assessment and iis
influence in culture of learning were analyzed and assessed in order to determine the
possible influence of these variables on teachers’ opinions on a variety of issues related
to assessment in the first place. Factor analysis was executed on the teachers’ responses
in order to confirm the existence of different variables influencing assessment with

regard to the culture of learning.

The researcher then subjected the teachers’ responses to confirmatory factor analysis,
with the intention of grouping variables that correlate highly with one another, which the
researcher also presumed to be groupable variables. Kachigan (1591:238) regards factor
analysis as a strategy to distinguish common factor variance from unique or specific
variance. The main purpose of using factor analysis is to reveal, identify and confirm
these factors that could be defined reasonably well by the actual variables (Ferguson
1987:488). The function of factor analysis is also fo determine how many constructs the
group of items are actuaily measuring {Dooley 1984:7G). A principal component factor
analysis with a wvarimax method of rotation known as the PROC FACTOR
PROCEDURE (SAS/STAT USERS’GUIDE 1950:774-814) was applied o the data sets

to extract possible factors.

The factor analysis was preceded by a principal component analysis (a method of
extracting the initial factors), with the intention of producing principal components and
common factor scores with variances equal to the corresponding eigenvaiue (Kervin
1992:507). This procedure stops short of rotating the factors. The procedure 1s usually
concluded by using a varimax method of rotation. The varimax method of rotation of
factor analysis has proved to be very successtul as an analysis to obtain an orthogonal
totation of factors (Nunnally 1967:333). The reason for a varimax method is to obtain as
many high positive and near zero loadings as possible. These factor loadings reveal the
extent to which each of the variables contribute to the meaning of each factor (Kachigan

1991:247).

5.5.2 The Extraction OF Factors
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To determine the possible number of factors accounted for in the investigation, a number
of techniques are usually applied. Kachigan {(1991:246) cites the weighing and retaining
of the eigenvalue to the point where additional factors account for less variance than a
typical variable; that is, less than one eigenvalue. He also cites the technique of

assessing the degree to which each of the variables correlated with each of the factors.

Researchers apply the scree plot of eigenvalues to indicate the number of extracted
factors. Hair, Anderson, Tatham and Black (1998:128) maintain that this is a
multivariable techmique that groups variables into factors, based on the internal
relationship as quantified by means of the correlation matrix. This study used the
technique of assessing the degree to which of the variables correlate with each of the
factors. The scree piot of the eigenvalues was used to indicate the number of extracted

factors.
5.3.3 The Reliability Estimation Of The Items In The Questionnaire

Vockell (1993:22) states that reliability addresses the guestion of whether or not a
measuring instrument is consistent. Sax (1974:172) also indicates that reliability
describes the extent te which measurements can be depended on to provide consistent,
unambiguous information. The reliability coefficients are not only an indication of the
internal consistency of the different test items, but also an estimation of whether the
same test questicns would generate similar results when applied under similar

circumstances on different occasions (Anastasi 1982:102).

In this study Cronbach’s coefficient Alpha Formula was used to estimate the reliabilities
of the items of the study questionnaire on which the factor analysis was based.
Cronbach’s coefficient Alpha Formula provides a reliability estimate for a set of two or
more construct indicators (Hair, Anderson, Tatham and Black 1992:428). This reliability
estimation instrument appeared to be more relevant for this study, since the research
study has three sefs or constructs that were extracted by the researcher for confirmatory

factor analysis using the PROC FACTOR Procedure through rotatzd factor pattern.

Cronbach’s coefficient alpha also provides a good estimate of reliability in most

situations, since according to Nunnally (1967:211), the major source of measurement
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error lies in the sampling of error, that is the sampling of items per se. Acceptable
correlation was set at = 0.3 or above. The correlation coefficients of the appropriate sets

of questions in this study were subsequently interpreted according to this scales

56  THEAPPLICATION OF THE QUESTIONNAIRE

The researcher wrote letters to Regional Directors of the two respective provinces,
seeking permission to conduct the research (see appendixes 2 and 3). In the Northern
Region of Gauteng Province, it was requested to conduct research in the following
districts: North 1, North 2, North 3, North 4 and North 6. In the Eastern Highveld
Region in Mpumalanga Province permission to conduct research in the following

districts was requested: Moretele, Witbank, Eerstehoek, Standerton and Ermelo.

Upon recetving written permission from the Regional Directors (see appendix 4 and 5}
the researcher then wrote letters to District Directors requesting their co-operation and
assistance, and information on the addresses and telephones of their respective circuits

and schools.

After receiving the necessary information from the District Directors, letters were
written to the relevant Circuit Managers and Principals of different schools requesting
their permission and assistance in distributing the questionnaires to teachers. The return
date of questionnaires and the address to which to be returned was included in the letters
which were received by each school. Each bundle of questionnaires was accompanied

by a prepaid envelope.

57  SUMMARY

In this chapter the research instruments were discussed, and the procecures to be
followed for the empirical analysis were given. Chapter six discusses data analysis and

interpretation of the empirical research.
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CHAPTER 6

TABLING ANALYSIS AND INTERPRETATION OF

EMPIRICAL DATA

6.1 INTRODUCTION

In chapter five the research design was explained. The purpose of chapter five was to
provide a clear description of the specific steps to be followed until the data could be
analyzed. It showed how the researcher secured the internal validaiton of this study.
Firstly; by consulting the literature very broadly to ensure that it covered aal the
variables of this study. Secondly; it showed the construction of the guestionnaires
according to the literature study, and finally the way in which empirical analysis would
be conducted for this study. This chapter, chapter six, presents and analyses the

responses of teachers to the questionnaire described in detail in chapter five.

6.2  INTERPRETATION OF THE BIOGRAPHICAL DATA OF THE

RESPONDENTS

The researcher prepared approximately 5000 questionnaires for teachers represented by
the sample. The total number of teachers included in the research sample was 4 670. It
was expected that respondents should return the questionnaires on the 23 October 2000
to their respective principals, to allow for convenient collection by the researcher. The
researcher recetved back 2 621 of the approximately 5000 questionnaires which were
distributed, implying that just over half of the gquestionnaires were received for further

investigation and computation.
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When the usual questionnaires were further analyzed, it was found that 1 403
questionnaires were completed by teachers from Mpumalanga Province, which makes
53,63 percent of the sample, and 1 212 were completed by teachers from Gauteng
Province, which makes 46,35 percent of the sample. It was also found that 844 male
teachers completed the questionnaires which makes 32,30 percent of the sample, and 1
769 had been completed by female teachers which makes 67,70 percent of the sample

for both provinces.

The teaching experiences of the respondents were also determined. It was found that
teachers with less than five years experience censisted of 8,81 percent of the sampile;
23,66 percent were teachers who have teaching experience between ten and fifteen years
experience; 42,34 percent were teachers who have made more than fifteen years

teaching experience.

Educaticnal qualifications of the respondents were categorized into five groups. The
first group comprised of teachers with std 10 or lower, this category made 5,54 percent.
The second group were teachers with post school diplomas, this category made 58,03
percent of the sample; this group proved to be the biggest group. There were only 7,36
percent of teachers with B-degrees (the third group), and the fourth group of teachers
with Degrees plus a Diploma made 19,59. The fifth group of teachers with Post-

graduate qualifications made 9,49 percent of the sample.

The learning arcas most widely taught were grouped into eight categories. The first
group included Communication, Literacy and Language and comprised 35,61 percent of
the respondents. In the second group Numeracy and Mathematics wers included and
this comprised 20,84 percent of the respondents. In the third group Hurnan and Social
Sciences were included incorporating 12,04 percent of the respondents. 12,74 percent of
the respondent fell within the fourth group, which included Natural Sciences. The fifth
group, Arts and Culture, included 3,82 percent of the respondents. In the sixth group,
Economics and Management Science, 6,35 percent of the respondents were included. In
the seventh group, Life Orientation, 5,30 percent of the respondents were included. The

cight group was Technology and included only 3,31 percent of the respondents.




The phases in which these respondents mostly teach was also investigated, and these
were grouped into four phases. The first phase was the foundation phase, and included
27,35 percent of the respondents. The second phase was the intermediate phase and
included 28,22 percent of the respondents. The third phase was the senior phase and
included 40,53 percent of the respondents, this proved to be the biggest group. The
fourth phase was further education and training phase and included 3,90 percent of the

respondents, which proved to be the smallest group in this category.

In this research study it was found that respondents used mostly English and Afrikaans
as a medium of instruction; 56,42 percent used English as a medium of mstruction, and
19,79 percent use Afrikaans 2 medium of instruction. The remaining 23,79 percent of
the respondents used an African language as a medium of instruction. However it is a
well-known fact that Afrikaans and English are the two languapges that are mostly used

in South African Schools as mediums of instruction.

The teachers’ post levels were also investigated, and were divided into four categories.
The first group comprised of ofdinary teachers and included 76,79 percent of the
respondents, which was the largest group in this study, 14,19 percent were Heads of
Departments; 4,67 percent were Deputy Principals, and 4,36 percent were Principals.

All these respondents were included in the sample.

It was also necessary to investigate the type of schools where the respondents taught.
The biggest proporiion of teachers (92,90 percent) taught in public schools, while 7,10

percent taught in private schools.

The study also investigated how respondents became interested in assessment of
learners” work. 47,54 percent of the respondents indicated that they had become
interested in assessment as a rtesult of info.rmation they have received through
workshops. 18,58 percent indicated that they had become interested in assessment
through formal courses or programs. 16,14 perceni became interested in assessment
through corﬁprehensive reading. Lastly, 9,97 percent indicated that they have becomé

mterested in assessment through departmental circulars and media programs.
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6.3 RESULTS OF THE FREQUENCY ANALYSIS

In the preceding paragraphs the biographical data responses of the respondents were
discussed. This section discusses the subsequent 84 variables of the questionnaire which
addressed the main issues relating to assessment and its influence on the culture of
learning. Upon the receipt of the 2621 questionnaires the researcher took these to the

statistician for computation. The statistical analysis produced frequency rasults.

The frequency results gives the number of respondents who reacted to each variable, and
are presented in tables 6.1, 6.2 and 6.3. In these tables the reader will notice that each
variable and its five-point-scale are listed, and the frequency results for each scale are
expressed as absolute numbers and percentages. The number of respondents for each
scale signifies the significance of that variable about teachers perception with regards to
assessment and its influence on the culture of learning. If a great number of teachers
match with scale 1 this indicates that they “strongly disagree” with that variable, when
maiched with scale 2 it indicates that they “disagree”, with scale 3 that they are
“uncertain”, with scale 4 that they “agree”, and with scale 5 it will mean that they

“strongly agree” (See appendix 1).

The percentage mformation shows what percentage of the sample selected the particular

scale in question.
Hereunder follow the tables showing the results of the frequency analysis.

Table 6.1 Frequency analysis of question items investiguting Assessment of learners’
work and its influence on the culture of learning.

VARIABLE / SCALES i FREQUENCY PERCENTAGE
V.15, (Frequency Missing = 4)

Good assessment of learners work contribuies to the

cuiture of learning.

1 21 0.80
z 38 145
3 208 7.95
4 1413 53.99
5 937 35.80
Comulative frequencies and percentage 2617 99.9
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VARIABLE / SCALES FREQUENCY PERCENTAGE

V.o, (Frequeacy Missing = 6}

Teachers™ assessment of learners’ work cnables

learners to think critically and develop problem

solving skilis.

1 335 1.34

2 97 3.7

3 253 2.67

4 1376 52.62

5 BS54 32.66

Cumulative frequencies and percentage 2615 100.00

V.17, (Frequency Missing = 7}

Teachers’ assessment of learners® work promotes &

positive attitude towards learning arnong learners. .

1 is 0.57

2 47 1.80

3 206 7.88

4 1310 50,11

5 1036 39.63

Cumuiative frequencies and percentage 2614 9.9

V.18. (Frequency Missing = 6}

Frequent assessment of learners® work  allows

teachers to intervene with remedial teaching at an

early stage.

1 19 0.73

2 54 2.07

3 186 7.it

4 1107 42.33

5 1249 47.76

Cumuiative frequencies and percentage 2615 10000

V.19, (Frequency Missing = 8)

Teuachers’ assessment of learners’ work contributes to

collaboration and caring between ieachers and

learners.

i 15 0.57

2 46 176

3 260 9.95

4 1413 54.08

5 879 3304
2613 100.00

Cumulative frequencies and percentage
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VARIABLE / SCALES FREQUENCY PERCENTAGE

V.20 (Frequency Missing = 4)

Assessment assists feachers fo review information

taught to learners,

1 13 0.50

2 48 1.83

3 133 5.16

4 1271 48.57

5 1130 43.94

Cumulative frequencies and percentage 2617 100.00

V.21. (Frequency Missing = 4)

Assessment assists learners fo review their own

learning and lock at better ways of improving

learning.

1 20 0.76

2 74 2.83

3 244 9.40

4 1284 49.06

5 9493 37.94

Cumulative frequencies and percentage 2617 99.9

V.22, (Frequency Missing = 3}

Teachers” assessment of learpers’ work attows

learners’ 10 see assessment as part of teaching and

learning.

1 19 0.73

2 50 1.81

3 276 10,54

4 1359 53.44

5 874 3358

Cumulative frequencies and percentage 2618 100.00

V.23,  (Frequency Missing = 5)

Regular assessment of learners’ work enhances

learners’ perception of sucecess.

1 10 0.38

z 68 2.60

3 347 13256

4 1480 56,57

5 711 2718
2616 99,9

Cumulative frequencies and percentage
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VARIABLE / SCALES FREQUENCY PERCENTAGE

V.24, (Frequency Missing = 6)

Teachers’ assessment of learners’ work assists ;

learners to see that teachers can identify learners’

learning problems.

1 22 0.84

2 69 2.04

3 2438 5.48

4 1335 31.05

5 941 3598

Cumulative frequencies and percentage 15 99.9

V.25, {Frequency Missiag = 5)

Teachers’ assessment of learners’ work assists

learners” to monitor progress of learning.

i 21 0.80

2 76 291

3 327 12.50

4 1399 53.48

5 793 30.31

Cumulative frequencies and percentage 2616 100.00

V.26, (Frequency Missing = 9)

Assessment of learners’ work indicates to principal io

share decision task with tcachers regarding learners’

work. '

1 37 142

2 113 4.33

3 424 16.23

4 1303 49.89
735 18.14

Cumulative frequencies and percentage 612 100.00

V.27. {Frequency Missing = &)

Assessment of learners’ work indicates to principals

that teaching and learning are monitored in schoois.

1 29 111

2 108 4.13

3 273 10.52

4 1338 5109

5 867 33.15

Cumulative frequencies and percentage 2613 100.00

V.28,  (Frequency Missing = 7)

Teachers’ assessment  of learners’ work  assists

principal to see lhat assessmeni is an adequate

evaluation mechanism.

1 34 1.30

2 139 332

3 460 17.60

4 1340 51.26

5 641 24.52
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VARIABLE / SCALES < FREQUENCY i PERCENTAGE

Cumulative frequencies and percentage 2614 100.00

V.28, (Frequency Missing = 9}

Assessment of fearners’ work ensure that prinecipals

will allocate enough time for assessment purpose.

i 71 272

2 210 8.04

3 639 24.46

4 1138 43.61

5 . 533 2117

Cumulative fraquencies and percentage 2612 1c0.60

.30, {Freguency Missing = 4) .

