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ABSTRACT 

The study is a survey of the aspect of teacher readiness for Outcomes Based 

Education. It was an investigation into aspects of t ~achers' practice to 

evalt1ate how much teachers possess of the knowledge, skills and competence 

needed by reflective practitioners envisaged in Outcomes Based Education. 

The focus of the study was on four areas: firstly reflective qualities like 

innovativeness, open-mindedness and wholeheartedness towards teaching. 

The second area covered the educators' awareness of the kinds of knowledge 

reflective practitioners ought to possess. Thirdly, the educators' attitude 

towards their profession were assessed. Finally, educators were given a self­

evaluation exercise where they assessed their needs objectively for competence 

to handle specific areas of Outcomes Based Educat,·o~ . 

The investigation involved 64 educators from si,-xteen rniddle and high schools 

in the Mafikeng District. Questionnaires, interviews and lesson observation , 

m ethods were used for data collection in the study. 

l Nwu. · 
llBRAR I 

R es ~lts o bta ined in the study showed thal approxinrntely 56% of the 

educators have 1noderate to low levels of innovativen ess. About 53% of the 

responses sugges ted som e trait of open -rnindedness. Middle school educators 

were n1.0re open -m inded than high school educato rs. Less tb.a n half of the 

educato rs in the s tudy (45,3%) indica ted a who lehearted enthus iasm for 

teaching. 54,7% have divided, m oderate to low levels of interest in teaching. 
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Results revealed a significant relationship between reflective ability and 

teaching experience . Experienced educators revealed b..igber levels of 

reflective abJity than educators with fewer years of teaching experience. 

However, there was no relationship between reflective ability and gender. 

More or less equal levels of reflective ability were exhibited by both rnale and 

female educators. 

On the essential areas of knowledge that reflective educators needed to 

possess, educators ranked as top priority a sound awareness of the importance 

of the Curriculum and Classroom Management. However, educators did not 

seem to appreciate the importance of the following areas: School 

Governance, the School Community, Learners, Moral and Ethical Issues 

and Classroom Experiences. Results obtained on the self-evaluation exercise 

proved that most of the educators felt incompetent to b.andle most of the 

procedures in Outcomes Based methodology. They indicated a strong desire 

for training in specific areas. 

It was concluded that a compreb.ensive in-service programme for educators 

must be developed. Such a prograrnrne wo1.Jd include, not only training in 

OBE, but also m otivation and self-developrnent training worksbops for 

educators. Secondly, optin1.um support must be given to educators in order 

to create conditions tb.at lead to the effective execution of learner-centred 

methods. Finally, the needs of educators sb.0t.Jd be at this point in time, a 

priority researcb area for tbe successful implem.entation of OBE. 
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CHAPTER ONE 

1.0 INTRODUCTION 

1.1 BACKGROUND TO THE STUDY 

South Africa is going through a process of change m education. The 

introduction of Outcomes Based Education{OBE) is an attempt to realise 

South Africa's dream, the creation of literate and productive citizens: 

The vision for South Africa encompasses a prosperous, 

truly united democratic and intern.ally competitive 

country with literate, creative and critical citizens, 

leading productive, self-fulfilled lives in a country free of 

violence, discrimination and prejudice. The realisation 

of th.is vision requires appropriate, lifelong education, 

training and development to empower people to 

participate effectivel,, in all processes of a democratic 

soc1ny... {Departme~t of Education: 1996) 
/ 

Outcomes Based Education {later referred to as OBE in this report) is the 

main change effort that is designed to transform education and make it 

relevant to the country's needs . The country needs an education system that 

will prepare citizens who can contribute effectively to tbe social, political and 

economic development of the nation. 

OBE is an innovation in the sense tbat it is a ccnnplete cl1.ange, a paradigm 

shift from the old methods. Educationists bave claimed that OBE faces an 
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implementation challenge of such magnitude South Africa has never 

experienced before. This is because innovation in education is not a question 

of providing new information but is also a matter of changing attitudes and 

values, providing new skills and adjusting relationships.(: erna B: 1997) 

The teacher is the key to educational transformation. No genuine innovation 

in education can be successful unless teachers are personally committed and 

prepared to ensuring its success. It is important that in the implementation 

of OB E the focus should shift to teachers. 

One of the most important challenges facing the implementation of 

Outcomes Based Education lies in the area of educators, their skills, 

expertise and cominitment t o the new education system. It is important to 

ensure that teachers are well prepared for the role they have t o play in OBE. 

It is essential that the training needs of teachers are identified and that they 

should receive the n ecessary training and support t o make them adequate 

professionals for OBE because ultimately, it is the t eachers' competence and 

attitude that will deterrnine the success o r failure of tl1.e new education 

venture. 

1.2 STATEMENT OF THE PROBLEM 

In the transformation of education, teachers find themselves caught u p in 

circumstances of change, especially the task of translating ideas into 
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meaningful classroorn practice. This study was an investigation into the 

practice of teachers to discover to what extent teachers engage in reflective 

teaching. 

It is a necessary prerequisite that before any educational innovation is 

contemplated, teachers are provided with the necessary knowledge, skills and 

expertise to enable them handle the new programme. The skills, knowledge 

and competence of the educator and his enthusiasm about teaching will 

determine the success of the educational innovation. 

The focus of this study was on teach~r readiness for Outcomes Based 

Education with particular reference to reflective practice. Curriculum 2005 

requires adequate versatJe professionals who are capable of reflection. 

Reflective professionals are educators who are open minded, flexible, capable 

of analysis, exhibit resourcefulness, are enthusiastic about teaching; and have 

a high level of professio nal respo nsibility . 

A few key questions emerged as important to understanding the teachers 

thoughts about reflective leaching: 

1. To what extent do teachers engage in reflective teaching? 

2. D o teachers reflect on their leaching before the lesson, during the 

lesson and after the lesson? 

3. What classroom events slin11.Jate the teachers reflective thinking? 
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4. What classroom events stimulate the teachers' innovativeness, open­

mindedness, wholeheartedness and enquiry skills? 

5. What do teachers think about their practice? 

6. Using the methodology requirements of Outcomes Based Education, 

teachers were asked to cohduct a self evaluation exercise to indicate 

areas where they felt inadequate and therefore desired training in the 

form of staff development programmes . 

The success of Outcomes Based Education rests to a large extent, on the 

creation of reflective educators who are capable of self-evaluation. When 

educators learn to identify their training needs, it is the first step towards 

their, professional development. 

1.3 PURPOSE OF THE STUDY 

The purpose of this study was to assess to what extent teachers in the 

Molopo, Botshabelo and Dithakong circuits of the Mafikeng District are 

ready for the role educators are expected to play in Outcomes Based 

Education, with specific reference to reflective practice. 

It was an attempt to explore aspects of the teachers) practice to evaluate 

whether teachers indeed display the qualities that are expected fron1 reflective 

educators envisaged in Outcomes Based Education. Using the essential 

characteristics of a reflective t eacher as a guide, a sm-vey was carried out to 

discover areas where teacl1.ers need development and training in the area of 

reflective teaching. 



5 

The study took into account the teachers' reflective ability inside and outside 

the classroom. There was an attempt to probe to what extent teachers engage 

in reflective thought and action regarding their whole practice of teaching. 

Secondly, the study was a test of the teachers' professional competence - witli 

particular reference to methodology in the classroom. The idea was to 

discover whether teachers are professionals who are well-grounded 1n 

educational theory and practice. Again, this aspect was closely linked to the 

methodology that teachers are expected to be conversant with in Outcomes 

Based Education. 

Thirdly, the study also aimed at discovering teachers' responses to challenges 

in their profession. One of the essential characteristics of the reflective 

tea·cher is the enthusiasm with which h e approaches his daily activities. 

Enthusiastic teachers will be prepared t o take up the challenges posed by 

Curriculum 2005. The teacher 's thoughts and feelings about his profession 

have a direct impact on the quality of work he produces . 

Finally, the study became a survey of the in-service needs of t eachers- training 

n eeds arising from areas of inadequacy taken from the observation of 

teach ers, interviews, questionnaires and also fro m the teachers self -

evaluation. 

) 



6 

1.4 RATIONALE FOR THE STUDY 

The teacher plays a potentially powerful role in bringing about educational 

transformation. Bishop. (19~5), states a ·curriculum is ,only as good as the 

quality of its teachers. In other words, the knowledge, skills and competence 

of the teacher determine to a great extent, the success of an educational 

innovation. 

When innovations like Outcomes Based Education are introduced, many 

teachers often lack the necessary skills and knowledge to carry them out. 

The teaching profession in South Africa, as in most African countries, is a 

mixed bag consisting of unqualified teachers, highly qualified teachers, and 

poorly qualified teachers. Beeby, outlined the difficulties that emerge when 

new programmes are given to inadequately trained teachers: 

Poorly educated teachers can teach only what they know 

and so they cling to the textbook and depend on the 

narrow, formal fran1ework of the system to give them a 

sense of security. To ask. ~uch teachers lo .... adapt their 

teachi1~g boldly to them is lilw snatching the life-jacket 

from a poor swimmer. (Beeby, quoted in Bish op, 1985: 
194) 

The poorly educated teachers and l'h.e untrained teacbers need h elp when 

innovations are introduced . Tbey are insecure in no rmal situations , 

therefore, innovations tbrow them into the deep end . Adequate support and 

training must be provided fo r such teacl,ers and Ll,ere mus l be a sensitivity 

to tbeir pligbt. 
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Experienced teachers also need help in the face of innovations. Innovations 

can render a teacher's skill and experience irrelevant. He can feel lost and 

insecure in the face of a co1nplete change from what he, has t:nown before. 

For most teachers who are used to chalk and talk and other teacher-centred 

methods, Outcomes Based Education .represents a complete shift in 

methodology. Experienced teachers have to adapt to new skills for instance, -

learner centred methods in the classroom. Teachers have also expressed 

f eeli.ngs of inadequacy: 

''Yes, Outcomes Based Education offers the promise of 

better quality education, however, our members are 

concerned and worried that if quality is to improve, then 

effective in-service training is needed for (us) teachers ... " 

(South African Democratic Teachers Union 

Chairperson, Mafi.keng, January 1998 - address to the 

teachers) 

It is therefore imperative tbat tbe in-service needs of teacbers be evaluated 

and tbe_ necessary training and re-training given to allay such concerns. 

Tbe kind of educator required in the education system of Soutb Africa at tbe 

present moment bas the qualities outlined by the South African Committee 

on Teacber Education. 

The Department of Education COTEP docum.ent (Feb. 1996) indicates that 

each teacber must exhibit some of the following qualities: 
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1. The ability to reflect critically on his own practice. 