Feedback of assessmient of learners’ work to parents, S

enabies parents to play an active role in the education :

of children. .

1 34 1.3¢

2 94 358

3 234 ‘ .94

4 1115 42.61

5 1140 43.56

Cumulative frequencies and percentage 2617 166.00

V.31, ({Frequency Missing = 5)

Teachers’ assessment of learners” work and feedback )

fo parents create a poskive relationship between ]

parents, learners and teachers.

1 19 0.73

2 81 316

3 230 879

4 1124 42.97

5 1162 44.42

Cumulative frequencies and percentage 2615 ; 100.64

V.32, (Frequency Missing = 8) i

Teachers’ assessment of learners’ work enhance

learning contact between parents and children.

1 28 1.07

e 96 3.67

3 357 13.65

4 140% 53.88

5 725 27.72
o

Cumulative frequencies and percentage 2615 9.5

.33, (Freguency Missing = 7)

Assessment of learners’ work invelves parental

decision with regard to information of assessment. ;

1 56 2.14

z | 214 81%

3 383 22.30

4 1178 45,07

5 338 22.30
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VARIABLE / SCALES FREQUENCY PERCENTAGE

Cumulative fraquencies and percensage 2614 100.00

Table 6.1 reveals tha: respondents understand that assessment is a powerful tool which
could assist learners to learn for the profnotion of the culture of learning. This indicates
that teachers are becoming aware that teaching and learning practices need o be
assessment driven. Paxton (1995:189-195) indicates that assessment is a practice by
which teachers try to identify areas where improvement is necessary and how
performance could bz improved. Most respendents in this table reacted between the
four point scale and the five point scale with regard to their total proportional input,

concerning assessment of leamers’ work and its influence on the culture of learning.

The cumulative percentage in almost zll variables in table 6.1 regarding agreed or
strongly agreed scales is above 60%. This indicates that teachers regard assessment in
teaching and learning as an imporiant activity in promoting the culture of learning in
schools. The researcher also took note of the fact that teachers realize that assessment is
not an activity that needs to be performed by learners and teachers only. This Is
substantiated by the fact the following variables have accumulated more the 560% in the
‘agree’ and ‘strongly agree’ classes from teachers’ responses: V28 - teachers
assessment of learners” work assists principal to see that assessment is an adequate
evaluation mechanism; V29 - agsessment of learner’s work ensures that principals will
allocate enough tirne for assessment purpose; and V33 - assessment of learner’s work
involves parental decision with regard to information of assessment. These variables
investigated teachers’ perceptions regarding principals and parental involvernent in

terms of the influence of assessment on the culture of learning.

The teachers’ perceptions confirm that assessment is an important activity in teaching
and learning processes. They also confirm that the involvement of parents and principals
is an important element in assessment of learners’ work for the promotion of a culture of
learning. It can be coacjuded therefore that this aspect of the empirical analysis has

enabled the rescarcher to achieve objectives 1 and 3 (see section 1.6.1)




Table 6.2 Results of the frequency analysis of the question iterns relating to
traditional evaluation of learners’ work and its influence on the culiure of

learning.

I p ] oy
: VARIABLE / SCALES ! FREQUENCY ! PERCENTAGE

V.34, (Frequency Missing = 4)

Traditional evaluation of fearners” work is seen as a

separate  activity from teaching and lsarning

processes.

1 309 11.81

2 606 23.16

3 484 18,49

4 870 33.24 ""”"““"

s 318 330

Cumulative frequencies and percentage 2517 160.00

V.35, (Fregquency Missing = ) i

Traditional evaluation of iearners’ work is based on

the idea of well-defined criteria of right and wrong.

1 7 i 274

2 250 11.09

3 383 14.64

4 _ 1338 5119

5 : ' 531 2030

Cumulative frequencies and perceatage 2616 co.co

V.36. {Frequency Missing = 6)

Traditional evaluation of learners’ work used

reproductive evaluation  sfrategies o 255288

knowledge as provided by rextbook.

1 74 g 2.83

2 280 1071

3 385 13,38

4 1503 49.83

3 603 23.06

Cumulative frequencies and percentage 2615 100.60

V.37. (Frequency Missing = 5} :7

In traditional evaluation cf learners’ work Ie@;chers T

were given oppartunity > meke decisions abowt

learners’ performance.

1 93 3.56

2 225 8.60

3 . ' 316 12.08

4 1595 53.48

s . 583 2229

Cumulative frequencies and percentage 2616 100.00
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V.38.  {Freguency Missing = 5)
In {raditional evaluation of learners’ work both
evaluation and measurement were used as

instruments to score and grade leamners.

Cumulative frequencies and percentage

1 33 126
2 148 5.66
3 339 12.96
4 1500 5734
5 596 22,73
Cumulative frequencies and percentage 2616 100.00
V.38, {Freguency Missing = 3)
Teachers*® assessmen! of learners” work in traditional
evaluation used measurement and evaluation to
ensure that teaching objectives have been well
transmitted to learners,
37 1.41
2 123 4.77
3 343 13.10
4 1511 61.34
5 502 1937
Cumulative frequencies and percentage 2618 95.5
W.40. (Freguency Missing = 3)
In traditional evaluation of leamers’ work teachers |
were expected fo identify specific strengths and
weaknesses of learnets in the learning environment.
1 166 534
p 205 7.83
3 342 13.06
4 139% 5344
5 506 19.33
Cumulative frequencies and percentage 2618 100.00
V.4l. ({Frequency Missing = 3}
in traditional evaluation feachers were expected to
usk guestions checking whether pupils were lisiening
to teachers in the learning environment. i
1 37 ’ 1.41
2 115 4.35
3 229 8.75
4 1483 56.65
3 754 28.80
2618 100.00




V.42, (Freguency Missing = 5)
fn waditional evaluation teachers were given
opportunity o evaluate their instruction, by assessing

the quality of learners’ performance.

1 &7 2.56
2 199 7.61
3 320 1223
4 1517 57.59
3 513 19.61
Cumulative frequencies and percentage 2616 100.00
V.43. {Frequency Missing = 10)
Teachers’ assessment of learners’ work in traditional
setting forced teachers to award good grades.
1 276 10.57
2 452 1731
3 477 18.27
4 1022 30.14
5 384 14.71
Cumulative frequencies and percentage 2611 100.00
V.44, {Frequency Missing = 4)
In traditiomal evaluation teachers’ assessment of
learners’ work had to ensure higher authorities that
standard policies of sducation are maintained.
1 178 236
2 274 7.57
3 577 1731
4 1215 50.36
3 373 22.20
Cumulative frequencies and percentage 2617 10000
V.45,  (Frequency Missing = 4)

~In traditional evaluation teachers used formative
assessment in order to make moment-to-moment
decisions about pupiis’ {earning.
1 178 6,80
2 274 1047
3 377 22.05
4 1215 46.43
5 373 14.25
Cumulative frequencies and percentage 2617 106.00
V.46, (Freguency Missing = 7)
In traditional evaluation teachers used suminative
assessment 1o indicate their approval and disapproval
cn learners’ work,
1 65 2.49
2 245 9.37
3 567 2169
4 1308 50.04
5 429 16.41




Cumulative frequencies and percentage 2614 100.00 T

V.47, (Frequency Missing = 5)

in traditional evaluation feachers used summuative

assessment r2sults to show pareats how their children

were deing in schools.

1 55 2.10

2 148 5.66

3 362 13.84

4 1547 59.14

5 304 19.27

Cumulative frequencies and percentage 2616 100.00

V.48, (Frequsncy Missing = 2)

Homework and assignments in traditional evajuation

were used by teachers as an assessment tool to

prepare learriers to do well in the final examination.

i 70 2.67

2 255 9.74

3 213 813

4 1424 54.37

5 657 23.0%

Cumulative frequencies and percentage 2619 10046

V.49, (Frequency Missing = 3) N

In traditional evaluation téuchars used homework and

assignments to momnitor instructional work in classes,

1 48 1.83

2 184 7.03

3 263 10.03

4 1562 39.66

5 361 21.43

Cumulative frequencies and percentage 2618 100.66

V.50, (Frequency Missing = 3)

In traditional evaluation teachers used classwork and |

official tests 1o check and balance wark which had

been done by them,

1 38 1.45

2 118 435

3 213 8.14

4 1523 33,30

5 721 27.35
2616 100.00

Cumulative fraquencies and percentage
L

156




V.51, {Freguency Missing = 5)
{n traditional evaluasion teachers used classwork and
official tests to support and encourage leamers to

perform better.

1 8 1.07

2 113 4.40

3 219 8.7

4 1444 55.20

5 810 36,96

Cumulative frequencies and percentage 2616 100.00

V.52, (Frequency Missing = 4)

In traditional evaluation teachers expected formal

examination to be a mechanism of identifying taleats

and measuing leamners’ performance.

1 45 1.72

2 170 6.50

3 252 9.63

4 136% 5231

3 781 26.84

Cumulative frequencies and percentage 2617 100.0¢

V.53, (Freguency Missing = 3}

Teachers in traditional evaluation believed that

formal examination was an assessment tcol of

deveioping knowledge, skills and attitudes that

learners would use when entering either the work-

force of higher education.

1 83 317

2 195 7.49

3 293 11.19

4 1336 53103

3 710 27.12

Cumulative frequencies and percentage 2618 100.00

V.54, {Frequency Missing = 4)

In traditional evaluation ieachers weére expected to be

trore active W preparation of the formal examination

of learners.

1 49 1.87

2 107 4.09

3 201 7.68

4 1386 52.96

3 374 33.40
2617 100.00

Cumulative frequencies and percentage
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V.55, (Frequency Missing = 9)
Formal examination resulés in traditional evzloation

were used to judge the pass and failure of leamers.

Cumulative frequencies and percentage

1 43 1.65
2 84 322
3 154 5.90
4 1343 51.42
3 988 37.83
Cemulative frequencies and percentage 2612 180.090
V.56. {Frequency Missing = §)

Formal examination in traditional evaluation assisted

teachers and departmental officials to select learnsrs

for secondary education and higher education,

i 46 1.76
2 112 4.28
3 242 9.25
4 1399 53.30
3 816 31.20
Cumulative frequencies and percentage 2615 89.9
V.57, {Freguency Missing = 7)

Teachers’ evaluation cof learners’ work in traditional

settings was examineation driven.

i 42 1.el
2 182 6.56
3 298 11.40
4 1277 48.48
5 815 31.18
Cumulative frequencies and percentage 2614 99.63
V.58,  (Freguency Missing = 8)

In traditional evatuation norm-referenced-assessment

was used to compare learners’ performance with one

another.

L1 58 2.26
2 192 7.35
3 409 15.65
4 1316 50.36
3 637 24.38
Cumulative frequencies and percentage 2613 100.00
V.59, (Frequency Missing = 9)
in traditional  education teachers used norm-
referenced assessment to group and place learners
according to norms, scores and achievements.

H 74 283
2 186 7.12
3 348 13.32
4 1333 51.03
5 631 25.69

2612 99.5
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-The reader will notice that the term frequently used in table 6.2 is traditional evaluation,
This has been done because ‘iraditional evaluation’ refers to the classical practices,
where the summative nature of the assessment process was often regarded as the final

and only measure against which performance was judged.

Table 6.2 reveals that a great number of respondents reacted between the 4 point scale
and the 5 point scale. This indicates that the teachers are rapidly becoming aware that
traditional evaluation is a product driven process. The emphasis was on what teachers
teach, hence evaluation was applied to check transmitted knowledge to learners by
teachers and to measure whether teachers took responsibility for learning and teaching
(Tiley 1997:12). As a result Taylor and Vinjevold (1999:108) are of the opinion that the
traditional] system of evaluation only concentrated on evaluating learners mainly to
produce good results at the end-of-year exarmination. Hence this evaluation system was
judgmental and did not cater adequately for development of learners in order to improve

the culture of learning (see section 3.1).

This 1s supported by the fact that almost all variables of this table that discuss traditional
evaluation concentrate on teachers as the only people who assess in schools.
Respondents reacted high on scales which agreed or strongly agreed with this idea.
Hence respondents have the perception that traditicnal evaluation methods emphasised
cnly the main role of teachers, as the people who should be actively involved regarding

assessment in all teaching and learning activities.

However, there are two variables in table 6.2 where respondents did not react over 60%
in this regard. These are the following: V34 - traditional evaluation of learners work is
seen as a separate activity from teaching and learning processes; and V43 - teachers’

assessment of learners’ work in traditional setting forced teachers to award good grades.

This suggests that teachers are aware that the traditional evaluation policy which
promoted these activities was not acceptable. Hence the teachers’ perception is that
treating assessment of learners’ work exclusively from teaching and learning processes
negated the good part that assessment can play in the teaching and leaming situatien. It
also shows that teachers are aware that In traditional evaluation, teachers were forced to

play an active role regarding assessment, so that learners could receive good grades at
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the end of the examination. This is regardless of whether learners gainfully achieved
knowledge, skills, values and good attitudes about what they have learned. These
reasons deducted from the empirical analysis indicate that the traditional evaluation
method had a minimum contribution towards the culture of learning in schools (sze

objective 4 in secticn 1.6.1).

Table 6.3 Results of the frequency analysis of question items relafing to Outcomes-
Based Assessment and its influence on the culture of learaing.

VARIABLE / SCALES FREQUENCY PERCENTAGE

V.60. {Frequency Missing = 58)

Assessment of learners’ work in Outcomes-based
Education is regarded as an integral part of the

teaching and learning processes.

i 32 125
2 39 230

3 270 10.53
4 1357 54.51
5 805 3141
Cumuliative frequencies and percentage 2563 100.00

V.61, (Frequency Missing = 3)
Assessment of learners’ knowledge in Ouicomes-

based Education aims towards assisiing learners to

apply such knowledge in life processes. 29 1l
] 60 2.29
2 238 9.09
3 1336 5103
4 ' 955 36.43
3

Cumulative frequencies and percentage 2618 100.00

V.62. (Fregquency Missing = 3)
Qutcomes-bused  Assessment strategies assist both
teachers and learners (o meéasure progress of learning —

and teaching.

1 33 126
2 105 4.01
3 313 11.96
4 ' 1342 5126
5 823 31.51
Cumulative frequencies and percentage 2618 100.00

160



VARIABLE / SCALES

FREQUENCY

PERCENTAGE

V.63.  (Frequency Missing = 4}
Cutcomes-basad Assessment allows teachers to

cetermine whether learners have achieved outcomes

of learning.

1 32 122

2 90 344

3 288 11.00

4 1303 4068

3 899 34.35

Cumulative frequencies and percentage 2617 100.90

V.64, (Frequency Missing = 5)

Teachers’ assessment of learners’ work in Quicomes-

based Education is meant to improve skills, atritudes

and vaiue of learners.

1 31 115

2 83 317

3 363 L 11.59

4 1323 32.85

3 B17 ’ 31.24

Cumulative frequencies and percentage 2615 100.00

V.63. (Frequency Missing = 6)

Teachers’ assessment of learners’ work in Ouicomes-

based Education assesses learners’ progress and

development.

1 30 L1

2 83 3147

3 303 11.59

4 1382 52.85

3 817 31.24

Cumulative frequencies and percentage 2615 100.00

V.66. (Frequency Missing = 7)

Outcomes-based Education expects assessment o

assist learners to understand the content of a subject

in order to demenstrate the learning ouicemes.

i ' 37 142

2 132 4.67

3 424 1622

4 1339 31.22

5 629 26,47
2614

Cumulative frequencies and percentage

100.00
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VARIABLE / SCALES FREQUENCY PERCENTAGE

V.67. (Frequency Missing = 6)

In Outcomes-based Assessinent teachers assess

specitic Jearning outcomes such as social and

personal skills, values and good dispositions of

learning.

1 41 1.37

2 87 333

3 388 14.84 ~

4 1367 52.28

5 732 2799

Cumulative frequencies and percentage 2613 100.01

V.68. (Frequency Missing = 3}

Ouicomes-based Assessment is expected o assist

lzarners to make use of specific cutcomes at the end

of their learning experiences.

1 38 1.45

2 80 3\.06

3 349 13.34

4 1303 49.81

5 846 3234

Cumulative frequencies and percentzge 2616 100.00

V.69. (Freguency Missing = 8)

Teachers’ continual assessment of specific outcomes

promotes the achievemerts of critical cross-field

outcomes in Cuicomes-based Education.

1 34 1.36

2 86 3.2%

3 678 23.95

4 1258 49.67

5 517 19,79

Cumnulative frequencies and percentage 2613 100.09

V.70.  {Frequency Missing = 9)

Teachers” assessment of critical cross-field outcomes

in Cutcomes-based Education enhances the interest of

leaming to learners.

1 40 1.53

2 i1l 421

3 641 24.54

4 1266 48.47

3 353 21.25
2612 100.60

Cumulative frequencies and percentage




FREQUENCY

VARIABLE / SCALES PERCENTAGE

V.71. (Frequency Missing = 11)

Assessment criteria are applied by teachers during

agsessment to indicate io learners what has to be

achieved.

1 29 1.11

2 87 333

3 4358 17.55

4 1374 32.64

5 662 23.36

Cumuiative frequencies and percentage 2610 9.9

V.72, {Frequency Missing = 8)

Performance indicators assist both  teachers and

leamers to assess the quality and quantity of what

tearners have achieved in Outcomes-based Educarion.

i 27 103

2 91 3.48

3 452 17.30

4 1347 51.55

5 696 26.64

Cumulative frequencies and percentage 2613 106.00

V.73, (Frequency Missing = 11}

Teachers use assessment criteria to help learners to

demonstrate what is expected from them.

1 26 1.0¢

2 69 2.63

3 4355 17.43

4 1401 33.68

5 659 2525

Cumulative frequencies and percentage 2610 59.99

V.74, (Frequency Missing = 10)

Teachers use performance indicators to assess

whether learners have mastered both the process as

weil as the contents of learning.

1 22 0.84

2 76 2.51

3 425 17.31

4 1382 52.93

3 679 26.01
2611 100.00

Cumulative frequencies and percentage




VARIABLE / SCALES FREQUENCY PERCENTAGE

V.75.  (Freguency Missing = 9)

Range statements assist teachers to provide valvable

quality of learning when assessing learners’ work in

Outcomes-based Education.

i 35 1.34

2 88 337

3 648 24.81

4 1310 50,15

3 531 20.33

Cumulative frequencies and percentage 2612 100.00 N

V.76. (Frequency Missing = 9)

Teachers’ zssessment of learners” work allows

iearners 10 master unit standards that are regarded as

national and international sratemenis.

1 45 1.72

2 128 4.50

3 880 33.68

4 1120 42.88

5 439 16.81

Comulative frequencies and percentage 2612 160.C0

V. 77.  {Freguency Missing = 32}

Teachers’ assessment of learneys’ work assists

learners to know units standard for each learning area

of that particular level of iearming.

i 34 1.31

2z 134 3.02

3 722 27.89

4 1275 4625

3 428 16.53

Cumulative frequencies and percentage 2585 100.00

V.80. (Frequency Missing = 6)

In  Outcomes-based-Education  teachers  use

performance-based assessment approaches to engage

learners in performing substantial tasks of importance

in their own right.

1 20 0.76

2 49 3.79

3 545 20.99

4 1507 57.63

5 440 16.83
2615 100.00

Cumulative frequencies and percentage
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| VARIABLE / SCALES FREQUENCY PERCENTAGE
V.8L. (Frequency Missing = 6)
Teachers use performance-based assessment to assists
learners to appiy skills and knowledge that learners
have learned.
1 28 1.07
2 69 2.64
3 367 14.03
4 1566 59.89
5 585 2237
Cumaulative fraquencies and percentage 2615 160.00
V.82, (Freguency Missing = 9)
Performance-based assessment empowers learners (o’
perform beyond the information which has been
taught by teachers.
1 57 142
2 134 513
3 510 19.53
4 1303 49.96
5 626 23.97
Cumulative frequencies and percentage 2612 100.00
V.83. (Frequency Missing = 6)
In  performance-based approach teachers use
performance criteria so that learners couid be aware
of the performance results during assessment.
i 21 0.89
2 88 337
3 521 19.92
4 1467 56.10
s 518 19.81
Cumulative frequencies and percentage 2615 100.00
V.84, (Prequency Missing = 10)

. Teachers in Outcomeas-bused Education use portfolio
assessment Strategies to assist learners 1o monitor
their own progress. 24 0.52
1 79 03
2 479 18.35
3 1397 53.50
* 632 2431
5

2611 100.00

Cumulative frequencies and percentage




VARIABLE / SCALES FREQUENCY PERCENTAGE

V.85.  (Frequency Missing = 10}

Teachers” assessment of learners’ work through

portfalio strategies allow leamers to be actively

invoived in assessment.

1 335 1.34

2 86 329

3 482 18.48

4 1464 56.07

3 544 20.83

Cumulative frequencies and percentage 2611 99.99

V.86. (Frequency Missing = 8)

Portfolio assessment strategies enable teachars fo

evajuate learners’ performance on an individual basis.

i 29 L1

2 83 3.18

3 449 17.18

4 1408 53.58

5 044 24.65

Cumulative frequencies and percentage 2613 100.06

V.87, (Frequency Missing = 11}

Portfolio  assessment allows leamners to ~apply

asseasment criteria performance indicstors and range

gtatements in their own right.

1 30 115

2 124 475

3 650 24.90

4 1258 48.24

5 547 20.%6

Cumulative frequencies and percentage 2616 18660

V.B8. (Frequency Missing = 12)

Partfolio assessment strategies promotes

communjcation belwgen {eachers and learners in

teaching siuation.

1 26 1.00

2 78 2.9%

3 456 17.48

4 14 33.70

3 648 24.84
260 100.60

Cumulative frzquencies and percentage




VARIABLE / SCALES FREQUENCY PERCENTAGE

V.89, (Fregquency Missing = 10}

In Outcomes-based Education teachers use self-

assessment fo allew leamers to be active in the

ASSESSMENnt practices. '

1 29 1.11

2 107 4.10

3 4040 1532

4 1444 55.30

5 631 24,17

Cumulative frequencies and percentage 2611 100.00

V.90. (Frequency Missing = 10)

In Outcomes-based Education teachers use peer-

assessment so that learners conid share and coniribute

to the work of their classmutes.

1 32 1.23

2 8% 341

3 378 14.48

4 1323 50.67

5 789 30.22

Cumulative fraquencies and percentage 2611 100.00

V.51, {Freguency Missing = 9)

Teachers use self-assessment 1o promote self-thinking

and self-developmens amongs: learners.

| 34 1.30

2 81 310

3 381 14.59

4 1377 52.72

s 739 28.29

Cumulative frequencies and percentage 2612 100.00

V.92, (Freguency Missing = 9}

In Outcomes-based assessment teachers can break-

down teaching and learning tasks into different

components  through  contmuous — assessment

strategies.

1 28 1.07

2 86 329

3 458 17.33

4 1383 52.63

5 657 25.15
2612 95,99

Cumulative frequencies and percentage
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VARIABLE / SCALES FREQUENCY PERCENTAGE
V.93, (Frequency Missing = 9)

In Outcomes-based Education teachers use

continuous assessment to support {earners and to give

feedback into teaching and learning processes.

1 32 1.23
2 53 2.03
3 321 1229
4 1452 5559
) 754 28.87
Cumulative frequencies and percentage 2612 100.00
V.84, {Frequency Missing = 9)

Continucus assessment takes place while learners are

actively involved in daily classroom activities.

1 30 115
2 38 222
3 256 9.80
4 1306 30.00
) 962 36.83
Cumulative frequencies and percentage 2612 100.00
V.95,  (Freguency Missing = 13)

Continuous assesament 2ssists learners o be able to

consiruct meaning and concepts about the learning

task,

1 23 (.88
2 70 2.68
3 373 14.30
4 1353 51.88
3 789 30.25
Cumulative frequencies and percentage 2608 99.99
V.96, (Frequency Missing = 9}

Continuous assessment  allows teachers to use

variefies of assessment strategies.

1 26 1.00
2 52 1.99
3 2495 11.29
4 1293 49.38
5 944 36.14
Cumulative frequencies and percentage 2612 100.0¢
V.97, (Frequency Missing = 9}

In Outcomes-based Education criterion-referenced

assessment is used by teachers to assess leurners’

work against set standards or criteria.

1 28 1.07
2 121 4.63
3 506 19.37
4 1317 50.42
3 640 24.50
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VARIABLE / SCALES FREQUENCY PERCENTAGE

Cumulative frequencies and percentage 2612 99.59

V.98, (Frequency Missing = 10)
In Outcomes-based Education teachers use criterion-
referenced assessment Lo assist learners to achieve

leamning outcomes according to the agreed leirning

criteria,

1 34 1.30

2 &3 3.18

3 458 18.58
4 1327 50.82
3 628 2612
Cumulative frequencies and percentage 2611 o000

Table 6.3 reveals that 60% and above of the respondents of this study indicated that the
Outcomes- Based Assessment approach intends to focus equally on knowledge, skills,
attitudes and the process of learning which results in the achievement of both the
specific outcomes and critical cross-field outcomes (see section 4.1). Quicoraes- Basad
Assessment also stresses that learning should empower learners to achieve learning
outcomes by using assessment as part of guiding and evaluating teaching and learning
processes, for the improvement of culture of learning. Such an approach deviates from
the conventional and traditional content-based education and training, which accerding
to Wiggins (1998:4) has an assessment strategy which leads to silent examinees sitting
in rows, answering uniform questions with orthodox answers, following calendars that
dictate that all learners must be examined simultanecusly regardless of readiness. Much
of the literature of this study has pointed this out as an assessment approach which could

have a little contribution to the culture of learning.

Again when considering the cumulative percentage in respect of agreed and strongly
agreed scales of table 6‘3, indications are that both scales have accumulated above 60%.
This shows that teachers perceive the outcomes-based assessment approach to have a
positive impact upon the culture of learning in schools. Hence this indicates that OBE
assessment practices have the potential to contribute to the culture of learning in schools

(see objective 5 in section 1.6.1).

The researcher also noticed that the camulative percentage of agreed and strongly agreed

scales of table 6.3 were in fact almost all above 80%. Consequenily, it can be concluded
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that teachers are aware that OBE assessment strategies can enable all learnmers to

experience assessment in terms of learners’ learning and competence, rather than as

grading or competition between learners. It also links assessment closely to the desired
learning outcomes, by systematically incorporating assessmnent as an integral part of

teaching and learning processes (see objective 2 in section 1.6.1).

6.4  THE EXTRACTION OF FACTORS

The results of the Principal Component factor analysis performed on the variables of this

study, extracted three different factors. The varimax method of rotation was applied to

selected data sets in order to identify and extract possible commonalities or factors

underlying assessment of learners’ work and its influence on the cuiture of learning.

In the analysis of extracted factors, the factor analysis also grouped the variables into
three different constructs which are similar o the three constructs that the researcher
grouped the variables into for further investigative factor analysis (see section 5.5).
However the chronology of the variables under these constructs has been changed by the
varimax method rotation in all three factors. It was thersfore concluded that the
chronological change was also due to the factor analysis techniques of grouping

variables based on the internal relationship between variables (Hair et al 1998: 123),

See table 6.4 which shows the correlation matrix of the Rotated Factor Pattern,

Table 6.4 Correlation Matrix Of The Rotated Factor Pattern Of Items Assessing The
Opinions Of Teachers Regarding Assessment Of Learners’ Work And Iis
Influence On The Culture Of Learning. The variables are ranked from
highest correlation with Factor 1, then Factor 2, then Factor 3.

VARIABLE NUMBER AND FACTOR 1 FACTOR 2 FACTGR 3

DESCRIPTION

V72. Performance indicators assist both
teachers and learners to assess the

quality and quantity of what learners 0.11952 0.14333
bave achieved in  Qutcomes-based

Fducation.

VB85, Portfolio assessment strategies

froimetes  communication  between 0.16076 017646

tzachers and learners Im  teaching
12aming situation.
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W86, Ponfolio assessment strategies
enables teachers fo evalnate learners’
|_rerformpaace on an individual basis.

0.08819

0.12397

V8c,  In Ouicomes-based Education
tzachers use seif-assessment so chat
feamers could share and contribute to
the work of their classmates.

0.

13122

0.

16193

V73. Teachers use assessment criteria
to help learners to demonstrate what is
axpected from them.

12497

. 14923

Ve, Teachers use performance
indicators to assess whether leamners
kave mastered both the process as well
a5 the contents of learning,

. 09632

<

0.

13263

V84,  Teachers in Quicomss-bused
Education use portfolio  assessment
strategies to assist learners to monitor
thely oW progress.

10031

14643

V8I. Teachers’ assessment of learnsrs’
vork through portfolio strategies atlow
Laraers to be actively involved in
4SSESSMENY eXercise.

10156

15345

%65, Teachers’ assessment of learnsrs’
work in  Qutcomes-based Education
assesses  learners’  progress  and
development.

. 16798

. 18842

V7(. Teachers’ assessment of critical
<ross-field outcomes in Quicomes-based
Education enhances the intersst of
{zariag to learners.

. 16102

V73, Range statements assist teachers
lo provide valuable quality of learning
when  assessing  learners’ work  in
Outcomes-based Education.

12883

0,

Vo0, In Outcomes-based Education
fsachers use peer-assessment se that
lzaraers could share and contribote to
|_tae work of their classmates.

. 08391

. 11740

V91, Teachers use seif-assessment to
premote  self-thinking  and  selfs
development among leamners.

. 12943

17147

V83 In Outcomes-based Education
teachers use continuous assessment to
suppost learners and o give feedback
iato teaching and learning process.

0.14532

. 19472

V6L, Teachers’ continual assessment of
specific  outcomes  promates the
achievements of critical cross-field
sutcomes in Qutcomes-based Education.

. 10459

V64, Teachers' assessment of learners’
work in Outcomes-based Education is
meant to improve skills, attitude and
value of learners.

. 16859

22760

V8¢,  Continnous assessment atlows
t:achers to use varieties of assessment.

. 14522

20504

62. Cutcomes-based  Assessment
sirategies  assist  both teachers and
learners to measuge progress of learning
and teaching.

. 13632

. 18155

V81. Teachers use performance-based
assessment to assist leamners to apply
skilis and knowledge that learners have
lzarmed.

. 16931

Y9z, In Outcomes-based assessment
tzachers and learners can break-down
teaching and learning tasks into different
compenents through continuous
assessment strategies.