2. The ability to reflect on education in society. 

3. Must be autonomous, flexible, creative and a responsible agent for 

change in response to the educational challenges of the day. 

(Department of Education COTEP, 1996: 10) 

These qualities describe a reflective educator. Reflective teaching is a spiral 

or cyclical process where the teacher continually monitors, evaluates his own 

practice. The reflective teacher views teaching as a facilitating process to 

enhance and enrich development (Fostnot: 1989: 11). 

In an attempt to bring about improvements in the quality of education, 

policy makers should focus on empowering educators with 1-~nowledge, skills 

and expertise to make them reflective professionals. 

If the empowem-ient of educators is to be acb.ieved it is important to discover 

the skills that educators need lo make tbem adequate professionals for OBE. 

It is crucial to allow educators to evaluate tbemselves(in a typically reflective 

manner) and indicate areas where they feel they need in-service development, 

an analysis which can provide a focus for tbe in-service training of teachers. 

Professional growth in these constantly changing tirnes 

is the concern of every profession. Education, as a 

profession, must provide its staff witl-i opporh.mities to 

grow ... The fact still remains that an effective in-service 

program can produce res LJ ts that will lead to increased 
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competence and effectiveness m the perf onnance of 

teaching. (Cawood, 1981: 15) 

A study of the in-service needs of teachers in the Mafikeng District will give 

insight on the professional development needs of most of the teachers in the 

North West Province and the whole of South Africa. It might shed light on 

the question of teacher readiness for Outcomes Based Education. 

1.5 DEFINITION OF TERMS 

In this study a number of terms have been used that lend themselves to a 

variety of meanings in different contexts. In this section, the definitions 

given reflect the meanings of these terms as they are used in this particular 

study. 

1.5. l Reflective Practice 

This term embodies two concepts namely "reflection" and "practice" . The 

term reflective is derived from the idea of reflection. 

Reflection is an important human activity m which 

people recapture their experience, think about it, .. And 

evaluate it. It is this working wilh experience that is 

in~portant in learning. (Loughran, 1966: 3) 

The concept "practice" refers to the practice of teaching, the professional 

duties and obligations of the teacher in the classroon1 and the school. The 

focus of this study was mainly on the teacher's mindse t or views about the 

way teachers should approach their day to day lasks in tbe classroom and the 

school. 
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If a teacher is reflective in the practice of teaching, he engages in reflective 

action. Reflective action .. involves a willingness to engage in constant self­

appraisal and development. (Pollard and Tann, 1987: 4) 

Teachers who engage in reflective practice are those who analyse and reflect 

on issues surrounding the execution of lessons and the broader issues 

surrounding education as a whole. Reflective teachers monitor, evaluate and 

improve their practice. {Pollard, and Tann, 1987) 

1.5.2 Outcomes Based Education (OBE) 

This is a reference to the new approach to education that has been intr-:::>duced 

to the South African education system and is based on the National 

Quahfications Framework (NQF). OBE is presented to the schooling 

subfield th.rough Curriculum 2005. 

OBE aims to develop citizens who are creative, critical thinker. Innovators 

and problem solvers instead of meel~ studenls wbo are consum.ers of 

knowledge. It is logical that reflective praclice bas become a requirement for 

school educators. 

Evaluation 

At a definitional level, evaluation subsumes judgernent, assessment and 

appraisal. Evaluation is about working out lli.e value of something on the 

basis of evidence. (Alsway and Van Renshurg: 1995) 
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In this study the researcher had to make value judgements on the teachers 

reflective ability using their responses to questionnaires, interviews and also 

lesson observations. 

1.5.3 In-Service Needs 

In-service needs of teachers are referred to as areas where teachers in the field 

need staff development or in-service education. In this study in-service needs 

are assumed in the context of OBE to include skills required for reflective 

practice such as innovativeness, open-mindedness wholeheartedness or 

enthusiasm for teaching, evaluation skills and facilitation skills and 

communication skills. 

1.5.4 Anticipatory Reflection 

This involves thinking about the lesson before it begins, reflecting on 

different m ethods, posing problems and solutions before setting on a course 

of action. (Lo ughran, 1996) 

1.5.5 Contemporaneous Reflection 

It refers to the process of responding to the complex and dynamic nature of 

t eaching circU1nslances in the classroom. . The teacl-ier rn ust perceive and 

respond irnni.edialely to difficult silualions in d1.e lesson s and offer 

satisfactory solutions for such occurrences. (Richards and Locl?hart, 1994) 
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1.5.6 Retrospective Reflection 

Retrospective reflection is the act of thinking about a lesson, reflecting on it 

in order to learn from the successes or failures experienced. (Pollard and 

Tann, 1987) 

1.5.7 Innovativeness 

This is the ability to introduce new things or new m ethods (Oxford 

Dictionary, 1990) In this study the innovative teacher is one who has a 

willingness to adapt to changes and new ideas and has a commitment to 

contributing towards educational developments. (Pollard and Tann, 1987) 

1.5.8 Open-mindedness 

To be open-minded is to be ready to listen to more sides than one. In this 

study the open-minded teacher is one who is flexible and responsive to 

alternative teaching strategies that are available lo li..im . (Loughran, 1996) 

1.5.9 Wholeheartedness 

Wholeheartedness is displayed when a teacher lo projects a li..igh level of 

interest and enthusiasm in his approach lu leacli..ing. In this study, the 

educator projects this wholeheartedness in adJi Lion Lu d.e high level of 

inlerest in teaching and also finds n1.eaning and fl.Jfil.menl in th.is occupation. 

(Dewey, 1933) 
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1.6 Educators 

In this study, the term 'educator' refers to teachers in middle and high 

schools. The terms "teachers", "educators" and "pra~titioners" are used 

interchangeably to refer to teachers who are responsible for instructional 

practices in the classroom. 

1.7 Summary 

The successful implementation of OBE rests in the creation of reflective 

educators who possess the knowledge, skills and in expertise required in this 

challenging programme. If this aspect, that is so crucial to the success of any 

educational innovation is taken care of, it might go a long way in providing 

for a smooth transformation in the education of South Africa. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.0 INTRODUCTION 

In order to carry out this project, two major variables were identified namely, 

reflective skills (for an educator) and outcomes-based education. This 

chapter focuses on these two variables and elaborates on how they might be 

related to each other. The organisation of the material in tbis chapter is as 

follows:- firstly there is background information on the transformation of 

education in South Africa and the introduction of OBE; secondly, the need 

for reflective practitioners in the implementation of OBE is discussed; thirdly 

the nature of reflective practice and the characteristics of reflective 

practitioners are discussed; finally the role of reflective teachers in OBE is 

the focus of the last section in the chapter. 

2.1 BACKGROUND INFORMATION 

THE TRANSFORMATION OF EDUCATION IN SOUTH 

AFRICA 

The transformation of education in South Africa at the present rnoment, is 

part of the social change that is tal<ing place in all seclors of life in the 

country. This transformation has come about because of the realisation that 

South African citizens must be fully equipped to solve the complex socio­

economic and political problems that face, not only Soutl1. Africa but other 

nations as well. 
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All South Africans look forward to a prosperous, democratic country, a 

nation that is free of discrimination. For many, this 11.1.eans they must be 

empowered to participate as active citizens who are able to influence public 

policy. In order to create active citizens who are capable of independent, 

creative th.inking for a democratic society, sometbing must be done in the 

education system. Tbe previous education system did not prepare citizens for 

a democratic society. 

The introduction of OBE is a response to the inadequacies of the old system 

of education in South Africa. The traditional approach created citizens who 

accepted know~edge packaged out for them, instead of being absorbed in 

critical th.inking. Because of its teacher centred methods, it created passive 

learners who could not take responsibility for their own learning. Learners 

had no opportunities for decision-making in the classroom or school. It is 

assumed that individuals who were educated in this type of system were 

unable to participate actively in solving the problems or i1, socio-econ omic 

development of any society. 

Curriculum 2005 is a new programme for scb.ooling in Suutb. Africa wh.icb., 

according to ~-D epartment of Education Policy Docw1.1.enl , 1996: l aims at; 

Equipping all learners witb. tb.e knowledge, compe tence 

and orientations needed for success after tb.ey leave 

sch ool. ... Its guiding view is tb.at nf creating a lb.inking, 

competent future cilizen. (~~ OJ C"d..c..o+.ari , 1'1c..i l, '. •) 
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2.2 COMPETENCE BASED TEACHER EDUCATION 

The main focus of the transformation of education in South Africa is on 

changing classroom practice. The deficiencies in teaching should be assessed 

and remedied. The teacher is at the centre of this transformation process. 

It is ultimately his classroom practice that will determine the success or 

faJure of the change effort in education. 

In the search for quality in teaching, the Committee on Teacher Education 

came up with a policy document on N onns and Standard for Teacher 

Education in February 1996. In this document the qualities that are 

desirable in a prospective teacher are outlined. Quite significantly, a mixture 

of two models are proposed for reforming teacher education, namely a 

Competency Based Education and Reflective Practitioner Approach. 

Competency Based Teacher Education is based on the belief that teachers 

should possess specified competencies that should contribute towards effective 

classroom practice. These competencies include competencies related to the 

knowledge a teacher must possess and competences related to skJls like 

c01n11:1U1ucation, 11.1.ethodology, classroon1 1nanagen1ent and assessn1.ent skills. 

However, the focus of this study is not on the competency model but on the 

Reflective Practitioner M odel of Teacher Education. 
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2.2.1 The Need for Reflective Practitioners 

The Cotep Document of 1996 clearly illushates the type of teacher the 

country needs for the success of OB E. 

This document stipulates that teacher education in South Africa should 

prepare; 

. . . teachers to be active and reflective men1.bers of the 

teaching profession. (Department of Education 

(COTEP), 1996: 12) 

!. IVV.,u 
lJBllARy/ 

Teacher education )according to this document)should develop - student 

teachers who are interested in: promoting the educational, moral and spiritual 

wellbeing of the learner, exercising critical thinking skills in all spheres of 

professional activity; show an active involvement with parents and parental 

community and are committed to professional development as educators. 

The reflective practitioner envisaged in the Cotep Documenl of 1996 reflects 

the qualities such as. 

a) The ability to reflect critically on lus ow-:r1 practice 

A reflective practitioner engages in self evaluation and self-enquiry. 

Richards and Lockli.art (1994) rnainlain tbaL the reflective teacher learns a 

lot from self-enquiry. Por rnany teachers, classroo1ns visits by supervisors are 

the main source of information or feedback on their competence in 
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instructional practice. These cornrnents are useful. However, teachers 

themselves are in the best position to examine their own teaching. From th.is 

enquiry the teacher is rnade aware of his competence and also areas of need. 