=

. 14392

. 21577

V71, Assessment criteria are apphied by
teachers during assessment to indicate to
tzarners what has to be achieved.

14458

V95, Continuous assessment assists
learners to be able to construct meaning
and concepts about the learning tusk.

G

24014
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W94, Continuous  assessment  takes
place  while learners are actively
invelved in daily classroom activities.

. 15763

16516

Va3, Outcomes-based  Assessment
allews teachers to determine whether

learners have achieved outcomes of

leurning,

. 16072

. 19591

V6. Outcomes-based Assessment is
expacted to assist learners to make use
of specific outcomes at the end of their
learning experience.

. 14265

V83 In Qutcomes-based-Educaiion
teachers use - performance-based
assessment  approaches to  engage
lcarners in performing substantial tasks
of inportance in their own right.

L 12777

16364

ALE: Portfolic  assessment  allows
Parzers 10 apply assessment criteria
rerformance  indicators  and  range
staicments in their own right,

o

. 16638

V98,  in Outcomes-based Education
{eachers use criterion-referenced
assessment {o assist learners o achieve
lzaming ouicomes according to the
apreed leamning criteria,

. 16434

. 24032

Va7, In Outcomes-based Assessment

trachers  assess  specific  learning
outcomes such as social and personal
skills, values and pood dispositions of
learning.

. 14989

. 17534

VEl. Assessment  of  learnery’
knowledge in Outcomes-based
Education  aims  towards  assisting
learmners {o apply such knowledge in life
TIGCESSES,

. 13044

L7880

Vee, Gutcames-based Education
SXpeCs assessment to assis! learners to
understand the content of a subject in
order to  demonstrate the learning
puicomes.

. 16522

Q.

23455

V83, In performance-based appreach
tedachers use performance criteria 50 that
learners  could be aware of the
performance results during assessment.

3243

3]
o
L]

V9%, In OQutcomes-bused Education
criterion-referenced assessment is used
by teachers to assess learmers’ work
against sel standards of criteria,

. 14852

0.

21678

V82, Performance-based assessment
empowers leamers to performn beyond
the information which has been tzught
by teachers,

&

17431

V60, Assessment of learners’ work in
{utcomes-based Education is regarded
45 un integral part of the teaching and
learning processes.

Q.

20316

V.52, in traditional evaluation teachers
expected formal examination to be a
mechanism of identifying talenis and
measure learners” performance,

0. 09947

013162

V5G. In fraditional evaluation teachers
used classwork and official tests to
support and encourage learners o
perform better.

0. 09108

0.

12482

V54, In traditional evaluation teachers
were expected to be more active in
preparation of the formal examination
of Jearness,

0. 14791

0.07807

V4%, In traditional evaluation teachers
used homework and assignments to
raonitor instructional work in classes.

0. 03568

0.

11830

VA&7, Teachers® evaluation of learners’
work in  traditional settings was
examination driven.

0. 24221

Q.

10520

[a




V51, In traditional evaluation teachers
classwork and official tests to sapport
snd encourage learners o perform
better.

0. 02746

V47, In waditional evaluation teachers
used summative assessment results to
show parents how their children were
doing in schools.

0. 12069

Y59, In traditional education tfeachers
used mnorm-referenced  assessment {o
group and place learners according to
norns, scores and achievements,

0. 16979

0. 12637

V58 In traditional evaluation norm-
referenced-assessment  was  used o
compare learners’ performance with one
snother.

0. 21059

0. 14147

Y46, In traditional evaluation ieachers
Lsed summative assessment to indicate
iseir  approval and- disapprovisl  on
learners’ work.

o

17508

0. 04230

V41, in iraditional evaluation teachers
were expected te ask questions checking
whether pupils were iistening to teachers
in the leaming environment,

[=

. 06753

0. 07202

V48, Homework and assignments in
vaditional  evaluation were used by
¢ L:acherg as an assessment tool to prepare
laamers to do well in the final
examination.

e

05814

0. 07487

V44, In traditional evaluation teachers’
assessment of Jeamers’ work hagd o
enstre higher authorities that standard
|_palicies of education are maintained,

0. 14103

G, 13802

V55, Formal examination results in
taditicnal evaluation were used to judge
the pass and failure of learners,

o]

17236

. 05581

V53, Teachers in traditional evaluation
believed that formal examination was an
assessment  tool  of  developing
knowledge, skills and aftitudes that
learners would use when entering either
the work-force education.

0. 05040

0, 10928

V5¢€. Formal examination in traditional
evaluation  assisted  teachers  and
departmentzl officials to select learners
for secondary education and hipgher
aducation.

0.11724

0. 12287

V38. in traditional evaluation of
learners’ work both evaluation and
measurement were used as instruments
w seore and grade learners,

0. 08930

Y4z, In traditional evaluation ieachers
Viers given epportunity lo evaluate their
kishruction, by assessing the quality of
learners” performance.

0. 01527

0. 07985

V38, Teachers® assessmeni of learners’
work in traditional evaluation used
measurement and evaiuation o ansure
that teaching objectives have been well
iransmitted to learners.

=

03180

0.11523

V3€. Traditional evaluarion of fearners’
work used reproductive  evaluation
sirategies fo  assess  knowledge as
provided by textboaks,

0. 21376

V35, Traditional evalvation of learners’
work was based on the idea of well-
defined criteria of right and wrong,

0. 11860

0. 04514

V37.  In traditional evaluztion of
learsers” work teachers were given
opportunity te make decisions about
lzarners’ performance.

[

0. 03817

0. 09233

[¥5)




V45 In traditional evaluation teachers
used formative assessment in order to
rake  momeni-to-moment  decisions
sbout pupil’s leaming,

0. 12053

0. 00593

V43, Teachers’ assessment of leamners’
wark in  traditional setting  forced
tzachers 10 award good prades.

=

16619

0. 07363

V34, Traditional evaluation of learners’
work is seen as a separate activity from
teaching and learning processes.

0.14022

(. 00897

V4G, In traditional evaluation of
learners’ work teachers wec expected to
identify  specific  strengths  and
weaknesses of learners in the leamning
ENVIFONMEnt.

0. 01002

0. 0i678

V28, Teachers” assessment of learners’
work assists principal o see that
assessment is an adeguate evaluation
mechanism,

0. 15180

=)

. 15460

W25, Teachers’ assessment of learners’
work assists learners {0 monitor progress
of learning.

0. 14527

11891

=

V27. assessment of learners’ work
indicates to principals that teaching and
learning are monitored in schools.

0, 19739

0.12768

V22, Teachers’ assessment of learners’
work allows to see assessment as part of
traching and Jearning.

0, 20942

0.05213

Y24, Teachers” assessment of learners’
work assists learners to see that teachers
can identify learners learning problems.

0. 16472

o]

. 9906

V26  Assessment of learners’ work
assists principals 1o share decisions task
with teachers regarding {earners’ work.

0. 15510

0. 13664

V32, Teachers® assessment of learners’
waork enhances learning contact between
zurenis and children,

=]

. 22050

0. 14402

V3. Feedback of assessment iearnars’
work to parents, enables parents to play
an active yole in the education of
children,

=

. 20098

. 05819

[

V21. Assessment assisis learners to
review their own learning and look at
beiter ways of Improving learning.

=

19758

e

04585

V31, Teachers® assessment of learners’
work and feedback to parenfs create a
positive relationship between parents,
leamers and teachers.

0.11428

V23, Regular assessment of learners’
work enhances learners’ perception of
sucress,

0.13827

0. 08886

V19, Teachers’ assessment of learners’
work coniributes to collaboration and
caring between teachers and Jearners.

0. 19073

0. 09425

V28, Assessment of learners’ work
snsure that principals will aflocate
enough time for assessment purpose.

0.11707

0. 15484

V33, Assessment of learners’ work
invelves parental decision with regard to
information of assessment,

0. 18102

C. 14844

W20,  Assessment assists teachers to
r2visw information taught {o learnars.

0. 17261

0. 64150

V17 Good assessment of learners’
wWOrk premotes a  positive  attitude
towards learning among learners.

0. 21367

0. 08762

V18, Freguent assessment of learners’
work allows teachers 10 intervene with
remedial teaching af an early stage.

0. 15318

0. G166%

Vit. Teachers’ assessment of learners’
work epables learners to think critically
and develop problem solvine skiils.

0.21259

0. 67311

V15, Good assessment of learners’

work contributes o the culture of

leaming.

0. 20102

0. 05608
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Variance expiained by eack factor 17. 342133685 7. 8793196 7.25502372
54. 34000251 10, B298412 7

Figenvalues

D4 (02 i
Flined communality estimates 32. 477602
T'otal variance explained by factors 79.40%
Cronbach aipha reliability coefficient. 0. 965598

A variety of techniques can be applied to determine the possible number of factors that
can be accounted for in an investigation. These are: the weighing of eigenvalues,
interpretation of the scree plot in terms of the percentage of total variances accounted for
by each of the successfully extracted faciors, consideration of the total variance

accounted for or explained by the factor (Kachigan 1991:246-247), and possibly also the

degree to which each of the variables correlates with each of the factors.

Table 6.4 demonstrates the extraction of the variables for three factors based on the
weighing of sigenvalues and the degree to which each of the variables correlates with
each of the factors. As it has been indicated in section 5.5.1 in chapter 5, only variables
loaded more than 0.30 extracted by the Proc Factor Procedure through rotated factor
pattern will be regarded as substantial variables for that factor, In table 6.4 ail variables
which loaded more than (.3.0 eigenvalues have been clustered as items belonging to that
factor. Hence a logical analysis of these variables revealed that this study has extracted

three factors and also confirmed that these factors dealt with the following issues:

Factor 1 Teachers’ views abour Outcomes-based Education assessment strategies and

its influence on the culture of learning.

Factor 2:  Teachers’ views regarding traditional evaluation and its influence on the

culture of learning.

Factor 3:  Teachers’ understanding regarding assessment of learners’ work and its

influence on the culture of learning.

The researcher applied the scree plot of eigenvalues to indicate and confirm the number

of factors extracted. Hair, Anderson, Tatham and Black (1998:128) maintain that this is

a multivariable technique that groups variables into factors, based on the internal
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relationships quantified by means of the correlation matrix. See graph 5.5, which

illustrate the percentage of variance explained by each extracted factor.

Figure 6.5 Graph scree plot of eigenvalues. The maximum likelihood factor
procedure was used.
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Cattell’s Scree Plot (Cattell 1966:245-276), and adapted versions thereof, are often used
to show the presence of the number of factors accounted for by a measuring instrurent,
or questionnaire as in this specific case. Graph 6.5 indicates that 45,12 percent of
variables have been grouped in factor one, this reprasents slightly more than half of the
total number of the dependent variables of this study. This could possibly indicate that,
many respondents reacted similarly to the varizbles of this factor. 31,7 percent of the
variables have been grouped in factor two; and 23,17 percent of the variables have been
grouped in factor three. All the dependent variables of this study appearing on the
horizontal line of the graph have been grouped in these three extracted factors. This

shows that the researcher had only three extracted factors for this study.
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The reader will notice that in table 6.4 variables listed under three differeat factors
having an eigenvalue greater than 0.30 have been shaded. These are the variables which

belong to the three factors as extracted by the Principal Component Factor Analysis. The

following sections analyse these in relation to the hypotheses of this research study.

6.5 STATEMENT OF HYPOTHESES

The empirical investigations and statistical techniques applied in this study intended to
support or refute the hypothetical theory of this research study. The statement

hypotheses of this study are:

Hypothesis 1. An assessinent system built upon the traditional evaluation metheds
has a detrimental effect on the development of a culture of learning

mn schools.
Hypothesis 2.  Assessment strategies built upon an Cutcomes-based assessment
policy are more effective in contributing toward the development of

a culture of learning in schools.

The empirical investigation alse tests the following Null hypothesis:

Hypothesis 3.  No distinction can be drawn between teachers’ perceptions
regarding the impact or influence of traditional evaluation methods
and teachers’ perceptions regarding the impact or influencs of
Cutcomes-based assessment strategies on the culture of learning in

schools.

In the first chapter of this study, the aims of this study were discussed and the researcher
stated the hypotheses. The early stating of hypotheses is justifiable because Vockell and
Asher (1995:419) contend that the scientific method depends on first stating a prediction

and then following this by conducting research to verify or refute the prediction. In the
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following paragraphs and tables, statistical techniques and logical empirical explanations

are applied in order to refute or support the above hypotheses.

6.6

RESULTS OF THE FACTOR ANALYSIS

6.6.1 Results Of Rotated Factor Pattern Of Items Assessing Teachers’ Views

About Outcomes-based Education Assessment Strategies And Their
Influence On The Culture Of Learning.

All variables under factor one which loaded more than 0.30 eigenvalue.s relate to

Outcomes-based Education assessment strategies and their influence on the culture of

learning. This factor and its respective variables are illustrated in table 6.6.

Table 6.6. Variables Represented By Factor One

ITEM NUMBER AND DESCRIPTION EIGENVALUE OF
ITEMS FOR FACTOR 1

V.72 Performance indicators assist both teachers and learners | 0,73 219
to assess the quality and quantity of what learners have
achieved in OBE

V.88 Portfolio assessment strategies promotes | (0,72 303
communication between teachers and learners in
teaching-learning situation

V.86 Portfolio assessment strategies enable teachers to | 0,70 926
evaluate learners’ performance on an individual basis.

V.89 In OBE teachers use self-assessment to allow leamers | 0,70 640
to be active in the assessment practices.

V.73 Teachers use assessment criteria to help leamners to be | 0,70 613
active in the assessment practices.

V.74 Teachers use performance indicators to assess whether | 0,70 430
learners have mastered both the process as well as the
content of learning.

V.84 Teachers in OBE use portfolio assessment strategies to | 0,69 523
assist learners to monitor their own progress.

V.85 Teachers’ assessment of learmers’ work through | 0,69 279
portfolio strategies allow learmers to be actively
involved in assessment exercises.

V.65 Teachers’ assessment of learners’ work in OBE assesses | 0,69 242
learners’ progress and development.

V.70 Teachers’ assessment of critical cross-field outcomes in | 0,68 745
OBE enhances the interest of learning to learners.
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ITEM NUMBER AND DESCRIPTION

EIGENVALUE OF
ITEMS FOR FACTOR 1

V.75

Range statement assists teachers to provide valuable
quality of learning when assessing learners’ work in
OBE.

0,68 461

V.90

In OBE teachers use peer-assessment so that learners
could share and contribute to the work of their
classmates.

0,68 289

V.91

Teachers use self-assessment to promote self-thinking
and self-development among learners.

0,67 875

V.93

In OBE teachers use continuous assessment to support
learners and give feedback into teaching and learning
Processes.

0,67 637

V.69

Teachers continpal assessment of specific outcomes
promotes the achievements of critical cross-field
outcomes in OBE

0,67 470

V.64

Teachers assessment of leamers’ work in OBE is rneant
to improve skills, attitude and value of learners.

0,66 732

V.96

Continuous assessment atlows teachers to use varieties
of assessment strategies.

0,66 682

V.62

OBE assessment strategies assist both teachers and
learners to measure progress of learning and tzaching.

0,66 617

V.81

Teachers use performance-based assessment to assist
learners to epply skills and knowledge that learners
have learned.

0,66 557

V.52

In Quicomes-based Assessment teachers and learners
can break-down teaching and learming tasks into
different components through continuous assessment
strategies.

0,66 490

V.71

Assessment Criteria are applied by teachers during
assessment fo indicate to learners what has to be
achieved

0,65 860

V.95

Continuous assessment assists learners to be able to
construct meaning and concepts about the learning task.

0,65 686

V.94

Continuous assessment takes place while learners are
actively involved in daily classroom activities.

0,65 678

V.63

Outcomes-based Assessment allows teachers to
determine whether fearners have achieved ouicomes of
learning,

0,65 631

V.68

Outcomes-based Assessment is expected to  assist
learners to make use of specific cutcomes of the end of
their learning experiences.

0,65 420

V.80

In OBE teachers use performance-based assessment
approaches to engage leamers in performing substantial
tasks of importance in their own right.

0,65 186

V.87

Portfolio  assessment allows leazrners to apply
assessment criteria, performance indicators and range
staternents in their own right.

0,65 032

V.98

In OBE teachers use criteria referenced assessment to
assist learners to achieve learning cutcomes according
to the agreed leaming criteria.

0,64 079

V.67

In Outcomes-based Assessment teachers assess specific
learning oufcomes such as social and personal skills,
values and good dispositions of learning,

0,62 541
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ITEM NUMBER AND DESCRIPTION EIGENVALUE OF
ITEMS FOR FACTOR 1
V.77 Teachers assessment of Jearners’ work assists learners | 0,62 325

to know units standards for each learning area of that
particular level of leaming,

V.76 Teachers’ assessment of leamers’” work allows learners | 0,62 303
to master unit standards which are regarded as material
and international statements.

V.61 Assessment of leamers’ knowledge in OBE aims | 0,62 287
towards assisting learners to apply such knowledge in '
life processes. J
V.66 OBE expect asscssment to assist learners to understand | (6,62 266 |
the content of a subject in order to demonstrate the
learning outcomes.

V.83 In  performance-based  approach teachers use | 0,61 578
performance criteria so that learners could be aware of
the performance results.

V.97 In OBE criterion-referenced assessment is used by | 0,60 784
teachers to assess learners’ work against set standards
OI criteria.

V.82 Performance-based assessment empowers leamers to | 0,59 706

perform beyond the information which has been taught
by teachers

V.60 Assessment of learners” work in OBE is regarded as an | 0,54 246
integral part of the teaching and learning processes.

VARIANCE EXPLANATION OF THIS FACTOR 17,34
EIGENVALUE FOR THIS FACTOR (54,34
FINAL COMMONALITY ESTIMATES 3247

TOTAL VARIANCE EXPLAINED BY FACTORS 79.40% |
CRONEBACH ALPHA RELIABILITY CO-EFFICIENT 0,965 598 O

The first factor identified and illustrated in table 6.6 lnks to teachers’ views about OBE-
assessment strategies and their influence on the culture of learning. All iten: staternents
grouped under this factor are quantified by eigenvalue scores. In this stady a variable
eigenvalue larger than 0,30 was classed as meaningful to the analysis of this study. In

this factor all variables identified were larger than 0,30.

The first six variables have eigenvalues equal to or greater than 0.70 - these variables
need to be considered very seriously. These variables correspond to V72 - performance

Indicators assist both teachers and leamners to assess the guality and quantity of what
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learners have achieved in OBE; V88 - portfolio assessment strategies promotes
communication between teachers and learners in teaching-learning sitnation; VR6 -
portfolio assessment strategies enable teachers to evaluate learners’ performance or an
individual basis; ; V89 - in OBE teachers use self-assessment to allow learners to be
active in the assessment practices; V73 — Teachers use assessment criteria to help
learners to be active in the assessment practices; to help Iearners to demonstrate what is
expected from them; and V74 - teachers use performance indicators to assess whether

learners have mastered both the processes as well as the content of learaing.

This indicates that these variables received high responses from the respondents. This
could be due to the reason that, in OBE, teachers and learners are expected to take an
active tole with regard to assessment activities, considering all the instances of variables
in which both learners and teachers are taking an active role. This is supported by
literature such as Boschee and Baron (1993:2), who argue that teachers and learners
should share the responsibility of assessment for learning purposes. The literaiure
review in chapter four further supports this idea by stating that, in Qutcomes-based
assessment, learners are given a chance to evaluate their strengths and weaknesses in
learning, and teachers to examine their teaching effectiveness. Together, as partners in
the assessment process, they are actively engaped in dialogue about learning and
teaching. Seely (1994:4) feels that such assessment exercises can play a critical role in

the academic lives of learners and in the professional lives of teachers.

Nevertheless the subsequent wvariables in this factor also have high loadings of
eigenvalues of 0,60, and above. This also indicates that these variables received greafer
inputs from respondents. This is supported by the literature review, which revealed that,
according to Willis and Kissane (1997:5), in the recent decade a considerable number of
education systems around the world have undertaken processes of describing student
outcomes quite explicitly in terms of the actual learning student should exhibit. This
system is known as OBE and uses assessment strategies that epable students to
demonstrate learning outcomes; hence the South African Education system is not

excluded in this new system.

The literature study also indicated that OBE requires teachers to use assessment in the

learners’ best interest, so that assessment outcomes can communicate to learners
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whether they have achieved the leamning outcomes, allowing both teachers and learners

to measure future progress (Wolfondale 1995:13). This idea must have attracted the o

attention of teachers in those variables of OBE.

Based on the high positive factor loadings, the fact that the question items have high
eigenvalues ranging between 0,50 and .74, and the supporting literature, the following

hypothesis of this study is supported:

Hypothesis 2. Assessment strategies built upon an Outcomes-based assessment policy
are more cffective in contributing toward the development of a culiure of

learning in schools.

6.6.2 Results Of Rotated Factor Pattern Of Items Assessing Teachers’ Views
Regarding Traditicnal Evaluation Of Learners’ Work And Its Influence On
The Culture Of Learning.

All variables under factor two that loaded more than 0.30 eigenvalue relate to teachers’
views regarding traditional evaluation of fearners’ work and its influence on the culture

of learning. This factor and its vaniables are illustrated in table 6.7.

Table 6.7. Variables Represented By Factor Two

ITEM NUMBER AND DESCRIPTION | EIGENVAL !
UES OF
ITEMS FOR
FACTOR 2
V.52 | In traditional evaluation teachers expected formal examination to be a | 0,60 782
mechanism of identifving talents and measure learners’ performance.
V.50 | In traditional evaluation teachers vsed classwork and official tests {o ¢heck and | €60 438
balance work which had been done by them.
V.54 | In traditional evaluation teachers were expected to be more active in preparation | 0,59 526
of the formal examination of Jearners.
V.49 | In traditional evaluation teachers used homework and assignments {o monitor | 4,57 818
instructional work in classes.
V.57 | Teachers’ evaluation of leamers’ work in traditional setting was examination | 9.57 306
driven.
V.51 | In traditional evaluation teachers used classwork and official tests to support and | 9,56 881 Lo
encourage learners to perform better.
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V.47 | In traditional evaluation teachers used summative assessment results to show 0,50 810
parents how their children were doing in schools.

V.59 | In traditionzl education teachers used norm-referenced assessment to group and | 0,535 302
place learners according to norms, scores and achievements.

V.58 | In traditional evaluation norm-referenced assessment was used to compare | (0,55 302
learners’ performance with one another.

V.46 | In traditional evaluation teachers used summative assessment to indicate their | §,55 269 “m]
approval and disapproval on learners’ work.

V.41 | In traditional evaluation teachers were expected to ask questions checking
whether pupils were listening to teachers in the learning environment.

V.48 | In traditional evaluation teachers wsed formative assessment In order to make | 0,54 996
moment-to-moment decisions about pupils’ learning.

V.44 | In traditional evaluation teachers’ assessment of lsarners” work had to ensure @ 0,54 138
higher authorities so that standard policies of education are maintained. -

V.55 | Formal examination results in traditional evaluation were used to judge the pass { )52 554
and failure of learners.

V.53 | Teachers in traditional evaluation believed that formal examination was an { 0,52 447
assessment tool of developing knowledge, skills and attitudes that leamers
would use when entering workforce or higher education.

V.56 | Formal examination in traditional evaluation assisted teachers and departmental | 0,57 834
officials to select learners for secondary education and higher education. |

V.38 | In traditiona! evaluation of leatners’ work both evaluation and measurement | 0,57 640
were used as instruments to score and grade learners.

V.42 | In traditional evaluation teachers were given opportunity to evaluate their | 0,50 375
instruction, by assessing the quality of learners’ performance.

V.39 | Teachers’ assessment of learners’ work in traditional evaluation used | 0,46 544
measuremenl and evaluation to ensure that teaching objectives have been
transmitted well to learners,

V.36 | Traditional evaluation of learners” work used reproductive evaluation strategies | 0,46 396
to assess knowledge as provided by text books.

V.35 | Traditional evaluation of learners” work was based on the idea of well-defined | 0,44 854
criteria of right or wrong.

V.37 | In traditional evaluation of learners” work teachers were given opportunity to | 0,44 854
make decisions about learners’ performance.

V.45 | In tradittonal evaluation teachers used formative assessment in order to make | 3,43 d61
momeni-to-moment decigions about pupils’ learning. '

V.43 | Teachers’ assessment of learners’ work in traditional setting forced teachers to | 3,40 163
award good grades.

V.34 | Traditional evaluation of learners’ wark is seen as a separate activity from | 0,33 437
teaching and learning processes.

V.40 | In traditional evaluation of leamers’ work teachers were expected to identify | 0,32 871 g
specific strengths and weaknesses of learners in the learning environment. |

VARIANCE EXPILANATION OF THIS FACTOR % 7.88

EIGENVALUE FOR THIS FACTOR | 10.83

FINAL COMMONALITY ESTIMATES 32.47

TOTAL VARIANCE FXPLAINED BY FACTORS 940% |
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CRONBACH ALPHA RELIABILITY CO-EFFICIENT 0,965598 J

Table 6.7 summarizes the rotated factor pattern of ifem statements that assessed
teachers’ views regarding traditional evalvation of learners’ work and its influence on
the culture of learning. This table reveals that this factor is most strongly correlated to
two variables: V52 - In traditional evaluation teachers expected formal examination to
be a mechanism of identifying talents and measure learners’ performance - has an
eigenvalue; and V50 - in traditional evaluation teachers used classwork and official tests
to check and balance work which had been done by teachers. These two variabies have

eigenvalues of 0.60 782 and (.60 438 respectively .

However the eigenvalue of these variables also correlate highly with one eigenvaiue
variable in factor one. This variable in factor one is V97, which is ‘in OBE criterion-
referenced assessment is used by teachers to assess learners’ work against set standards

or criteria’. This variable carries an eigenvaluae of 0,60 784 (sce table 6.7 — item V.97).

These two variables® eigenvalues from factor two are not only highly correlated to the
eigenvalue variable linked to factor one (V.97), but also showed closed homogeneity.
All three variables stress that teachers assess learners against certain criteria. For
example in factor one, teachers assess learners’ work against set standards, and in factor
two teachers expect classwork, tests and examinations to measure learners’ perforrmance.
Therefore an assumption could be made that this might have influenced the respondents,

as a result these variables accumulated more eigenvalue.

Nonetheless there is much evidences in the literature which shows that in (raditional
evaluation, teachers used certain techniques to measure the successes and faitures of
learners. Generally teachers used classwork and tests as preparatory exercises, which
teachers believed would help learners to perform well when the official tests and public
examinations are conducted. King and Van den Berg (1992:22) also assert that teachers
only used tests and classwork to measure whether learners will meet the criteria of final
examination, consequently tests and classwork were used as an assessment criteria to

judge whether learners would be successful or fail in the final examination. This is why
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Taylor and Vinjevold (1999:108) argue that in no means does this assessment attempt to

elicit excitement and interest of learning which form the basis of the culture of iearning.

Factor two has an eigenvalue variable of 0,59 526, that 1s V54 which describes that in
traditional evaluation teachers were expected to be more active in preparation of the
formal examination of learners. In factor one another variable has accumulated 0,59 706
eigenvalue, (see table 6.7 — V82). These two eigenvalues are more or less the same,
however the factor one variable describes that performance-based assessment empowers
learners to perform beyond the information that has been taught by teachers. The
rescarcher therefore considered why respondents reacted similarly to these variables. It
was assumed that the respondents might have been influenced by the fact that in
traditional evaluation teachers take on an active role in preparation for the formal
examination. In contrast, in performance-based assessment learners can perform more
than what the teacher has prepared him or her for. As a result respondents could have

taken it for granted that what learners do is due to the aciive role played by teachers.

However, there is substantial evidence in the literature to show that teachers in
traditional evaluation adjusted teaching to enable learners to perform very well m
examinations, in order to score the highest marks. As a result memorization as an
assessment method was used in order to help learners to yield orthodox answers in a
reproductive way (Wiggins 1998:4). Nkomo (1990:332) believes that this deprived
learners of the opporturnity to make sense of the experiences that they gained during
teaching and learming, hence it has a minimal contribution to the culture of learning,
since learners were cunly expected to demonstrate higher performance only ir: the final

examination,

Amother variable in factor two had an eigenvalue of 0,54 138 (see table 6.7 —V.44). This
variable explains that in traditional evalcation teachers’ assessment of Ieamers’ work
had to ensure higher authorities that standard policies of education are maintained. In
factor one another variable had an eigenvalue of 0,54 246, (see table 6.6 — V.60). It
explains assessment of learners’ work in OBE as am integral part of teaching and
learning processes. These two eigenvalues are highly correlated, which means
respondents reacted similarly to these variables. Hence the researcher analyzed the

similar reaction of the respondents to these variables. The assumption was made that,
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respondents had been influenced by the use of assessment of learners’ work in both V44
and V60, (sce both table 6.7 and 6.6 — V44 and V60). In both item statements,
assessment of learners’ work has been used, although in different contexts, but this

might have influenced the respondent to react similarly.

However, there is again ample evidence in the literature to support the idea that
assessment of learners’ work both in the OBE system and in traditional settings differs
to a very greater extent. According to Wiggins (1998:3), Outcomes-based assessment is
often unobtrusive to students and teachers, and is visually indistinguishable from what
takes place during good teaching and learning. This indicates that assessment in OBE is
an integral component of teaching and learning. On the contrary, literature in chapter
one of this study revealed that, in traditional evaluation, teachers continued assessing
learners’ work at the end of learning experiences, which was very narrowly focused on
the type of external examination. This is why Chisholm (1999:8) and Jansen {199%:37)
assert that such a reason for assessment only encouraged rote learning, recall of
information, and teachers regurgitating learning content to learners for the purpose of
final examination. These assessment methods discouraged teachers fo instili an interest

of learning amongst learners, hence they were of little effect on the culture of learning,

The eigenvalue variables of factor twe are less loaded in comparison to the eigenvalue
variables of factor one (compare tables 6.6 and 6.7). This shows that the varimax
method of rotation applied in this study obtained as many high positive loadings for
factor one. However, there are four variables which have highly correlated eigenvalues
for both factors, (see V.54 in table 6.7 and V.60 in table 6.8 and see V.44 in table €.7
and V.60 in table 6.8)). Nevertheless factor cne still has more highly loaded eigenvalue
variables, which indicates that factor one variables obtained high responses from the

respendents.