He is in a position to identify his in-service needs which can be addressed 

through staff development programmes or through private study. This 

approach leads to professional growth. 

b) The ability to reflect critically on education in society 

The reflective teacher has a willingness and commitment to contribute 

towards social and educational development in this society. Such a teacher 

can make th.is effective contribution if he is capable of reflecting on and 

obtaining information on educational and social developments in order to 

identify and understand recent trends. He can come up with positive 

suggestions about innovations which would enable his school to contribute 

to developments in the community and society in general. 

c) Finally, the reflective p1·actitione1· is flexible, creative and is a 

responsible agent f01· change in response to the educational 

challenges of tl1e day 

The flexible teacl1.er is adaptable in the changing situations and circurn.stances 

in tli.e classroom or tbe wbole practice of teaching. OBE has brought about 

changes in instructional practice to whicb teacbers must adapt. F lexible 

teachers will take up tlus challenge of adapting to new metbods of teaclung 

and new metbods of assessrnent. The reflective teacher is innovative. H e is 
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capable of working out new ways of doing things or new approaches to solving 

problems. OBE requires creative and innovative educators who will instil 

these essential qualities in the learners. 

2.3 THE NATURE OF REFLECTIVE PRACTICE 

There are various ways of considering reflective practice. Loughran ( 1 996) 

has distinguished three types of reflection: anticipatory reflection, 

contemporaneous reflection and retrospective reflection. 

Schon (1987) described three forms of reflection, reflection-on-action, 

reflection-in-action and reflection-for-practice. Brubacher et al (1994) have 

used terms that are identical with Schon (1987). 

2.3.1 Reflection-for·-Practice: Anticipatory Reflection 

This is the first and most common type of reflection most teachers embark 

on and it embraces the question: 

How might I approach teaching this, particular lesson/ 

content? 

If this question is the entry to reflective teaching then it sh.ould be a guide 

how the educator reasons through and develops a pedagogical approach that 

is tested through practice . 
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Anticipatory reflection offers opportunities to worl<' through and offer 

suggestions and make purposeful decisions about the course of - action to be 

embarked upon in the lesson. 

In order to teach a lesson satisfactorily, there is a need to think about the 

topic to be taught, the methods to employ in teaching it and why these 

methods are applicable. However, there is a difference between planning a 

lesson and reflecting on how the lesson might unfold, the options avaJable 

in the teaching environment and the reasons for the action to be adopted. 

(Loughran, 1 996) 

Anticipatory reflection involves an approach to thinking about teaching in 

ways that allow the teacher to pose problems concerning the lesson, to reason 

through the choices, to hypothesize about what might and might not work 

and why, and to settle on a course of action whicb. can be tested through 

teaching. 

It involves reflecting on different approaches to teaching con. lent, sifting and 

sorting the ideas until you settle on an approach to adopt. It gives the 

teacher an opportunity lo approach teaching in a more responsive than 

rnechanical way. Reflection on how a teaclung episode might progress gives 

a greater sense o f purpose to teaching. 
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The reflective teacher works out what we may call anticipated difficulties. 

Strategies for handling such occurrences are then worl~ed out for use during 

the lesson. 

The following questions are the kind of reflective questions that should be 

part of anticipatory reflection: 

a) Are the students going to learn something in this lesson? 

b) Is the lesson going to be enjoyable, varied and satisfying? 

c) Does the lesson connect up with what went on before? 

d) Is it building on previous learning? 

e) Does the lesson lead the way to useful activities in later lessons? 

f) Is it opening up new areas of knowledge or practice? (Hubbard, et al: 

1983) 

2.3.2 Reflection-in-Practice: Contemporaneous Reflections 

This refers to reflection-in-practice or-action-present reflection. This type 

of reflection should occur during the course of the lesson. I l is teacher's 

response to the anticipated and unexpected things that occur during the 

course of the lesson. The teacher learns from tlus practice in action. 

Lough.ran (1996) states that it is th.rough conl:emporanenus reflection when 

the complex and dynarnic nature of leadung may be developed so that it 

becom.es immediately responsive lo learning. (Lough.ran, 1996) 
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It is a situation where decisions need to be made on the spot, problems and 

difficulties in the lesson have to be noted and resolved. In, most cases, it calls 

for immediate changes or alternative approaches during the course of the 

lesson. This can be contrasted lo a mechanical approacb wbere the teacher 

follows a fixed route during the lesson even if obvious failures are observed. 

For the inexperienced teachers reflection-in)ractice can be frustrating and 

difficult because they lack extensive classroom teaching experience. The 

diffict.Jties associated with attempting to respond quickly to changes in the 

lesson combined with the pressure of trying to develop mechanisms for 

addressing problems are all added pressures for such teacbers. 

Since contemporaneous reflection is a complex exercise, Schon (1983) 

suggests that the more often the process is em.ployed, the rnore con1.fortable 

one might become with its use. Tl1.rnugh constant praclice and adaptation, 

the process becomes more and more refined. Schon also explains that 

reflection-in-practice can be understood tli.rough phrases like: 

... thinking on yo1.u feet, keeping Yl)u_r wits ahoul you, 

and learning by doing (and) sugges l 1wl only di.at we can 

think about doing but tl1.al we can dunk ahuul Juing 

sornething while doing il. Sume ()[ Lhe musl inleresling 

examples of tlus process occur in the rnidsL of a 

performance. (Scl-wn, 1983: 54) 
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Reflection-in-practice demands that the teacher shm.Jd be capable of 

evaluating his actions and also all aspects of classroom occurrences as they 

occur. It calls f0r a spontaneous approach to the dynamic nature of the 

teaching-learning situation. 

Pollard and Tann (1987) describe the quality of witb.itness as an essential 

element in reflection-in-practice. 

Teachers who are withit have eyes in the back of their heads. 

They are able to anticipate and see where help is needed . They 

are able to nip trouble in the bud. They are skilful at scanning 

the class while helping individuals.. They are alert, they can 

pre-empt disturbance, and they can act fast. They can sense the 

way a class is responding . and can maintain a positive 

atmosphere. (Pollard and Tann, 1987: 122) 

One realises that this kind of teacher effectively manages all events and 

interaction that occur in the classroom effec tively. 

Reflection-in-practice is a challenge for most teachers. It rnay be threatening 

or uncomfortable to recognize the need for alternative approaches during the 

course of the lesson and to boldly execule the cbange. H()wever, this ability 

can salvage a lesson tbal ccn.Jd otberwise turn out lo be a disastrous one. 

Conten1poraneous or reflection-in-practice 1s a crucial aspecl of reflective 

practice. 
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2.3.3 Reflection-on-Practice: Retrospective Reflection 

It is not adequate for teachers to depart from their classes relieved that they 

have completed another lesson. It is important to reflect on the experience 

and learn fro1n it. The key to retrospective reflection lies in the following 

questions. 

i) Why was the lesson good or bad? 

ii) How can the learning from that lesson shape my thinking about other 

situations? 

Retrospective reflection is not confined to bad lessons. It means learning 

from the experience regardless of the faJure or success. It is more than a 

fleeting glance or thought about the lesson. From retrospective reflection 

comes the ability to improve the way lessons are taught. 

Retrospective reflection 1nust involve questioning what happened in the 

lesson and why. Open-nundedness is an important quality in this situation. 

There must be a wJlingness to change certain aspects of teaching in future 

lessons . Events in a lesson might aHect approaches to subsequent lessons. 

It also aHords the teacher time to see and reflect on dungs he might not have 

worked out during the lesson. 

The reflective teacher makes evaluative decisions about a lesson. Richards 

and Lockhart (1994) describe evaluative decisions as those decisions a 
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teacher makes after a lesson has been taught. They arise from asking the 

following kinds of questions about a lesson: 

a) Was this lesson successful? Why? Or why n ot? 

b) What were the main strengths or weaknesses of the lesson? 

c) Did the students learn what they were intended to learn? 

d) Did the lesson address the students need? 

e) Were all students involved in the lesson? 

f) Did I do sufficient preparation for the lesson? 

g) Do I need to re-teach any aspect of the lesson? 

h) Will I teach the material in the same way again? 

Retrospective reflection is a powerful tool in helping teachers t o reshape their 

teaching in future instructional episodes. It can lead t o improved practice as 

the t eacher considers the options available and works towards some form of 

problem. resolution. /4.,~u 
2.4 SIGNIFICANT ELEMENTS OF REFLECTIVE PRAJt.r/4. 
Sparks- Langer and Amy Colton (1991) 111.aintain that there are tl1.ree 

essential elements that play a crucial role in fostering reflection and reflective 

practice in a teacher. These elements are : the cognitive elemenl, the critical 

elem.ent and the n arrative ele1nent. 
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2.4.1 The Cognitive Element 

The cognitive element refers to the knowledge thal teacl-iers need to be 

reflective, to make good decisions regarding Lheir praetice. Seven broad 

categories of a knowledge base that wot.Jd contribute lo successfd reflective 

teaching are:-

2.4.1.1 Content Knowledge 

An informed teacher has an extensive knowledge base about teaching. 

Teaching is a complex, mcltidirnensional activity. The teacher who 

has extensive knowledge of his subject matter, and a deeper awareness 

about th~ different dimensions of teaching is better prepared to make 

appropriate judgements and decisions. 

2.4.1.2 Strategies of Classroom Management 

A reflective educator is able to rnaintain order and discipline in the 

classroom. He is able to handle and control all aspects of the learning 

episode. This includes motivating Lhe leam.ers, managin.g, maintaining 

and monitoring learning successfdly. Through active judgement and 

active decision-11.1.aking, the leacb.er minimizes disturbance, b.andles 

crises and maintains a smootb. flow of tb.e lesson. (Pollard and T an.n, 

1987) 

2.4.1.3 Knowledge of learners and their characteristics 

The reflective practitioner b.as adequate knowledge of Lb.e learners and 
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their learning ability. This is a crucial element in OBE. The learner 

in OBE is at the centre of learning. The emphasis in OBE is to give 

opportunities to each learner that wiP pennit lum to realize his full 

potential. Because of this principle each learner's progress is assessed 

continually, each learner's needs are identified and accommodated 

through timely intervention - the provision of remedial classes. 

(Department of Education Assessment Policy in the General 

Education and Training Phase: 1998) 

2.4.1.4 Knowledge of Educational Contexts: School 

Governance and the School Community 

One area that has received significant transfonnation 111 South 

African education is school governance. A number of crucial changes 

have taken place, that have transferred power from principals and 

school boards to Parents and Teachers Associations and School 

Governing Bodies. It is essential that teachers should possess 

adequate knowledge of school governance in order t o operate 

effectively in the school. The question of accountability is crucial. 

Teachers should know the people they are accom1table to in the 

practice of teaching, learners, parents, the school, tl1.e school 

community and society in general. 

The reflective teacher has adequate knowledge about, and interacts 

with the school community. Recent trends have shown that in the new 
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South Africa parents and the school communily provide slrong allies 

in generating support for school development. 

2.4.2 The Critical Element 

This aspect deals with moral and ethical aspects of social justice. Teachers 

must be active interpreters of policy. Teachers are individual members of 

society who have the right to pursue their own values and beliefs as guided by 

their individual, ethical concerns. However, reflective teachers cannot afford 

to be passive on issues of social justice. 

Zeichner (1990) highlighted that the reflective teacher's attention is focused 

inwardly at his own practice and also outwardly al the social conditions in 

which these practices are situated. For Zeichner, the reflective teacher 

vocalizes instances of inequality and injustice within schooling and society for 

close scrutiny. He is also committed to reflection as a social practice. 

(Zeichner, 1990) 

2.4.3 The Narrative Ele1nent 

The third element of reflective practice, the narrative elernent refers to 

teacher accounts of their own classroo1n experiences. Eacl1. teacher has a 

repertoire of his own classroom experience and il can serve as a useful guide 

to his future lessons. 
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Cross (1988) maintains that a critical reflection on classroom experiences 

involves examining teachin.g experiences as a basis for evaluation and decision 

making and as a source of change. 

Reflective teachers are better informed on the nature of their teaching since 

they are able to evaluate their stage of professional growth and what aspects 

of their teaching they need to change. The assumption is that if teachers are 

actively involved in reflecting on what is happening in their classrooms, they 

are in a position to discover whether there is a gap between what they teach 

and what their learners learn. Examining classroom experiences the ref ore 

becomes a systematic exploration of classroom processes in order to improve 

instructional practices. 

2.5 THE PROCESS OF REFLECTIVE TEACHING 

Reflective teaching requires teachers to monitor, observe and collect 

information on their classroom practice . This information is then critically 

analysed and evaluated and certain decisions are made. This leads to a 

situation where t eachers revise their classroom plans and actions befo re 

beginning the process again. It is a spiral on-going process that shm.Jd lead 

to higher quality teaching. Diagran.1 2:5 on page 30 illustrates this process 

of reflective teaclung. 
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Diagram 2:5: The Process of Reflective Teacb.ing 

Reflect 

~ 
Evaluate actions Plan 

r 
Analyse information Ma1 provision 

j 
Act 

Collect informati~tion 

When teachers engage in the types of reflection discussed h ere, namely: 

anticipatory reflection, contem.poraneous reflection and retrospective 

reflection or reflection before, during and after a lesson, llus is part of the on­

going process of reflection that sbm.Jd dom.inale continuously in the practice 

of teaching. 

Tbe steps outlined in Diagran.1. 2 :5 above illustrate that reflection sbould 

serve a purpose. Tbe reflective practitioner al any stage in the teaclung­

learning process sbould reflect and mabe plans based on tbe reflection. After 

planning, provisions are made for tbe effective execution of plans. He then 

acts on the plans, and, during the action collects information about the 

action - strengtbs, weal<nesses and otber cues . After eacb acl tbe information 
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is analysed and all actions are evaluated. In other words, h e reconsiders all 

the activities of the learning episode. This becomes a useful starting point 

for reflecting on the next learning episode. This signals t~e beginning of the 

n ext cycle. 

Brubacher et al (1994) summed up the nature of reflective practice. The 

reflective practitioner is one who makes decisions after a careful consideration 

of all the assumptions on which the decisions are made. These decisions are 

made before, during and after a learning episode. In order to make these 

decisions the teacher must have adequate curriculum knowledge, classroom 

· management skills and instructional skills, knowledge about students, the 

school and society. 

2.6 CHARACTERISTICS OF REFLECTIVE TEACHERS 

Reflective t eaching can be contrasted to routine teaching. The routine 

teacher is guided by tradition, habit, and authority and by institutional 

definitions. H e is relatively static and does not respond to changing priorities 

and changing circumstances. (Pollard and Tann, 1987) 

The reflective teacher possesses qualities that are a direct contrast Lo tl1.ose 

that are exhibited by a routine traditional teach er. The reflective teacher is 

actively engaged in the process of reflection. H e is actively and purposefully 

engaged in thinking and working oul way of responding to problem situati( ll1S 

and all situations surrounding the teaching-learning situatio n . He is not 
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static, but possesses an active concern for ain.1s and consequences nf teaching. 

He does not adopt a mechanical approach to t eaching . 

A mechanical approach is one where the teacher automatically repeats what 

he has done before, or goes through procedures witl-wut analysing or 

evaluating his actions and the success or failure of planned activities. 

Good teaching requires rational, reflective and conscious decision-making. 

Reflection is a process which enables the teacher to justify his or her decisions 

in the classroom. 

Teachers are confronted with a range of different options and are required to 

select from among these options the ones they think are best suited to a 

particular goal. The option the teacher selects is lmown as a decision. 

Teaching involves making a great nwnber of decisions. Before a lesson is 

taught it must be planned. The teacb.er makes planning decisions. During 

the lesson the teacher has to make on-the-spot decisions concerning different 

aspects of the lesson, many o f wlucb. l1ave not been planned. After d1.e 

lesson, the teacher 111.ust make decisions about its effectiveness and what the 

follow up will be . Tb.ese are known as evaluative decisions. (Ricb.ards and 

Lockhart, 1994) 
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Firstly, a reflective t eacher combines enquiry with innovativen ess, open­

mindedness and wholeheartedness . He continually evaluates and revises his 

own practice, is creative, flexible and has great enthusiasni in his approach t o 

t eaching . 

Secondly, a reflective teacher displays an active concern fo r aims, means and 

consequences . In other words he is goal-oriented. At the same time the issue 

of arriving at specified goals on outcomes is also important to him. That is 

why classroom procedures are of such importance to him. 

Thirdly, the reflective practitioner relies on his own judgement, which is 

informed partly by self-reflection and partly by significant authorities and 

insights from educational disciplines. 

S om e of the essential characteristics of the reflective teacher will n ow be 

discussed in greater detail. 

2.6.1 Innovativeness 

AT1 innovat ive teacher is on e who is creative and is interes t ed in the 

develo pment of n ew ideas in his educational and social context. It is the 

responsibility of reflective teachers who possess an awareness o f issu es beyond 

the classroorn, fo r instance, social issu es , to contribute towards sch ool 

d eveloprnen ts. The reflective teacl1.er com es up with pos itive sugges tions 

about innovations in his subject o r school which wo1.Jd enable the school to 
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contribute more f1.Jly to developrnents 111 the comnnmily and society m 

general. 

2.6.2 Open-mindedness 

Open-mindedness is the ability to consider problems in new and different 

ways, to be open to new ideas and thoughts. fu, open-minded teacher is 

ready to listen to more sides that his own, to be an active listener who is 

prepared to change previous practice in the light of new information. 

According to Dewey, open-mindedness is; 

An active desire to listen to more sides tl,an one, to give 

heed to facts from whatever source they come, lo give full 

attention to alternative possibilities, to recognise the 

possibility of error even in beliefs which are dearest to us. 

(Dewey, 1933: 29) 

Open-mindedness is an essential quality in reflection because any enquiry 

that is based on partial evidence is weal~. It is tberefore bealthy for teachers 

to engage in self reflection and to cballenge tbeir prejudices and ideologies as 

well as those of otbers . However, open-rnind edness does not mean a 

reluctance to believe in one's value position on social and educational issues 

but to constantly evaluate one's position in the light of new ideas in society. 

This quality of open-mindedness is partinJarly essential for leacbers in tbe 

light o f the new curriculum Outcomes Based EJucalion. For some, if not 

most of the teachers, OBE represents a change in their professional beliefs 
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and their methods of teaching. It means entering new, Lmfamiliar areas in 

teaching. Open-mindedness is a quality that must be developed in teachers 

to make them receptive and ready to explore new areas in education. 

2.6.3 Wholeheartedness 

The third attitude that is desirable in a reflective teacher is that in a reflective 

of wholeheartedness. For Dewey, a reflective individual should be dedicated, 

single-minded, energetic and enthusiastic. 

There is no greater enemy of effective thinking than 

divided interest. A genuine enthusiasm is an attitude 

that operates as an intellectual force when a person is 

absorbed, the subject carries him on. (Dewey, 1933: 30) 

Wholeheartedness is displayed when a teacher is thoroughly i1~volved in his 

subject. Interest is maintained at a very high level. Such an enthusiasm is 

c~ntagious. Interested teachers make interested learn.ers. 
l 

A teacher who arouses such an enthusiasm in his pupils 

has done something that no an10w1t of formalized 

m.ethod, no matter how correct, can accomplish. (Dewey, 

quoted in Loughran, 1996) 

Outcomes Based Education reqmres learners to tal<'.e responsibility for 

learning. Enthusiasm and motivation become essential ingredients that wJl 

generate a drive to learn, a willingness lo explore and discover new 

information. 
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Together, the three altitudes - innovativeness open-mindedness and whole­

heartedness are vital ingredients of the professional commitment which must 

be demonstrated · by those who aim to be reflective teachers. (Pollard and 

Tann, 1987) 

2.6.4 Essential Skills for Enquiry 

The reflective practitioner needs enquiry skills. The following skJls are 

crucial for enquiry: -

Evaluation skills:- Evaluation is the ability to malw judgements about 

educational issues. Such skills are needed to evaluate any kind of given 

information or situation. 

Strategic skills:- · The ability to plan for aclion and anticipate its 

implementation includes working out strategies for successful 

im.plementation is essential for the reflective teacb.er. This skill is particular~ 

useful in lesson delivery, where tb.e teacher has to put a number of strategies 

and activities for a successful lesson. 

Practical skills:- These are linl<ed to strategic skills . It is not satisfactory 

to plan for action but to faJ to n1.ake an eHective praclical delivery . Practical 

skills involve the hands-on practical application of learning activities, 

bandling interaction, pacing tl1.e lesson and all otber relevant parts of the 

lesson. 
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Communication skills:- Reflective teachers are fluenl communicators 

because such teachers need to communicate and share their ideas with others. 

Good communication skills are also necessaryjc1'-effective lesson delivery. 

Action Research Skills:- Action research is part of the reflective teachers 

classroom practice. In this context, action research refers to teacher-initiated 

classroom investigation which seeks to increase the teachers' w1derstanding 

of classroom teaching and learning, and to bring about change in the teacher~ 

own classroom. (Gregory, 1988) 

It consists of a number of t'hases which can recur in circles: planning, action, 

observation and reflection. 