In the four highly correlated eigenvalue variables for both factor one and two,
indications in the literature give reasons that OBE assessment strategies contribute more
effectively to the culture of learning than traditional evaluation of learners’ work., As a

result the following hypothesis of this study has been supported:
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Hypothesis 1.

An assessment system built upon the traditional evaluation methods

has a detrimental effect on the development of a culture of leamning

in schools.

6.6.3 Results of Rotated Factor Pattern Of Items Assessing Teachers’

Learning

Understanding Regarding Assessment And Its Influence On The Culture Of

All variables under factor three which loaded more than 0.30 eigenvalue relate to ifems

concerning teachers” understanding about assessment of learners’ work and its influence

on the culture of learning. This factor and its respective variables are illustrated in takle

6.8.

Table 6.8. Variables Represented By Factor Three

collaboration and caring between teachers and learners,

ITEM NUMBER AND DESCRIPTION EIGENVALUE
OF TTEMS FOR
FACTOR 3

V.28 Teachers” assessment of learners’ work assist principals to see that | 0,62 852
assessment is an adequate evaluation mechanism.

V.25 Teachers’ assessment of learners’ work assists learners to monitor | 0,60 042
progress of learning.

V.27 Assessment of learners’ work indicated to principals that teaching | (,59 302
and ieamning are monitored in schools,

V.22 Teachers’ assessment of learners’ work allows learners to see | (), 58 997
assessment as part of teaching and learning.

V.24 Teachers’ assessment of learners” work assists learners fo see that | 0,58 968
teachers can identify learners’ learning problems.

V.26 | Assessment of leamers’ work assists principals to share decision | 0,58 543
task with teachers regarding learners’ work.

V.32 Teachers’ assessment of learners’ work enhances iearning contact | 0,57 8§03
between parents and children.

V.30 Feedback of assessment of learners’ work to parents, enables | 0,57 704
parents to play an active role in the education of children.

V.21 Assessment assists learners to review their own learning and look | 0,57 081

| at better ways of improving learning.

V.31 Teachers’ assessment of leamers’ work and feedback to parents | 0,56 834
create a positive relationship between parents, learners and
teachers.

V.23 Regular assessment of learners’ work enhances learnets’ | (), 56 060
percepiion of success.

V.19 Teachers” assessment of learners’ work contributes to | 0,54 940
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V.29 Assessment of learners’ work ensures that principals will allocate | ,54 275
enough time for assessment purposes.
V.33 Assessment of learners’ work involves parental decision with | 0,53 691
regard to information of assessment.
V.20 Assessment - assists teachers 1o review information tfaught to | 0,52 309
learners.
V.17 Good assessment of learners” work promotes a positive attitude | (0,57 343
towards learning amongst learners.
V.18 Frequent assessment of learners’ work allows teachers to intervene | 0,47 741
with remedial teaching at an early stage.
V.16 Teachers’ assessment of learners’ work enables learners to think | 0,47 654
critically and develop problem-solving skills.
V.15 Good assessment of learners” work contributes to the culiure of | 0,47 637
learning.
VARIANCE EXPLANATION OF THIS FACTOR 7.25
EIGENVALUE FOR THIS FACTOR 755
FINAL COMMUNALITY ESTIMATES 32.47
TOTAL VARIANCE EXPLAINED BY FACTORS 79,40%
CRONBACH ALPHA RELIABILITY CO-EFFICIENT L 0,5965598

This table 6.8 illustrates item statements about teachers’ understanding regarding
assessment and its influence on the culture of learning. This forms the third factor of

this study that has been extracted by factor analysis applied in this study.

The first two variables of this factor show a loading of high eigenvalve. This indicates
that respondents gave serious consideration to these variables. The first variable V.28
has a high eigenvalue of 0,62 832: teachers’ assessment of learners’ work assists
principals to see that assessment is an adequate evaluation mechanism. This variable

received high positive responses from respondents,

Based on this, it was assumed that teachers gave this variable high input as many
teachers believe that assessment results give principals a reflection that effective
teaching and learning does take place in their schools. However there is a paradigm
shift in this study with regard to assessment. Teachers in the OBE system are expected
to use assessment strategies to indicate that effective teaching and learning is taking
place for the.improvement of the culture of learning (Siebérger and Macintosh 1998:21).
Hence principals would also be expected to promote assessment as an adequate
evaluation mechanism to ensure that learners achieve outcomes of learning for the

benefits of the culture of learning.

188




In the literature study numerous data revealed that principals would be expected to
ensure that desired outcomes of learning are achieved by learners (Pretorius 1998:102}.
However, principals in isolation cannot use assessment to assist fearners to achieve the
desired learning outcomes. If is suggested that an ideal management style for ORE is (o
regard teachers as a menagement team, which should be involved with regular
assessment of leamers’ work, and where principals provide ample opportunities for
teachers to develop high quality assessment strategies. Principals could therafore share
in the assessment decisions taken bv teachers and learners. This could promote co-
operation between learners, teachers and principals, and possibly the culture of learning

could be attained.

The second varjable is V.25 with a high loading eigenvalue of 0,60 042, (see table 6.8
V.25). This item is ‘teachers’ assessment of learners” work assists learners to monitor
progress of learning’. In the analysis of this variable, the researcher assumed that the
reason which could have influenced respondents to give high responses to this variable
1s that teachers assist leamners through assessment in order for learners :o monitor

progress of learning.

On numerous occasions in the literature review, educationalists have persistently and
consistenily argued that teachers becorne thrilled in any didactic situation where learners
consciousiy monitor their own learning in order to tap progress of learning, {Airasian
1994:149). Hence teachers” assessment promotes self-assessment that motivates
learners to know how they are performing, and to make time for improvement. This
results in a form of assessment which carries an active ingredient on the part of the

leamner, which could possibly enhance the culture of learning.

The subsequent variables in this factor also shows a loading of high eigenvalue of 0,50,
and above, and of 0,30, and above, which indicates that they have received a large
proportion of responses from the respondents. This suggests that a varimax method of
rotation obtained many high positive loadings for this factor. Hence the high positive
loadings of factor three variables and the substantiated evidence from literature lead to

the rejection of the null hypothesis of the study:
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Null Hypothesis  No distinction can be drawn between teachers’ perceptions
regarding the impact or influence of traditional evaluation methods
and teachers’ perceptions regarding the impact or influence of
Oufcomes-based assessment strategies on the culture of learning in

schools.

6.7 SUMMARY

The biographical data of the respondents of this research study was given and explained
in this chapter. This was followed by the interpretation of the responses of the dara of
the research questionnaire, whereby a principal factor analysis with a varimax method

was applied to extract the possible factors of this study.

The three principal component factors extracted were;
* ltems assessing teachers’ views about Outcomes-based education assessment
strategies and their influence con the culture of learning
* Items assessing teachers views regarding traditional evaluation of learners’ work
and its influence on the culture of learning™; and
¢ Items assessing teachers’ understanding regarding assessment and its influence

cn the culture of learning.

Each factor was extracted with its own eigenvalue. Then the statistical procedure was
applied to ensure that all eigenvalue variables are above 0,30 eigenvalue, since this was
a deciding means for the eigenvalue variables. This was foilowed by the analyses of the
statistic of the eigenvalue of variables of the respective three factors, in order to
determine how they contribute to the significance of this study. Then empirical
explanations were given to support the statistical results. The three extracted factors and
their eigenvalues and the empirical explanations supported both the statistical resulis of

this study, and also the hypotheses of this study.

A summary of findings and recommendations as a result of the survey will be given in

chapter seven, as well as a critical view of this study.
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CHAPTER 7

OVERVIEW AND SUMMARY OF THE MAIN FINDINGS
EMERGING FROM THE EMPIRICAL INVESTIGATION,
RECOMMENDATIONS, IMPLICATIONS AND CONCLUSIONS OF

THE STUDY

71 INTRODUCTION m

I chapter 1 the probiem was stated that the traditional and current problem in education
has been to develop effective strategies of evaluation and assessment of learners’ work
in schools, due to the reason that assessment is a powerful tool in education and training
(Pretorius 1998:2; Nolan 1997:12; Phele 1997:8 and Smit 1995:57). However, in the
past its influence has been underrated by both teachers and learners. Assessment was
always regarded as judgmental with tests and ecxaminations. These ifests and
examinations were largely content-based and comprised of closed questions which
required learners to memorize .informa‘ifion, and they also took place at the end of a
section of work or at the end of the term (Clarke 1996:23). As a result these traditional
strategies of assessment did very littie to promote a sound culture of learning in many

schools.

On the other hand there has been an advent of new assessment strategies which will lead
teachers at all levels to question their past assessment practices, and start learning about
new ways of assessing which are compatible with the principles of Outcomes-based
ecucation (Killen 2002a:1). One of these principles is that assessmeni practicas are the

most effective way of influencing the quality of student learning (Coetzer 2001:81).

In order to obtain more information on this problem, a literature survey was conducted -

to glean as much possible information about teachers’ assessment of learners’ work and
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its influence on the culture of learning. The lierature survey is presented in chapters

two, three and four,

The research design was explained in chapter five. The empirical data, analysis and
interpretation of information were given in chapter six. Factor analysis was zpplied, the
main purpose of which was for the factorization of the items of the guesiionnaire to
assess the construct validity, and clustering of the variables. The principal coraponent
factor analysis verified the existence of the number of variables influencing teachers’

assessment of learners’ work and its influence on the culture of learning (see chapter 6).

Ire this chapter the miain findings are summarized, recommendations and implications of

the research are given, and conclusions are drawn.

7.2 OVERVIEW OF THE RESEARCH STUDY

The following variables in the literature survey were studied in order to investigate
whether teachers’ assessment of learnsrs’ work has the potential of promoting the

culture of learning in schools.

7.2.1 Teachers’, Learners’, Parents’ and Principals’ Understanding Regarding

Assessment And Its Influence On The Culture Of Learning

In chapter two literature revelations distinctively showed that teachers need not perceive
assessment as an instrument of ranking or for judging learners as to whether they “can
do” or “cannot do™ (Satterly 1989:5). Rather, teachers should perceive assessment as a
collaborative and caring pedagogical instrument that will enable and motivate lzamers to
build on their strengths and weaknesses in order to achieve the desired learning
outcomes. lf teachers can view assessment in this light, Popham (1995:19) believes that
learners cannot regard assessment as a gauging instrument for the amount of content of

work that has been taught by their teachers, Seen in this light, assessment could
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possibly motivate learners to continue with learning, and develop a positive attitude

towards the culture of learning.

Although teachers are regarded as regular assessors, the literature study did indicate that
assessment involves shared decision-making amongst principals and teachers in schools
(Stiggins and Conklin, 1992:31). Principals who share assessment decisions with
teachers enrich their own ideas about assessment. In addition, when assessment
decisions are shared at schools, learners are mcre likely to accept the results of
assessment. This could increase learners’ co-operation towards the achievement of the

culture of learning,

Generally assessment of learners” work is described as something that is done by
teachers to learners only. However Ryna (1994:43) indicates that parents are now being
mvited to take part in assessing their children’s growth and progress in schools. Mashile
and Mellet (1996:223) alsc concur that parental involvement with regard to assessment
probably lessens the pedagogical deprivation and promotes intrinsic motivation. When
learners realize that their parents are involved with assessment and take it seriously,
learners will zlso regard assessment to be important, kence the culture of feaming could

be promoted.

7.2.2 The Nature And Types Of Traditional Evaluation Strategies And Its
Influence On The Culture Of Learning

In numerocus literature studies discussed in chapter three, indications are that througheout
the history of education teachers have been involved with assessing and evaluating the
work and progress of learners. However King and Van den Berg (1992:18) argue that,
in the South African education system, assessment was naver used to motivate and
diagnose learners’ problems. It was narrowly focused on the type of final examination
that will be written, consequently such an assessment presented a very different face,
whereby teachers willingly or unwillingly sort out learners for the preparation of final

examination.
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Af:cording o Rensburg (the Citizen, 4th November 1998), this was the traditional
system of assessment, which only concentrated on evaluating learners mainly {o control
the end-of-year examinations (see chapter three). Again this type of assessment only
encouraged learners to be in competition with one another, by creating 2 buffer zone
between inferior learners and superior learners; the superior ones would be learners who
uncritically recalled and regurgitated subject-content and strongly believed that success
depended more on memorization and recall of facts than any other thing (King and Van

den Berg 1992:21).

Basically this shows that traditional assessment used reproductive evaluation strategies
to assess knowledge as provided by textbooks. This indicates that paper-and-pencil,
tests, examinations and assignments, which teachers scored and assigned grades to
learners” performance, were the only formal instruments of assessment. Airasian
(1989:5) believes that it helped teachers to understand their pupils, moniter learners’

learning and establish a viable classroom culture of learning,

Such nature of assessment indicates thal examination was put forward as a huge hurdie
with secrecy and mystique, Teachers were forced to continuously use asscssment
measures entirely to provide learners with coping strategies for the external examination
(King and Van den Berg 1992:19). Such assessment methods did not cater adequately
for the development of learners, and also had little contribution towards the culture of

learning (see chapter one).

This suggests that teachers were frequently applying assessment instruments which

would only help learners to master learning content and specific knowledge in a

reproductive way. Avenant (1990:219) indicates that teachers use measurement and
evaluation as compasses to determine whether teachers were going in the right direction
of assisting learners to master learning content and knowledge as would be expected in
the final examination. Teachers were geared toward using assessment in the learning
envircnment to measure and evaluate teachers’ instructional objectives, and whether
they were still aligned well with the prescribed content syllabus. By doing so, teachers
would complete the work efficiently, and learners thereof coulid yield back orthodox

answers in a perfect repreduciive way (Alrasian 198%:123).
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The evidence in the literature further indicates that, aith.ough formative assessment was
used by teachers in a traditional seiting, it did not correctly serve the purpose of giving
teachers clues about the specific pupils” problems of learning in order to devisa ways of
supporting learners (Airasian, 1994:135). Instead formative assessment was used as an
evidence-gathering strategy to convince the bureaucrats of education departments and
parents that learners are taught and well prepared to sit for final examinations. These
were mostly summative assessment that, according to Satterly (1989:7), supplies a sort

of seal of approval or disapproval on learners’ performances (see chapter three).

This is why many researchers feel that home-work, assignments, classwork exercises
and official tests were used by teachers to reinforce and enrich their teaching objectives.
This was so that learners could perform well in the public examination, and achieve the
set standards or norms in order to be compared well with their peer group (see chapter

three). Such an assessment approach contributed very little to the culture of learning.

In numerous literature surveys, indications are that most assessment work in the -

traditional approach was not specifically used as an integral part of teaching and
learning processes. The system of traditional assessment forced teachers to continually

assess learners focused on the outcomes of final examination (Malan 1997:33).