The starting point may be to select an issue of concern and lo examine it in 

more detail. For example, students in the teachers' class might be fond of 

reproducing lecture notes n tests and examinations. 

The next step taken by the reflective teacher is to select a su.ilable procedure 

for collecting infonnation on the above problem. The teacher then collects 

information, analyses it, and decides what changes rnighl be necessary. He 

then develops an action plan to bring about a change in the behaviour. For 

instance, he rnight give incentive rnarl~s for original worl~ produced by 

students. The final step is to observe the effects llf Llw acliun plan. 
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2.7 REFLECTNE TEACHERS AND OBE 

OBE is the boldest attempt at curricltlum renewal in recent south African 

history. OBE aims to develop citizens who are active and reactive, 

individuals who are capable of critical reflective thougb.t and problen1 solving: 

The new curricltlum is aimed at creating individuals who 

have the capacity to reason, to ensure, form judgements 

and achieve understanding. (Department of Education: 

White Paper on Education: March, 1995: 22) 

/4,11,/'v.~ 
WHAT IS OBE? ~'J{ ./ 
The concept acknowledges that everyone can learn. It defines ~ at learners 

are to learn, emphasises on lean1ing not teaching, m easures their progress 

based on actual achievement, helps his learner to develop the innate skills. 

It is a set of principles and guidelines whicb. provide the means to seek truth 

and knowledge of reality, the causes and nature of tb.ings and of tb.e 

principles goven1ing exis tence, tb.e material m1.iverse and bt.unan beb.aviour, 

it allocates enough time for maximm1.1 potential development. 

Broadly speaking, Outcomes Based Education is made up uf tbe following 

components:- Learning Areas, National Qualifications Framework, 

Assessment and Currict.Jum Frameworh. Tl1.ese facets operate 

interdependently carrying tb.e m essage of Ct.nrict.Jw11 Develupment. An 

important aspect of OBE is the two types of outcomes, namely Essential and 
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Specific Outcomes. (Department of Education - Introduction to OBE: 

1997) - Curriculum Development Unit). 

The entire effort of OBE is based on seven critical or essential outcomes, 

rather than on a quantum of content knowledge. Tb.ese critical outcomes 

underpin the learning process, they inform and are relevant in all learning 

areas since they specify competences that are expected of learners in their 

mastery of all learning areas. Apart from the critical outcomes there are 

specific outcomes that are linked to learning areas. 

A study of the critical outcomes in OBE will reveal how it is to achieve its 

desired goals. The first critical outcome states tb.at learners sb.ould be able 

to communicate effectively using visual, mathematical and/ or language skills 

iri the modes of oral and / or written presentation. In order for teachers to 

impart communication skills in learners, tb.ey sb.ould be effective 

communicators themselves. Reflective teacb.ers can b.andle con1.munication 

in OBE since communication ability is one asset tb.e reflective practitioner 

possesses. 

The second critical outcome states di.at learners sho1.JJ be able to identify 

and solve problems by using creative and crilical d1.inbing. In order to 

achieve competence levels lhat are explicil in di.is oulcome leachers sb.ould 

promote learners ability to th.ink logically and analylically. Th.is calls fnr 

problem solving strategies in teaching methodology. Reflective leacb.ers are 
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competent at problem-solving and other learner-centred approaches that 

foster critical, analytical skills in learners. The third critical outcome also 

demands that learners should be equipped with_evaluative skills. It states that 

learners should be able to collect, analyse, organise, and critically evaluate 

information. The two critical outcomes outlined in this paragraph refer to 

critical creative ability and analysis or evaluation skills. 

Ennis Robert (1991) defines critical tlunking as; 

... reasonably reflective thinking that is focused on 

deciding what to believe or do. (Ennis, 1991: 6) 

From Roberts definition, one realises tlwt critical thinking demands 

independence · in working out solutions, working without the assistance of 

someone. Secondly, critical thinking is dependent on the engagement of the 

thinker in the process, active involvernent in working out relationships or 

solutions. It goes beyond recitation or memorisation uf material. Teachers 

cannot tell learners to do critical thinking . Tbey will he called upon to 

activate stimulate, prop~l students to become creative, critical thinkers. This 

calls for skill and expertise on the part of the teacher. This kind of task can 

be handled if teacl1.ers are reflective practitioners. Reileclive teachers who 

engage in critical reflection as part of their classroum practice will be able to 

impart this reflective process in tbe learners . 
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The fourth critical outcome slates that learners should be able to use science 

and technology ef-fectively and critically, showing responsibility towards the 
rr 11 

environment and the health of others. The use of the word critically suggests 

once again reflective qualities that learners must possess. The knowledge of 

science and teclu10logy must not be content knowledge only. Learners 

should be able to identify and solve problems in this discipline . They are 

expected to be creative or innovative and come up with inventions that would 

contribute to the development of the country. In order for science teachers 

to be able to deliver more than just content knowledge in science, they must 

be reflective teachers. Reflective teachers will employ and impart enquiry 

skills like evaluation, analysis, strategic and practical application skJls to 

science and technology students. 

The fifth critical outcome emphasises the need for learners to take the 

responsibility for their own learning . Learners are expected to organise and 

manage themselves and their activities responsibly and effectively. The si..-xth 

critical outco1ne states that learners should be able to work effectively with 

others in a team, group, organisation and community. If a learner is 

supposed to 1nanage his own learning he must be capable of self-direction and 

self-evaluation. At tb.e sarne time he rnust work well with otb.ers. These are 

reflective qualities . A reflective person is botb. inward and outward looking. 

He is capable of self- evalualion lo control h.is activities but is also b.as a 

strong sense of social awareness. He t.mderstands and influences but is also 

transfonned by others. If learners are to be transfonned to reflective people 

in OBE they need reflective teachers. The same reflective processes tb.at 
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govern the daily practice of reflective teachers will be imparted 1n their 

learners. 

The last two critical outcomes also relate to social awareness. The sixth 

outcome states that learners should be able to understand that the world as 

a set of related systerns and the seventh states that learners should show 

awareness of the importance of effective learning strategies, responsible 

citizenship, cultural sensitivity, education and career opportunities and 

entrepreneurial ability. 

These are broad areas of social knowledge that only capable reflective teachers 

can handle. OBE aims at equipping all learners with the knowledge, 

con1.petence and orientations need~d for success af-ter they leave school. 

Teachers cannot create reflective lean1.ers if they are n ot reflective themselves . 

A close study of the critical outcom es in OBE illustrates clearly that the aim 

of OBE is to create reflective thinkers. If t eachers are t o train learners t o be 

reflective, then a similar reflective process must predominate t heir own 

practice. T eachers will n ot tell lean1.ers to be reflective but will be required to 

train and develop learners through well-thought out, well developed strategies 

so that tbey becom e refl ective learners. It is quite clear that OBE requires 

profess ion als who are broad-minded. 

2.7.1 Broad-minded and Versatile professionals 

OBE requires com.petent, broad-rninded, versatJe professio n als who posses 

good general knowledge, have adequate knowledge in tbeir subjects and have 

adequate teaching expertise . S uch teachers have a wide reperto ire o f teaching 
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strategies. Teachers in OB E are expected to have adequate sl~ills in leaner­

centred methods of teaching. 

In OBE the focus is on the learner. What learners are to learn is clearly 

identified. Each learners progress is n1easured though den10nslrated 

achievement. Each learners needs are identified and remediation is provided. 

Each learner is given time assistance to realise his potential. (Department of 

Education Draft Assessment Policy Document, May 1998) 

2.7.1.1 Effective Teaching Strategies 

Because nf the learner-centred focus in OBE all activities involve the 

learner or learners .; -_ · 'Tbere will now be a greater emphasis on 

student activity, learning by doing, lean1.ing how to learn, learning 

through experiential group processes by using critical contextual 

analysis. 

OBE represents a new attitude to educalion where tl1.e emphasis is on 

learning and not teaching. Teacher dominance, Leacb.er talk and 

authoritarian relations are replaced by collaborative activity between 

teachers, learners and other learn.ers. Tlus new attitude, it is hope, will 

bring out inquisitiveness, critical ability and creativity in students and 

develop their communication ability. 
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It is therefore a necessary pre-requisite for the success of OBE that 

teachers shot.Jd be adequate reflective professionals who can handle 

lean1.er-centred approaches in the learning situation like Activity Based 

Teaching, Group work, Project Work and Role Play. 

2. 7.1.2 Assessment Expertise 

Assessment in OBE demands skills that are different from the 

traditional content-based, mainly sun:unative assessment that teachers 

do. It is mainly formative on-going assessment where the learners' 

progress is carefully monitored all the time. Continuous assessment 

uses a variety of modes of assessment for instance teachers are advised 

to use presentations drama, projects and oral work among other 

methods. For recording purposes, teachers are advised to select 

meaningft.J and comprehensive formats. Examples of such methods 

include profiles written in descriptive tenns, symbols, marks and rating 

scales. Teachers are advised to be systematic in reco rding the progress 

of pupils. 

From the above description, it is clear that assessment po licy l1.as 

changed. Assessment in OBE calls for analytical, evaluative skills in 

teachers. The variety of rnodes teachers are supposed to use rnean that 

teachers shot.Jd be more versatile, flexible and creative in o rder lo 

motivate learners to perfonn well . Such skills are fow1.d in reflective 

practitioners who are flexible and adaptable to cl1.anging circums tances . 
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2.7.1.3 Facilitation Sbills 

In OBE, the teacher takes the role of facilitator. H e rises above the 

level of chalk and talk and uses a variety of learnier centred methods 

like group-work and teamworl< to allow learners to be innovative and 

creative . 

The role of a facilitator is rather complex. It is a role that calls for a 

number of special skills. A facilitator is a resource person who is 

adequately equipped in the knowledge of social interaction and group 

dynamics. He is a leader who must be sensitive to group culture and 

also individual characteristics. 

The facilitator directs learning. He provides information where 

necessary. He is an adviser, and organizer who evaluates the progress 

of pupils. In order to keep motivation at a lugh level such a teacher 

must be dynamic and rnotivated. 

A facilitator is also respons ible for motivating individuals and groups. 

A high level of interest 111.usl be maintained for learners to take 

responsibility for their own learning. At the sarne lirne, the facilitator 

has the task of es tablislung and rnainlaining discipline and order the 

lesson. Fostnot, (1989) mainlains tbal Lli.e reflective teacher views; 

leacbing as a facililalinn process Lu enhance 

and enricb developm.enl. (Foslnut, 1989: 
11) 
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In OBE teachers need to be reflective in order in to display those 

essential qualities that are required for facilitation in the classroom. 
' 

An effective facilitation possess strategic skJls and practical skills that 

are found in reflective practitioners. 

2.8 REFLECTIVE LEARNING 

The purpose of reflective teaching is to bring about reflective learning. The 

process of reflection results in metacognition-self-evaluation, self-appraisal 

leading to self-understanding and self-knowledge on the part of learners. 

Teachers must aim at guiding learners through process of critical self­

evaluation or self-appraisal leading to self-understandii~g and self-knowledge 

on the part of learners. 

The role of the teacher is to develop effective metacognitive styles in learners . 

These can be taken to be the characteristics of learners which affect their 

general approach to learning. (Richards and Lockhart, 1994) 

Metacognitive strategies enable learners to control their own work. They are 

able to plan, organize and evaluate their work. When planning, learners can 

set goals and objectives. When these goals have been set o ut steps, strategies 

and procedures are set for the attainment of tl~ese goals. Finally, there is a 

process of self-monitoring, self-appraisal on the part of the learners during 

the process that should lead to the attainment of the goals. In other words 

as they learn, learners evaluate their own learning. These strategies can be 
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en1. ployed through Discovery learning, Project Work or Journals. 

Metacognition is a reflective process that enables learners to gain insight into 

their own approach to learning. It helps them to choose strategies that are 

appropriate Jcrdifferent tasks. 

One of the critical outcomes of OBE states that learners should take 

responsibility for their own learning. When learners take responsibility and 

monitor their own learning they engage in reflective learning . They become 

reflective learners who are able to analyse, evaluate and monitor their 

progress. The role of the teacher is that of a facilitator of leani.ing. He is 

responsible for directing learning by giving guidance and adv.ie.e wbere 

appropriate. 

Reflective learning requires an emphasis on student learning than teaching. 

OBE has the same emphasis. OBE is an approach where learners interact 

with the material lo be learnt, with one another and with the educator. 

In OBE learners are expected to monitor their own lean1.ing. This is a 

process of reflective learning. Students are involved in a continuous process 

of self-evaluation or self-appraisal lo irnprove their learning competence. 

Reflective learning reqU1res the reflective leacl1.er lo use problem solving 

approaches, discovery leanung methods to fosler problem posing and problem 

solving skills . The same lean1.er-cenlred rnelhods are encouraged in OBE lo 

foster critical and creative skills. 
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It is clear that the principles of reflective learning that have been discussed 

have a direct link with OBE. 

2.9 SUMMARY 

The guiding vision of OBE is to create thinking, competent citizens who will 

be capable of handling the demands of a complex society. The education 

system must be transformed to take up this challenge of educating and 

training all South Africans to be critical, creative and competent citizens. 

The kind of eduqator who has the capability of providing a sound knowledge 

base for learners, one who can harness learners potential to be analytical, 

evaluative, critical and creative is the reflective practitioner. Reflective 

educators possess those qualities that enable them to rise above chalk and talk 

and employ a variety of teaching strategies that can lead to the kind of 

competences learners are supposed to obtain in OBE. If educators are not 

reflective, the ideals of OBE will be lost. 
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CHAPTER THREE 

3.0 RESEAR.CH METHODOLOGY 

3.1 INTRODUCTION 

The chapter is a description of the research design of this study. Descriptions 

of the sample and data collection techniques are provided. 

3.2 THE SAMPLE FRAME 

The participants in this study were taken from sixteen schools in the 

Mafi.keng District of the North West Province Eight of the schools are 

middle schools and the other eight are high schools. Schools in the North 

West Provin~e of South Africa generally fall into three categories: primary, 

middle and high schools. Only two categories - middle and high schools were 

used in the study. The inclusion of primary schools was desirable, but a 

number of limiting factors led to the concentration on middle and high 

schools. Because of the fact that three methods of data collection, namely 

questionnaires, interviews and lesson observation were used for the study, 

tirne and hU1nan resources were limiting constraints. 

H owever, there was an attempt to obtain the sample from different 

enviromnents in the Mafikeng. The selected schools are foU11.d in the rural, 

peri-urban and urban areas of the Mafikeng Districl. Tbe scbools chosen 

represent in terms of character and size the typical middle and high schools 

fmmd in the urban, peri-urban and rural areas of the Mafikeng District. 
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3.3 THE SAMPLE 

In working out the size of the sample certain factors have to be considered. 

Among the major ,factors to be considered are the size an4 representativeness 

of the sample. The larger sample (in relation to the population) provides 

better estimates of characteristics in the population than smaller sizes of 

samples. 

However, the size of the sample may vary according to the w ·uque 

circumstances of each study. 

. . . a sample size of 30 is held by many to be the 

minimUIT1 number of cases if the researcher plans to use 

some form of statistical analysis of his data. (Cohen and 

Manion, 1981: 77) 

In this particular study, the major consideration was that tbe sample had to 

be large enough to allow m eanin.gful generalisation of the findings and yet at 

the same time it should n ot be too large lo pose management problems. 

Consideration was given t o tbe fact that tbree data collection techniques, 

namely questionnaires , interviews and lesson observa tiuns were used. The 

last two metbods are known to be lime cunst.m1ing. Tbe sarnple was 

representative of the population from wb.id-1 it was taben. 

Eigbty respondents were randomly selecLcd for Lhe study. Si.xly-four 

respondents filled in and relurned Lhe 4uesliunnaires. T wenly respondents 
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were randomly selected to take part in the interviews and twenty more were 

randomly selected for the purpose of lesson observation. 

3.3.1 Breakdown of Sample 

Teachers 

Male Female 

Middle schools 17 15 

High schools 16 16 

33 31 

3.4 TECHNIQUES FOR COLLECTING DATA 

3.4.l Instruments 

Total 

32 

32 

64 

Three methods of data collection were used: One questionnaire, interviews 

and lesson observations. 

One central issue in research is the question of methods to be used in the 

investigation. The researcher requires reliable and valid methods that would 

lead to an efficient investigation with reliable results . For this reason, the 

researcher tried to employ tliree methods to aclueve the effect of 

triangulation. Triangulation is the use of several or multiple methods, and 

each 1neasure serves as a checl~ on the accuracy of another. 

3.4.2 Tl1.e Questionnaire 

The questionnaire rnethod was used because it guarantees a measure of 
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frankness on the part of the respondent because there is greater assurance of 

anonymity. Because there is no question of identification, the respondents 

are free to answer. undesirable, private or questions that violate norms. The 

questionnaire is also economical in terms of time and money. It also 

eliminates interviews bias. 

The main aim of the questionnaire was to determine to what extent educators 

are reflective in their teaching. 

The second objective was to identify areas in education, with particular 

reference to reflective teaching and Outcomes Based Education, where 

educators desire greater competency. Educators had to express the need for 

in-service training in areas related to Outcomes Based Education. 

Identilying areas where training is required would be a useful starting point 

for the construction of a staff developrn ent programme in preparation fo r 

OBE in middle and high schools . 

The questionnaire had the following main sections :-

The first part contained information of the location, type of sch ool and 

school circuit. Educators were asked to provide information on their gender, 

age, qualifications, teaching experien ce and their position in tb.e school. 

The second part assessed teacher beliefs on tb.e practice of teaching. 

Questions in this section were m eant to explore to wb.at extent educato rs 
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exhibit reflective ability in their approach to leaching. The researcher wanted 

to get insight on whether educators are actively engaged in reflecting on what 

is happening in their classrooms and also evaluating therp.selves as educators 

in order to improve classroom practice. 

The third section explored teacher beliefs on the essential knowledge areas 

reflective educators should possess. Educators had to respond to a number 

of questions related to the kinds of knowledge educators must have that 

contributes to successful reflective teaching. 

The fourth section was an evaluation of educatorsj attitude to teachin.g. A 

number of statements were given to educators to assess to what extent they 

project a wholehearted approach to teaching . 

The final section was a teacher self-evaluation exercise. This question was 

included to take respondents through a process of self evaluation and self­

enquiry that is the cornerstone of reflective teaching. Respondents were 

asked to examine themselves and their practice of teaching objectively and 

then identify areas where they think they n eed to improve their cornpetency. 

Response Rate 

Eighty questionnaires were sent out to si..xleen scl~ools.,. Si..x ty-four 

questionnaires were completed and returned by respondents. 
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3.4.3 The Interview 

The interview was chosen in this study to cornplement the questionnaire and 

observation n1ethods. The interview technique of datµ, collection has its 

advantages and disadvantages. 

One major advantage of the interview is its flexibility. The researcher has the 

opportunity to rephrase difficult questions and to probe_ wherever 
'· 

necessary. These techniques proved to be useful particularly in the area of 

reflective teaching. The use of the interview also reduces non-response to a 

minimum. The interviewer can also ensure that all of the questions are 

answered by the respondent without any help from other people. 

The main disadvantage of the interview is that it is costly in terms of tin1e 

and money. Because of this reasons the researcher had to limit the 

respondents selected for the interview to twenty only. 

3.4.3.1 Interview Questions 

The questions used were semi-structured and a few were open ended. 

Most of the questions were designed to evaluate to what extent 

educators are reflective in their practice of leaching. Respondents had 
\oca..,\-~s.~ ~ ' 

lo stale their learning process. Sucl1 beliefs included stating the ro le 
~ 

of the teacher, the role of the learner and the kinds of interaction 

styles that occur in the lesson. 
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A number of questions were designed to assess to what extent 

educators engage in reflection before, during and after the lesson. 

Finally, some questions were included to rneasure the educators 

enthusiasm and wholeheartedness in the teaching profession. 

3.4.4 Lesson Observation 

The observation method was also chosen for the study because it allowed an 

on-the-spot, first-hand access to data on certain characteristics that may not 

be easJy high1ghted in a questionnaire or interview. 

The use of a questionnaire is useful for discovering sensitive, personal 

information, but in certain instances, as in the case where teachers are asked 

to reveal classroom practices, respondents may give inaccurate information 

or include denial of certain behaviours in order to project desirable i.J.-nages of 

professionalism .. 

The lesson observation technique is a useful technique, particularly in the 

area of reflective teaclung. It can be useful for discovering real classroom 

practice that rnight be difficult to m1.ravel througl1. the questionnaire or 

interview. For ins tance, through observation reflective behaviour can be 

found to be present or totally lacking in the classroom. Secondly, the 

t eacheis enthusiasm. and wholeheartedness can be best tested thro ugh direct 

observation of the lesson. 
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3.4.4.1 Lesson Observation Schedttle 

The lesson observation schedule had three main sections:-

Section A, was designed to check on lesson prep,aration skills. The 

main purpose of this section was to identify the existence of 

anticipatory reflection on the part of the educator. - his abJity to 

reflect on objectives, selection . and planning of activities, materials 

and appropriate organisations of the lesson. 