Nevertheless Van der Horst and MacDonald (1997:27) strongly believe that nany
excellent teachers in traditional education have employed methods purporied to assist
learners to use knowledge, skills, attitudes and values. These helped leamers to be active
and valuable participants in creating a better future for themselves and created a better
country for all the citizens. These are teachers who have placed a high priority on
learner participation and who have encouraged learners to think and solve problems.
Although the old curriculum was content-driven, those teachers mantaged to guide
learners to a deep understanding and appreciation of their subjects. They managed to
develop the skills required for research in subject areas and motivated learmers to
become thoughtful and skilled people. However, they were few in number, hence Very

few learners benefited.
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7.23 The Nature And Types Of Outcomes-based Assessment Strategies And
Their Influence On The Culture Of Learning

Literature on Outcomes-based Assessment revealed a variety of varables which
normally contribute to the success and achievement of the culture of Iearning.
According to Olivier (1998:37) assessment approaches in OBE has moved its focus from
bemng mainly judgmental, and also not cnly concentrating on the achievement of
learning outcomes, but Quicomes-based Assessment also considers supportive traits of
promoting learning and teaching activities. This shows that Outcomes-based Asszssment
is a process which is ofter unobtrusive to students and teachers, and is visually

indistinguishable from what takes place during teaching and learning (Wiggins 1998:3).

This shows that it is a system of assessment that is destined to improve learners’
performance in learning. It is primarily meant to educate and improve learners’
performances; this indicates that it has good features of prometing the culture of
learning. Wiggins (1998:4) further supports this idea by citing that “Outcomes-based
Assessment gives students the kind of challenges, diversity and flexibility that makes
assessment more realistic, by enabling learners working together with their teachers
critiquing one another’s opinion or writing, hearing debates and even making
presentations in group discussion.” Such methods of assessment resemble the way
learners will be expected to use their knowledge and skills in the real world (see chapter

four). It therefore can build the culture of learning amongst learners.

This simply points out that Qutcomes-based Assessment does not expect only a few
learners to achieve outstanding performance, but its intention is to see all learners
become successful in accordance with their varying potentialities. Its intention as
Wiggins (1998:11) puts it is to “maximize learning on worth tasks that require enduring
knowledge and skills.” This approach of assessment is against assessing micro-skills
and isolated bits of information, which promotes reproductive learning. Spady
(1994a:50) believes that such assessment gains are usually quickly forgotien by learners

once assessment 1s completed.
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This suggests that assessment would be ever more central to the teachers’ task. The
literature has introduced new operational terms for implementing assessment as a central
task for teachers. This was part of South Africa’s “brave new world” (report of Review
Committee on C2005, 2000:33). These new concepts are explained as follows in
relation to assessment: that learners will be expected to achieve critical-cross-field
outcomes to ensure that learners gain skills, knowledge and value; leamers will attain
specific outcomes which are derived from the different learning areas — which inform
the demonstration of assessment of an outcome. All outcomes will be associated with
assessment criteria which will indicate in broad terms the observable processes and
products of learning, which serve as culminating demonstrations of the learners’
achievements. The assessment criteriz do not themselves provide sufficienr details of
exactly what and how much learning marks an acceptable level of achievement of the
outcome. For this reason the assessment criteria are explamed and detailed in the
performance indicators and range statements (report of Review Committee on C2005,
2000:36). Through all these concepts and approaches of Qutcomes-based Assessment, it
is believed that it can enable learners to achieve. unit standards that are nationally and

internationally registered (Van der Wagen and Ridley 1997:13).

In view of the nature of OBE, new assessment strategies and approaches have emerged
in the last few decades. These alternative assessment strategies have been taken into
constderation, that assessment needs to move away from the emphasis of summative
assessment as a single event, to developmental assessment which is an ongoing process.
This will help leamers to develop an gbility of identifying learning problems and

monitor progress of their own learning (Staatkoerant 1998:17).

Such an assessment would be an inseparable entity in teaching-learning activities. The
literature survey has pointed out the following assessment strategies and approaches, as
forming the categories of Outcomes-based Assessment namely: Performance
Assessment; Portfolio Assessment; Self-Assessment; Peer Assessment; Continucus
Assessment; and Criterion-Referenced Assessment (see chapter four). In several
instances the literature survey indicated that the pay offs of these assessment strategies
are that teaching, learning and assessment are inextricable in any learning-teaching
situation. The result is that appraisal of learners’ work becomes a central focus of the

instructional program (Seely 1994:57). This indicates that such assessment strategies
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have both the pedagogical positive persuasions, which underpin the vitality of the

culture of learning.

7.3 MAIN FINDINGS EMERGING FROM THE EMPIRICAL

INVESTIGATION

Foliowing the main findings from the literature survey, the researcher will now discuss

the findings emerging from the empirical investigation.

The empirical data of this study was subjected to factor analysis. The researcher did not
only allow for the extraction and identification of important variables regarding
teachers’ assessment and its influence on the culture of learning. Through factor
analysis three sets of factors and their respective variables were established in order to
construct significance and interpret teachers’ perceptions concerning the assessment of
leamers’” work and its influence on the culture of learning. The following thrse factors

were identified, namely:

* Teachers views about OBE assessment sirategies and their influence on the
culture of learning;

* Teachers’ views regarding traditional evaluation of learners’ work and its
influence on the culture of learning; and

* Teachers’ understanding regarding assessment and its influence on the culture of

learning.

The first factor regarding Outcomes-based Assessment strategies accumulated the
highest eigenvalue of 54.34 and its variables loaded cigenvalues of between 0.73 and
0.50 (see table 6.6). These were the highest loadings of eigenvalue in this study. The
higher factor loadings therefore supported the assumption that teachers conceptualized
the underpinning phenomena addressing OBE. They could therefore draw a clear
distinction between Outcomes-based assessment policy and the traditional phenomena

underpinning traditional product driven assessment practices. It was therefore assumed

168




that teachers are aware that Qutcomes-based Assessment strategies could play a vital

role in promoting the culture of learning.

This assumptilon is supported by various literature on numerous occasions. For example,
Wolfondale (1995:13) argues that OBE uses assessment in the learners’ best interest,
because the ouicomes of learning communicate to learners whether they have achieved
expected outcomes. Assessment results are used by both teachers and learners to
measure future progress. Assessment here does not only test and examine the
knowledge content that has been taught, bat it also tends to be diagnostic and prognostic
in nature. This could motivate learners to learn and in this way the culture of learning is

likely to be promoted.

The results of the empirical analysis indicated that teachers reacted very positively to the
question items that supported OBE assessment strategies (see table 6.3). Teachers also
agreed positively to statements indicating that traditional evaluation considered teachers
to be the only pecple responsible for assessment and evaluation in schools. Assessment
in this context appears to have been applied by teachers to confirm their instructional
objectives, and disregarded possible benefits to learners from teaching and learning

experiences.

The results of the highest accumulated eigenvalue of 54.34 (See 6.3.5 1) for factor one 1s
due fo the reason that teachers held strong views about the OBE assessment approach.
This is supported by the fact that a greater proportion of respondents in the sample
indicated that they became inferested in assessment through the information they
received from departmental workshops (see section 6.6). These data indicate that
Hypothesis 2 is supported which states that assessment strategies built upon an
Outcomes-based assessment policy are more effective in contributing toward the

development of a culture of learning in schools

The second factor relates to teachers’ views regarding traditional evaluation and its
influence on the culture of learning. This factor had accumulated an eigenvalue of
10.83. This is far lower than the eigenvalue of the first factor, and its variables only
accumulated eigenvalues of between 0.60 and 0.32 (see table 6.7). For statistical

purposes, it was accepted that respondents gave enough inputs in this factor,
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It was assumed that respondents did not give high inputs in comparison with the first
factor. The reason for this is thought to be that teachers are beginning to realize that
traditional evaluation practices arc generally associated with non-transparent governance
structures, teacher-centered teaching, authoritarianism, rote-learning, an obsession with
content, lack of integration between education and training, rigid divisions, and punitive
formal examinations designed to yield high levels of failure. It would be clear to
teachers, if given a framework of OBE assessment strategies, that the traditioral
product-driven assessment strategies represent unpedagogical practices. The literature
survey also indicated that traditional assessment basically used repreductive evaluation

strategies to assess knowledge as provided by. Again teachers were continually and

narrowly assessing learners only for the benefit of the end-of-year examinaticns, not 1o

motivate learners to master skills and develop positive attitudes fowards learning. As a
result this type of evaluation minimized opportunities for promoting the cultare of

learning.

The results of the empirical analysis indicate that teachers have a perception that
assessment in the iraditional setting was a tool narrowly used by teachers to prepare
learners to succeed in final examinations. This is based on the high positive responses
from respondents to question items that consider traditional evaluation to be a
preparatory educational instrument applied by teachers to ensure that learners become
successful in examinations (Table 6.7). As a result this indicates that assessment was not
applied as part of teaching and learning processes, it was used only to determine whether
learners have memorized the subject content, in order to yield orthodox answers in the

final examinations. Hence the culture of learning in such situations was not effective.

The results of the lower accumulated eigenvalue of 10.83 (See 6.3.5.2) for factor two
when compared with the highest accumulated eigenvalue of 54.34 for faclor cne support
Hypothesis 1 which states that an assessment system built upon the traditional
evaluation methods has a defrimental effect on the development of the culture of

learning in schools.

The lesser loading on factor two is possible due to the reason that many item statements

in the guestionnaire probed that assessment in the traditional setting was based on the

200




idea that assessment was used by teachers in order to rank and judge learners as
extracted from the literature. It appears as though teachers received the same information
from workshops, which were deparimental altempts to introduce OBE assessment policy
in schools. Respondents might also have been influenced by the media, which was also a
mouthpiece used by the department to propagate that OBE assessment is more effective

that traditional evaluation.

The different results of the accumulated cigenvalues for factor one and two, through
factor analysis, enables the researcher to reject the Nuli hypothesis (Hypothesis 3) of
this study, which stated that no distinction can be drawn between teachers’ perceptions
regarding the impact or influence of traditional evaluation methods and teachers’
perceptions regarding the impact or influence of Cutcomes-based assessment stralegies

on the culture of learning in schools

The results of the empirical analysis show that teachers are beginning to have strong
views about the differences between traditional evaluation methods and OBE assessment
tools. This is supported by table 6.6 accumulating a higher eigenvalue than table 6.7.
Another strong reason could be that teachers are now trained about old evaluation
methods, that are believad to he teacher-centered, and also about the new styles of OBE
assessmient, that are believed to learner-centred. Hence teachers are now nelding strong
convictions about the distinction between traditional evaluation methods and OBE

assessment strategies.

The third factor relates to teachers’ understanding regarding assessment and its influence
on the culture of learning. This factor has a loading eigenvalue of 7.55, which is lower
than that of the other two factors. Nevertheless, for the statistical analysis purpose of
this study this factor was accepted. However an assumption was made that respondents
did not give sufficient responses in this factor, because it is generally known that
teachers do not understand the operational meaning of the word “assessment” in an
educational context (see chapter one). Satterly (1989:1) supports this idea when he
argues that teachers generally associate educational assessrrent with ranking and
evaluation of learners’ work. Further support for the supposition that teachers always
link assessment with evaluation, is that respondents gave higher inputs in V.28 in the

questionnaire. This variable loaded an eigenvalue of 0.63, which was the highest
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eigenvalue variable for factor three. This variable explains that teachers’ assessment of
learners’ work assists principals to see that assessment is an adeguate evaluation

mechanism (see table 6.8 — V.28).

Furthermore Russeil and Willinsky (1997:188) argue that teachers base evaluation on
the framework of vocational or educational placement, and use formal assessment of
learners to account to various audiences in appropriate fashion concerning the programs
of the school. The key reason was that teachers have traditionally been considered
accountable for a curricutum for which the content was prescribed, and assessment
patierns were established to determine the extent to which students had achieved the
objectives of the prescribed programs. This is the reason why teachers have given a
higher proportion input regarding teachers’ assessment of learners” work to assist
principals to see that assessment is an adequate evaluation tool. However House (1973},
as quoted by Russell and Willinsky (1997:188), points out that the implementation of a
tight managerial model of evaluation is unlikely to result in improving teaching and

fearning.

Assessment is a vital component within didactic situations. However, it the results of
the empirical analysis of this study, the factor relating to assessment received the lowest
eigenvalue compared to the other two extracied factors (see tables 6.6, €.7 and 6.8). In
table 6.8, which discussed all variables related to assessment, the variable that directly
and openly probed the idea that assessment of Jearners’ work contributes to the culture
of learning accumulated the lowest eigenvalue in comparison fo all other variables in
table 6.8. Literature studies have indicated that for curricula to be well implemented in
schools, assessment needs to be aligned with all curriculum activities. This is needed to
assist both teachers and learners to know the direction that they are heading in the

teaching and learning environment.

This implies that teachers do not recognize the inextricable linkage between teaching-
learning processes and assessment, Clearly much needs to be dore in order for teachers
to understand the pedagogical meaning of the concept of assessment within the

didactical situation.
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74  RECOMMENDATIONS AND IMPLICATIONS

It is evident from the empirical investigation that teachers perceive assessment of
learners’ work to have greater potential in contributing to the culture of learning. In
order to increase teachers’ assessment effectiveness with regard to learners’ work for the
promotion of the culture of learning in schools, the following recommendations are

made:

7.4.1 Classroom Assessment Practices

Assessment in a teaching and learning situation need not be a single event performed by
teachers only at the end of Jearning experiences, in order to ascertain that learners can
only remember and recall the faclual information which has been taught. This onaly
assists teachers to gauge whether they have achieved instructional objectives, and allows
learners to reflect on the content which has been taught. Such assessment or evaluation
1s only geared to determining to what extent learners ate able to master, remember and
recall the learning content (Olivier 1998:20). Such a system of assessment does not
prepare students for real life and for lifelong learning, because learners are scored
according o their ability to reflect, remember and recall, and then passed or failed

according to set procedures and criteria.

Assessment needs to be viewed by both teachers and Ieamers as an inseparable activity
in teaching and learning processes. Teachers need to regard assessment as a curriculating
process, which determines how learning should empower learners through the
achievement of learning outcomes. They should also regard assessment as part of
guiding and evaluating the learning processes. Assessment needs to focus on knowledge
and skills in the leaming process that will enable learners to achieve the final results.
Learners exposed to this approach of assessment have the benefit of mastering methods,
techniques and procedures which relate to real-life work and which can be repeated in

new contexts.

The factor analysis of this study also revealed the respondents’ homogeneity of

responses regarding certain issues related to OBE assessment strategies and traditional
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cvaluation methods. The assessment Practices which were traditionally used for the
knowledge and input-based education and training system are still useful in OBRE
assessment. Siebdrger and Macintosh (1998:42) stress that outcomes of learning do not
exist without traditional content knowledge. However, the main emphasis with OBE is
that Tearners would also have to do something with the knowledge. This suggests that
exit level summative assessment (examinations), and norm-referenced assessment

(grading and averaging) will still be used as part of a more integrative assessment

Therefore, it is recommended that the teachers’ assessment  practices  should
acknowledge and extend the substantial body of knowledge on principles of sound
assessment practices that can be fournd in any recognized texts on various subjects.
Consequently, teachers would possibly apply fair assessment practices, or practices that
could produce reliable evidence which may be inferpreted in valid ways, thus having
more chances of contribute to the culture of learning in schools. The sound assessment
practices revealed the learners have learned, teachers have presented their lessons well,

and they have adequately used the appropriate methods and the relevant materials.

Qsman and Kirk (2001:179) point out that assessment is a continuous process of shaping
and reshaping, hence an appropriate blending of old and new methods of assessment is
recommended in a learning environment. OBE makes use of formative and sumrnative
assessment methods, just like traditional evaluation, however these methods in OBE
have been reshaped and redesigned. For example in Quicomes-based assessment results
collected initially for formative assessment, can be used for summative assessment with

the agreement of the learner. This will prevent having to assess outcomes twice.

Therefore the notion of summative assessment in OBE does not confine this assessment
method to a written examination that can only assess a sample of learning within a
Iimited time (SAQA, Quality ~ Assurance And Development, Unit Standard And
Qualification, 2001a:33). Instead it allows for the use of a range of assessment methods
including inter-alia: observation, product evaluation, written and oral questioning. It
also allows a range of assessment instruments such as practical role plays, written
assignments, texts, examinations, demonstrations, projects, case studies, and
simulations. These assessment methods and instruments are administered when learners

are involved with teaching-learning processes, and also when learners have gone

204




through the learning programmes and are ready to be assessed. These assessment
strategies are applicable to both formative and summative assessment with the proviso
that the assessment methods and instruments match what is being assessed, so that
appropriate and sufficient evidence is collected for declaration of competence, so that

credit can be given to the learner.

The implications of classroom assessment are the promotion of learners’ participation in
the practices of learning and teaching activities. According fo Morrow (2001:103), to
learn a practice is to become a participant, or a more competent participant in the
practice. Then through classroom assessment practice, teachers will show the extent to
which the learner is satisfactorily engaged in the learning practice. It is therefore
recommended that teachers, through assessment, should make learners participants in

the learning environmenrt, for the promotion of the culture of learning.

7.4.2 National And Provincia! Management Of The Assessment System In

Schools

Departmental officials and other refated educational assessors need to perceive
themselves as learning facilitators who administer assessment in order to facilitate
learning. Consequently, learners could regard assessment as part and parcel of Jearning
and teaching activities. Robinson (2001b:156) clearly states that assessors need to
acquire certain skills and expertise in crder to be competent. These skills and expertise
involve inter—alia good interpersonal skills, subject matter expertlse and assessment
expertise. Good interpersonal skills are recommended for teachers and other assessors i

didactic situations. The reason for this is that assessors will have to communicate
information and objectives for assessment. Learners will also need to share in this
communication, hence interpersonal relationships need to be well developed in both
parties. Teachers and departmental assessors need to conduct assessment fairly and with
great integrity, to earn the trust of learners that they have the learners’ interest of

learning at heart, for the promotion of a culture of learning in schools.

It is again recommended that teachers and departmenta] assessors must be proficient in

the subject matter of the learning areas which they are assessing. They should possess

205




unquestionable assessment expertise, which could allow them to follow the correct
asscssment process, i.e. plan and agree on the assessment with the learner, guide the
learner in the collection of evidence, conduct the assessment, and fially, provide
feedback to the Jearner about the assessment decision. Such skills and knowledge will

be evident especially when teachers apni ortiolio assessment technigues.
P y PP:Y D 1

These recommendations clearty demonstrate that assessment is no lon ger something that

1s “done” to the learner, but something that the learner is actively involved in. As such,

the role of the teacher and departmental assessor has changed: From being “Gate
Keepers”, who use assessment to prevent learners from developing further, to a
supportive guide who has the success of the learner at heart — so that the learner can gain
access to further learning (SAQA Guidelines for the assessment of NOQF Registered Unit
Standards and Qualifications, 2001b:57).

This implies that departmental officials both at provincial and national level peed to
redouble their efforts to help teachers understand the fundamental transformation of
assessment in schools. They need to understand that learners should no longer be
assessed in order to reproduce the learned content or to ascertain that learning and
teaching objectives have been achieved. Learners in the OBE system are assessed by
the content that they have learned, which is central to skills, capacities and dispositions.
Therefore the processes of learning and teaching need to consider all these valuable

pedagogical structures in any didactic situation,

This calls upon teachers to be aware that distinguishing between presentation of content
and assessment is only relevant in an analytic mode. In practice, presentation of content
and assessment are intertwined, because they both relate to the process of learning. It is
this type of teaching and learning which could possibly indicate to learners the skilis,
knowledge, values and capacities within the presented content. Hence such assessment

strategies could enable learners to become practitioners in their own learning.

Departmental officials and other related Educational assessors have to decide on what
part to take regarding this fundamental transformational assessment approach. Morrow
(2001:89) states that “to gather the living flower of this new educational system, which

is underpinned by assessment strategies for the promotion of the culture of learning,
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Both national and provincial officers of education, need not to work in ivory towers
instead they need to understand that they are not legistators but interpreters, who need to
devote their intellectual energies to provide workable interpretations of OBE, and those
who work in educational administrations must take on board the responsibility to
implement OBE effectively- to make it work.” This means that departmental structures
must consult appropriately with relevant stakeholders in order to develop immeasurable

capacity regarding Outcomes-based Assessment policy.
74.3  Teachers’ Education And Assessment Systems In Schools

Maistry {2001:159) states “for many years South African schooling inciuding teachers
education has been driven by a terminal external examination system that is largely
context insensitive”, This assessment system has had a profound influence on teachers -
s0 much so that many have adopted a ‘teach-to-test’ pedagogy. The nature of the
external assessment has, however, dictated a different set of expectations amongst
teachers. This together with the repressive teaching context under which many teachers
teach, has manifested itself in the development of unique coping strategies by many

teachers, as a result the culture of learning and teaching has been hampered.

Research indicates that teachers’ education is based on subject-curriculum design. The
culture of learning of the subject-based curriculum is fo ensure that students not only
acquire the knowledge of the particular sets of subjects, but that they also become
proficient in the methodology by which such knowledge is generated, structured and
evaluated. Each subject has it own particular value construct that informs it. Hopefully,
students secking to construct their own knowledge will do so using the preferred
methodology and within the value parameters of the discipline. Stuodent teachers had to
be assessed formally in order to obtain a particular qualification. Consequently, student
teachers had to memorize large blocks of information i textbooks in order to pass
examinations. Thus teachers’ education in itself is also from an examination-orientated

background.

The aforementioned evidence of teachers’ education shows the extent {o which the
doctrine of fundamental pedagogics has been internalized in teachers, and how it has

manifested itself in an archaic notion of teaching, learning and assessmest that prevails
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amongst experienced teachers.  Mainstry (2001:160) believes that fundamental
pedagogics is based on the tenets of authority and control (with teachers as a dispenser
of uncontested knowledge), and a centrally determined curriculurn that emphasized rote

learning of subject matter in teachers’ education.

However in this research study it is recommended that the task of the teacher with
regard fo assessment centers on the creation and organization of a stimulating and
rewarding learning environment for learners. This should seek to ensure learners’ active
and willing participation in their learning experiences (see chapter one). Teachers need
to use assessment to enable learners to encounter theory and issues in the most practical
way possible (see chapter two). Lastly, teachers need to apply assessmeni strategies and
activities that will enable learners to analyze and interpret their learning content, in order

to make value judgements and develop positive attitudes towards learning

This implies that teachers need to use assessment strategies to facilitate the process by
which learners develop an appreciation and ability to participate in their respective
environments of learning. This further emphasizes that what is crucial with assessment
1s that pupils are expected to analyze and discuss problems; this entails an understanding
anc appreciation of the purpose, procedures and rules of assessment discourse. This
indicates that assessment knowledge is more a matter of “knowing how” as opposed to
simply “knowing that”. This suggests that no amount of listening to the teacher can
ensure the internalization by the learner of the “knowing how”. Good assessment
Involves learner-centered learning activities such as case studies, data-analysis,
theoretical exercises and industrial visits. Brain storming, debate, investigations,
decision-taking exercises, group work and presentations also have a valuable part to play
in assessment, teaching and learning for the promotion of the culture of learning (see

chapter four).

This system of assessment strategies clearly demonstrates that assessment is an
inseparable entity from teaching and learning processes. This is why Airasian (2001:6)
argues that it would take some skill and experience to use these sometimes time-
consuming approaches. Nevertheless, literature study and the results of the empirical
investigation of this study show that teachers’ assessment of learners” work could

possibly create a learning environment that is conducive fo autonomous and co-
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operative learning, which would facilitate a free flow of ideas, and encourage cngoing

learning.

Teachers will have to plan and deliver instruction, and include decisions sbout what will
be taught, how and when it will be taught, what materials will be used, how a lesson is
progressing and what changes in planned activities must be made. These
recommendations and implications on teachers’ education and assessment systerms in
schools indicate that a lot more needs to be done in changing the old mindset of the

teachers’ education curriculum.

7.5 LIMITATHONS OF THE STUDY

The purposive sampling procedure and the structured question items in the questionnaire
decreases the generalisability of findings. This study attempted not to generalise to all
areas of assessment in schools. There are a number of areas that need to be assessed in
schools. For example, Airasian (2001:6) cites that a first kind of assessment is used by
teachers early in the school year to learn about their pupils’ social, academic, and
behavioral characteristics and needs in order to foster and enhance Instruction,
communication and co-operation in the classrooms. This assessmment is called sizing-up
assessment.  Another kind of assessment is used by teachers when carrying out their
official responsibilities as members of the school bureaucracy. Tasks such as grading,
grouping, assessing progress, Interpreting test resuls, conferencing with parents,
identifying pupils for special needs placement and making promotion recommendations,
are all part of the official responsibilities a teacher assumes as an employee in a school

system. Such assessments are known as official assessmert.

There are a number of challenges for teachers regarding assessment. Consider the
situation in which a stakeholder, perhaps a national and state policy-maker, wants to set
state and national siandards, develop policies based on assessment, track the progress of
national and state achievements, provide resources to mmprove learning and provide
rewards or sanctions for pupils, schools and state achievements. They will look to what

has transpired from the results of assessment in all these activities in school.
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This is the reason why this research stady confined itself to teachers’ assessment of
learners” work as an inseparable activity from teaching and learning processes in order
fo promote the culture of learning in schools. The researcher only gathered the
theoretical data that considered the role of assessment regarding teaching and learning
activities in the learning environment. Iikewise the researcher also restricted his
research methodology to questionnaires that only probed teachers® perceptions about
assessment in the learning environment. Hence the ficld of study was demarcated to
study assessment as an activity that manifested itself in the learning environment

practiced by teachers and learners for the promotion of a culture of learning in schools.

7.6 SUGGESTIONS FOR FUTURE RESEARCH

In the recommendations and implications of this study in section 7.4.3, it is mentioned
that there is a sharp contradiction between teachers’ education and assessment of
learners’ work by teachers to mmprove the culture of learning. Teachers education is still
driven by external examinations, which makes the teacher’s position more difficult and
challenging in an environment where teachers are expected to apply assessment as a
strategy for promoting learning in a leamning environment, so that Jearners will

experience success in their learning situations.

Van der Vyver (2001:128) states that the examination driven education system of
teachers encouraped student teachers to read the particular examination question and
then dump memorized sets of information as their fesponses to obtain a particular
qualification. Since teachers have been exposed to this type of context throughout their
carcers, they have tended to develop the same strategies in their respective teaching and
learning situations. As a result they subvert assessment strategies that could assist
learners to develop a positive attitude towards learning. They know that ultimately their
learners will be measured by their ability to competently answer the external
examination. The tcacher’s primary concern is therefore how best to prepare their

learners for terminal examination. Consequently the teacher’s main obligation to pupils




is to get them through the syllabus and to prepare them for the final examinations (see

chapter three).

There must be a critical dialogue between teacher education institutions and education
departments about the values or implications of these new OBE assessment strategies
and approaches. Green (2001:129) believes that any change initiative in education has to
engage with who teachers are, where they come from and where they perceive
themselves to be going, since the emotional and cognifive well-being of Jearners

depends on the emotional and cognitive well-being of teachers.

In chapter ome in section 1.7.5 it was mentioned that the term ‘culture of learning’ is
generally defined in terms of learners’ behavior at such Institutions, but it needs fo be
recognized that most often learner behavior is determined by or is a response to teacher
behavior. Therefore this research study postulates that there is a need for further research
investigating the role of teachers’ colleges regarding Outcomes-based Assessment
approaches and their influence in improving the quality of learning and teaching in

schools.

Secondly, further research needs to be conducted into the problem of practising teachers
who seem not to understand assessment functions with the didactical context, This
problem was revealed in the empirical analysis, which showed that many teachers
appear to lack a deep understanding about this concept. A particular gap was how

assessment needs to be applied in the teaching and learning situation.

Thirdly, further research needs to be done regarding the relationship between formative
assessment and summative assessment. Outcomes-based assessment policy appears to
regard both formative and summative assessment as authentic assessment. On the
contrary, the traditional evajuation school of thought only accepts summative
assessment as authentic assessment. This has been revealed by literature studies on a

rumber of occasion in this study.

Lastly, different assessment strategics have been studied in this research. However the
study did not look at different assessment strategies for different learning areas. There is

a need for future research to evaluate the application of different assessment strategies
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for different leaming areas. Seeing that the nature, content and scope of different

learning areas vary, consequently their assessment strategies may not be the same.

.......

7.7 CONCLUSIONS

The aims of this study were to determine in what ways did traditional assessment
influence the culture of learning, and whether outcomes-based assessment practices have
the potential to contribute to the establishment of the culture of learning in schools.
These two aims were investigated initially through a literature review, and then through
an empirical'-investigation. For the purpose of this study, the empirical investigation was
restricted to a consideration of teacher’s opinions/perceptions, it did not involve scenario

based observations.

Literature studies revealed that teachers used traditional evaluation methods to ascertain
whether instructional objectives were achieved in the didactic sitﬁation. It has been
revealed that these methods always applied techniques that would allow learners to pass
the end-of-year examination, and that would prepare learners to be ready for summaiive
assessment. Hence these techniques were content-driven, only prescribing the pathway
to be followed by learners in order to achieve good results at the end of the vear. The

teachers’ responsibility was to drill subject-content in preparing learners for the writing

of examinations. Any deviations either by teachers or jearners suggested failure.

The results of the empirical analysis showed that traditional evaluation methods were

teacher-centred. This was mainly because teachers were expected to ‘deposit’ the
prescribed learning content ‘into’ learners, and learners were expected to be open
receptacles ready 1o receive information from their respective teachers. Then if teachers
felt that learners had well received the prescribed information they were passed; on the
contrary whenever teachers felt that learners did not receive the information very well
they were failed. This made teachers judge learners irrespective of the reasons that may

have caused learners not to perform well. This approach appears to have discarded

remediation and continuous assessment in the learning situation that could have signaled

to teachers problems that learners were experiencing about the content to be learnt.



Both literature review and empirical results indicated that the OBE assessment policy
attemipts to apply assessment as part of teaching and learning processes. Several
citetions from the literature were made to indicate that assessment should not only be
performed by teachers in the didactic situation. Instead, it sheuld promote dialogue
between teachers and learners about the subject-content, and enable learners to master
skills, values, knowledge and good attitudes towards learning for the benefit of the

culture of learning in schools.

The results of the empirical analysis revealed assessment in the ORE approach to be an
element that makes teaching learner-centred. Assessment in OBE promotes interaction
between teachers and learners, where teachers assist, guide and help learners to become
inquiring participants, develop confidence, become open-minded, resourceful and tasks-
committed individuals in the learning environment. The interaction between the teachers
and learners develops the attitude for effective and productive thinking in the teaching
and learning situation. The empirical results also indicated that assessment needs fo
promote interaction, which ensures that learners are active in the learning and teaching

processes, not merely recipients of knewledge and information.
Such assessment advocates that teachers need (o use assessment strategies that are clear

and transparent in order to allow responsiveness and active participation of learners for

the promotion of the culture of learning in schools.
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