Section B was designed to observe the methods em.ployed by the 

educator and his ability to apply contemporaneous Jon-the-spot 

reflections during the lesson. It was also a test of the educato~ abJity 

to make use of a variety of methods for the lesson; to employ learner­

centred approaches, to manage interactionJ to display facilitation skills 

and an overall collaborative approach to teaching,.. 

Section Chad an emphasis on the reflective educator cb.aracteristics -

those salient qualities that are tbe tradem.ark of a reflective practitioner 

- innovativeness, open-mindedness, wholeheartedness towards lean-,e:.,-,t,· 

adequate display of knowledge of tbe sub ject, evaluative skills, 

communication skills and facilitation skills. 

3.5 RELIABILITY AND VALIDITY 

Efficient rneasuring inslrum.ents must be reliable and valid . Tbe reliability 

of a rneasure is simply its consistency. It describes the consistency with 
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wb.ich a measuring instnunent will give similar results fo r the san1.e 

individuals at different times. In other words, if the t est were to be repeated, 

it should yield th~ same results. 

In this study, the use of three methods was m eant to achieve the effect of 

triangulation. The interview and observation methods were used to check the 

accuracy of results obtained in the questionnaire . 

The validity of measurement has two parts (1) it seeks to ascertain that the 

measuring instrument is actually measuring the concept in question and (2) 

that the concept is being measured accurately. 

In this study, the researcher made use of three methods of data collection 

namely questionnaire, interviews and observations. Eacb of these techniques 

of-
was used to verify the presence or otherwise of absence. selected aspects of 

I 

reflective teaching among respondents. For instance, in order to test tbe 

existence of conternporaneous reflection in educato rs, the researcber used 

three different tests in the form of a questionnaire, interview and direct 

observation. 

To furtber ensure validity the measuring instrun-ients were taken to experts 

in researcb methodo logy for assessrnent. 
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CHAPTER FOUR 

4.0 DATAANALYSIS 

4.1 INTRODUCTION 

The purpose of this study was to evaluate to what extent educators in the 

Botshabelo, Dithakong and Molopo circuits in th~ Mafikeng District are 

ready for the reflective role educators are expected to play in Outcomes Based 

Education. 

Responses were elicited from educators in four areas identified in the study:-

4.1.1 The essential qualities of reflectiveness namely innovativeness, open­

mindedness and wholeheartedness. 

4.1.2 Timing of reflective practice in educators: anticipatory reflection, 

contemporaneous reflection and retrospective reflection. 

4.1.3 Awareness of the knowledge areas required for reflective practice. 

4.1.4 Reflective self-evaluating of professional competence to handle crucial 

methodology areas in OBE. 

4.2 DEMOGRAPHIC CHARACTERISTICS OF 

RESPONDENTS 

The study sample was drawn from si."Xteen middl~ schools and high schools 

in urban, peri-urban and rural areas of the Mafikeng District. Altogether, 

the sixteen schools were chosen to participate. Out of a total of 80 educators 

in the sarnple, SL'<ty-four valid responses were received for the questionnaire . 
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Twenty educators fron.1 ten out of sixteen schools in the sample frame were 

chosen for the interview and observation techniques. 

TABLE 4.2.l: Breakdown of Sample by Gender 

Gender Middle High School Total % 

School 

Male educators 17 16 33 52% 

Female educators 15 16 31 48% 

Total 32 32 64 100% 

As shown in Table 4.2.1 above, the total number of respondents to the 

questionnaire was sixty-four, comprising seventeen male and fifteen female 

educators from middle schools, and a similar proportion of sixteen male and 

si,-xteen female educators representing high school educators. B oth sexes 

were equally represented in the sample . 

4.2.2 Respondents by Age 

Age Distribution of Sa1nple 

Age Middle school High sch ool % 

20-29 13 15 44 

30-39 14 15 45 

40 yrs. And above 5 2 11 

Total 32 32 100% 
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An analysis of the ages of the respondents revealed that forty-four percent 

(44%) of the respondents were between the age range of twenty to twenty­

nine years, and only eleven percent (11 %) were above forty years. The vast 

ni.ajority of educators 89%, fall between the 20-39 years range, a clear 

indication of a very young sample of professionals. 

Middle school High school Total % 

5 yrs and below 14 21 35 54,7 

6-10 years 10 2 12 18,8 

11-15 years 3 3 6 9,4 

Above 15 years 5 6 11 17,1 

\ 32 32 64 100 

Fifty-four point seven percent (54, 7% of the educators in the sample have 

five years or less of teaching experience. This indicates that a little over half 

of the educators in the sample are new professionals in the teaching field. 

There were eighteen point eight percent (18, 8%) educators with a range of 

6-10 years of teaching experience) nine point four percenl (9,4%) of the 

educators bave 11-15 years and seventeen point one percent Q 7, 1 °/4)) have 

15 or more years of teaclUng experience. !t,/1,,~'! I 

.," 
AT1 overall analysis of these figures indicates that the majo rity o f educato rs 

in tl1e study are nol sufficiently experienced lo tahe up reHective pracli.ce 

witl~c1ul any int.ervenlion . 
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4.3 ESSENTIAL QUALffiES OF REFLECTIVE EDUCATORS 

Research participants were given statenrnnts on the practice of teaching. 

Items were constructed on a 4-6 point scale based on Likert's method. 

The statements given were meant to evaluate whether educators possessed the 

essential qualities of reflective educators. The qualities included 

innovativeness, open-mindedness and wholeheartedness and the results are 

reported below. 

4.3.1 Innovativeness of Educators 

Respondents were asked to indicate to what extent they enjoyed grappling 

with new ideas. The results have been represented in Table 4.3.1. The null 

hypothesis formulated on the quality of innovativeness stated that there was 

no relationship between innovativeness of educators and type of school. 
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Table 4 .3 .1: The Innovativeness of Eclucators 111. Middle and 

High School 

Middle scboo l Higb scbool Total % 

Higb level of innovativeness 14 14 28 43,7 

Average level of innovativeness 13 7 20 31,25 

Low level of innovativeness 5 11 16 25 

32 32 64 

Pearson's r = . 13199 

A statistical analysis shown in Table 4.3 .1 accepts the null h ypothesis that 

there is no relationship between innovativeness and type of school. (Pearson's 

rat. 13199) 

Twenty eight respondents showed a high level of innovativeness and this 

num.ber was made up of 14 midd le school and 14 b.igh scbool educators 

respectively. 16 out of 64 respondents are not interested in new ideas. One 

sees tbat this could be a forn.1.idab le group of antagonists to a new idea like 

OBE. 

A total of 36 respondents approximately in the study are not interes ted in 

innovation. T lus pattern is fm.md in botb middle and h.igb schools in the 

study. 
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4.3.2 Open-mindedness of Educators 

A number of statements were used to test to what extent respondents 

demonstrate traits of open-mindedness. 

4.3.2.1 

One item used to measure the open-mindedness of educators was a 

question related to the willingness of educators to change their 

teaching plan in the course of a lesson. 

Table 4.3.2.1 suggests that most of the respondents rated themselves 

as being open-minded in their response to the unexpected in classroom 

lessons. 

Table 4.3.2.1: Flexibility to Change Teaching Plans 

Middle school High school Total % 

High level of open-mindedness 25 11 36 56,3 

Moderate open-mindedness 5 4 9 14,1 

Low level of open-mindedness 2 13 15 23,4 

Absence of open-mindedness 0 4 4 6,3 

Pearson's r = Significance: .00053 

About half of the educators in both middle and high schools (56,3%) 

indicated their open-rninded approach in teaching methods. 14, 1 

percent have a moderate level of open-mindedness and about 29 

percent have a low level or zero open-mindedness. 
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Table 4.3.2.1 shows a significant relationship between the 

openrnindedness of educators and the type of school they are in. 

Educators at middle schools were n1.ore open-minded than high school 

educators. Only 11 out of 32 high school educators (34%) indicated 

a high level of open-mindedness in contrast to 25 middle school 

educators (78%) who indicated a high level of open -mindedness. 

4.3.2.2 

In a second item used to m easure open-mindedness, respondents were 

asked to indicate to what extent they believed that there are unlimited 

alternative possibilities that are accessible to the teacher in the course 

of the lesson. The results obtained are shown in Table 4.3.2.2. 

Table 4.3.2.2: Acceptance of Unlimited Alternative Methods 

Middle school Higb school T otal % 

•. H igh level o f open-mindedness 22 12 34 53, 1 

M odera te open-min dedness 9 9 18 28, 1 

Low level of o pen-mindedness 1 8 9 14,1 

Absen ce of open -mindedness 0 3 3 4,7 

P earson 's r = S ignificance = 00981 

These findings repeat the pattern observed in Table 4.3.2. 1. By their 

willingness lo accept alternative teaching m ethods, abou t half of the 

educators (53%) indicate a high level of open-mindedness. 28, 1 % 
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4.3.3 

percent of the educators have a moderate level of open-n1.indedness 

14, 1 % have a low level of open-mindedness and 4, 7% revealed an 

absence of the trait of openmindedness. 

Table 4.3.2.2 shows that out of 34 educators who indicated high 

acceptance of alternative methods, 22 came from middle schools and 

only 12 represented high school educators. The analysis of the results 
. c,bo-..{__·-f 

on openmindedness reveals that~half of the educators in the --I 

sample possess some trait of open-mindedness. This means that the 

other half of the educators do not possess this essential quality that all 

reflective educators should have. 

WHOLEHEARTEDNESS OF EDUCATORS 

Respondents were given items intended l:o measure their level of interest and 

enthusiasn1. towards teaching. In the first item they had to indicate whether 

they considered teacb.ing to be an interesting job. Table 4.3.3 represents the 

results obtained on tlus item. 
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Table 4.3.3.1: Attitude to Teaclung: Interest Levels 

Middle school High school Total % 

High level of interest 11 18 29 45,3 

Moderate of interest 21 13 34 53,1, 

Low level of interest 0 1 1 1,6 

Pearsons' r = Significance. 10167 

Less than half of the educators in the study, botb middle and bgh 

schools (45,3%) indicated a wholehearted enthusiasm for teaching. 

53, 1 % have probably divided or moderate levels of interest in teachlng 

and about 1,6% are definitely not interested in teaching. 

It is likely that those educators wb.o b.ave n1.oderate levels of interest 

are the half-headed reluctant educators. 18 out of 29 educators who 

claim dedication are higl,. school .educators. It may be inferred that 

more educators in the high school seem lo have nrnde up their minds 

about their career than educators in middle scbm,l edu1~;Ulfl-'1Y I 
For the second item used to assess enthusiasm and wholeheartedness, 

respondents were given two statements which were means to elicit to 

what extent they found fulfi lment in teadi.ing. 
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Table 4.3.3.2: Attitude to Teaching: Fulfilment 

Middle scl10ol Higli scl10ol Total % 

T eacl1i.ng is lugl1ly ftJfilling 10 9 19 29,7 

T eacliiug is ftJiilliug to some extent 13 2 15 23,4 

T eacl1ing is not quite ftJfilliug 3 21 24 37,5 

T eacliing is not fiJfilli.ng at all 6 0 6 9,4 

32 32 64 100 

29, 7% of the educators obtain fulfilinent from teaching. T eachlng is 

fulfilli.ng to some extent for 23,4% of the educators. This group could 

be teaching as a last resort and are willing to leave at the first 

opportunity. 

37,5% of the educators indicated that teaching is not quite fulfilling 

and for 9 ,4% of the educators, teaching is not fulfilling at all. This 

result suggests that about half of the educators (46,9%) indicated and 

explicitly that they do not find fulfilment in teaching . 

The interviews and lesson observations confirm.ed the findings of the 

questionnaire on the wholeheartedness of educators. Thirteen out of 

twenty respondents in the interviews maintained that teaching was not 

a rewarding profession. Educators cited a nl.llnber of problen1s that 

rnake teaching t.u1.attratice al the 1nornent. A.rnong other reasons, 

overcrowded classroo1ns, lack of promotion prospects, insecurity, 
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disciplinary problems and generally poor conditions of service make 

t he teaching profession unrewarding for most educators. 

4.4 REFLECTIVE PRACTICE 

A m.1.mber of statements on a reflective practice were given to respondents to 

evaluate their reflective skills. The main idea was to probe to what extent 

teachers engage in reflective thought or action before, during and after the 

lesson. This refers to anticipatory, contemporaneous and retrospective 

reflection which were discussed in Chapter 2. 

4.4.1 ANTICIPATORY REFLECTION (Reflection for 

Practice) 

Respondents were asked to indicate whether they considered it important to 

think about and arrange a variety of teaching methods for the lesson before 

the lesson. The effect of type of school, gender, professional qualifications 

and teaching experience on reflective abJity were anaiysed. Table 4.4.1 

indicates the main effect of these variables on reflectiveness. 
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Table 4.4.l ANALYSIS OF VARIANCE. ANTICIPATORY 

REFLECTIVENESS BY TYPE OF SCHOOL, GENDER, 

ACADEMIC QUALIFICATIONS AND - TEACHING 

EXPERIENCE 

Sum of squares OF Mean Square F Significance of F 

Main Effects 112.694 12 9.391 8.670 .000 

Type of scl10ol .694 l .671 .619 .435 

Gender 6.068 1 6.068 5.602 .022 

Academic qualifications 3.001 2 1.501 1.385 .259 

Professional qualifications 4.967 3 1.566 1.446 .240 

T eacl1ing experience 69.780 5 13.956 12.884 .000 

Explained 112.694 12 9.391 8.670 .000 

Residual 55.244 5 1.083 

Total 167.938 63 2.666 

The individual effect of teaching experience on reflective ability is significant 

at .0001. fu expected experienced educators exhibited high er levels of 

reflective ability than educators with fewer years of teaching experience . The 

individual effect of gender on reflective ability is not significant at O .22. The 

individual effect of type of school (.435) academic qualification (.259) and 

professional qualifications (.240) are not significant. 

It is worth noting tb.at teaching experience plays a major role in making 

educators more reflective in their instructional practice . The dern ographic 

characteristics of this sample indicated that the rnajority of the educators 

(55%) are not experienced. More than half of Lhe educato rs have five years 
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or less teaching experience in schools. It is likely that most of them have yet 

to acquired the skills of reflexive practice. 

4.4.2 CONTEMPORANEOUS 

REFLECTION IN PRACTICE 

REFLECTION: 

Contemporaneous reflection is the educators' response to situations that 

occur durin.g the course of the lesson. The educator must think about and 

question his responses and actions during the lesson. He needs to identify 

and act on immediate problems and situations as the lesson unfolds. 

Respondents were asked to indicate whether they question their actions 

during the lesson. The correlation between reflective ability during the lesson 

and gender was analysed. 

Table 4.4.2: 

ft,aNwu I 

RA -~/ 
Gender and Conte1nporaneous Reflections 

. 
Higb reflective Moderate Low reflective Total 

ability reflective alii li l·y ability 

MS HS MS H S MS HS 

Male educators 5 5 7 6 6 4 33 

Fen,ale educ«tors 7 4 4 6 6 4 31 

Percentage 18,75 14,06 17,1 18,75 18,75 12,5 64 

Ten male educators and eleven female educators in the sarnple projected high 

levels of reflective ability. This is an indication of equal reflective ability in 

both genders. Thirteen rn.ale educators and ten female educators in both 

rniddle and lugh school have n1oderate reflective ability. 
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An overall analysis irrespective of gender indicates that 67, 1 % of the 

educators do not possess high levels of reflective ability during lessons . 

The interviews revealed that 60% of the educators do not possess the 

reflective flexibility to make on-the-sport decisions during the course of the 

lesson to suit circumstances. This lack of flexibility and failure to handle 

changing circumstances in the lesson was further confirmed in lesson 

observation. Educators responded to problems that occur in the form of 

questions from learners. Problems that required a change in the course of 

the lesson or in instructional methodology were ignored. 

Table 4.4.3 RETROSPECTIVE REFLECTION: REFLECTION­

ON-PRACTICE 

After the lesson reflective educators are expected to note and act on problems 

that occurred during the lessons. In the event of a successf ... J lesson , reflective 

practition ers work out the ingredients that led to the success of the lesson in 

order to improve performance in future lessons. In all instances, reflective 

educators reconsider all the activities of the lesson after the lesson. 

Respondents in this study were asked to indicate whether it was important to 

n o te and act on problems encom1.t ered in the lesson after completion of the 

lesson . The effect of t eaching experience, academic qualifications and 

professional qualifications on reflective ability after the roorn s, were analysed. 
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4.4.3 ANALYSIS OF VARIANCE 

Retrospective Reflection by Academic Qualificatibns, -professional 

Qualifications and Teaching Experience 

Main Effects Sum of OF Means F Significance 

squares square .. of F 

Academic qualifications 8.624 2 4.312 3.574 .035 

Professional qualifications 2.392 3 .797 .661 .580 

T eacl1ing experience 15.219 5 3.044 . - 2.522 .041 7 

The individual effect of academic qualifications on Retrospective reflective 

ability is statistically significant at .035. The individual effect of teaching 

experience is also statistically significant = .0417. It is worth n oting once 

again that teaching experience appears to play a major role in contributing to 

reflective ability. Siinilar findings were obtained on anticipatory reflection. 

It would appear that reflective ability appears to improve with the n1unber of 

years of teaching experience. 

The interviews revealed that m ore than half of the respondents do n o t engage 

in reflection after the lesson. Twelve respondents out of twenty maintained 

that after a successful lesson there was no need for the educator to thin.k 

about tbe rnethods used or lo reconsider all the activities of tl1.e lesson. The 

respondents who held such views were those who bad five years or less o f 

teacb.ing experience. 
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4.5 SIGNIFICANT ELEMENTS OF REFLECTIVE PRACTICE 

Reference has been made in this study (Chapter 2) to three essential elements 

that play a crucial, important role in fostering a reflective approach t o 

teaching in educators. These elements, the cognitive, the critical and the 

narrative element formed part of the study and are reported below. 

4.5.1 THE COGNITIVE ELEMENT 

In order to explore the extent to which educators possessed a sound 

knowledge based in the learners, the school community and school 

governance, respondents were asked to indicate their attitude to the need for 

educators to be conversant with each of the ca:tegories of knowledge indicated 

in th.is section. 

4.5.1.1 Curriculum Knowledge 

Table 4.5.1 indicates the responses made by the respondents on the essential 

knowledge area of curriculwn. 
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Table 4.5.1.1: Educators and tbe ln1portance of Curriculum 

Knowledge 

Curriculum knowledge: Middle 8cl10ol H igl1 8cl10ol -Total % 

Essential 17 14 31 48,4 

Very important 14 9 23 35,9 

Important l 1 2 3,1 

Important to some extent 0 8 8 12,5 

Fairly unimportant 0 0 0 0 

32 32 64 100 

A total of eight-four percent(84,3%) of educators believe that a knowledge 

of curriculum is very important for educators. Only a small percentage 

12,5% do not attach much importance to curriculurn. 

4.5.1.2 Classroom Management 

Table 4.5.1.2 indicates the responses obtained on tb.e imporlance of this area 

of knowledge for lli.e educators . 

Table 4.5. 1.2: Educat01·s and the Importance of Classroom 

Manage1nent 

Classroom M anagement Knowledg e is :- Middle scl10ol l--ligl1 scl10ol Total % 

Essenti al 10 15 25 39,1 

Very in1po rt,u1l 21 15 36 56,3 

Important 1 2 3 4,7 

l111portant to solll c extent 0 0 0 0 

32 32 64 100 
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The majority of educators appreciate the importance of a sound knowledge 

base on classroom rnanagement a total of (95,4%) ninety-five percent 

reflected a very high awareness of th.is fact. 

4.5.1.3 Knowledge of Learner's Characteristics and Abilities 

Respondents indicated to what extent they believed they must have 

adequate knowledge about their learners in the classroom - the 

characteristics of learners and their ability levels. Table 4.5.1.3 

illustrates the responses made by the research participants on th.is area 

of knowledge. 

Table 4.5.1.3 : Educators and the Importance of Knowledge 

about Learners 

Knowledge of learners: Middle scl10ol Higl1 sclwol Tota l % 

Essenti a l 13 11 324 37,5 

Very importaut 8 4 12 18,8 

Important 3 3 6 9,4 

Importan t to so m e extent 8 13 2 1 32,8 

Fairly uni111portant 0 1 1 1,6 

32 32 64 100 

lt1/k":.¼,,J 
Tb.irl:y-seven percent of the educato rs believe that educators cannot do 

without: tbe knowledge o f learner' s abilities and cl-iaracteris tics. 

Eigbt:een percent (18%) of the educators regard th.is knowledge as very 

i1nportant. About thirty-four percent (34,4%) do not attach rnucb 
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imporlance to the knowledge educators should have about the learners 

in the classroom. 

It is significant to note that over thirty-percent of educators do not 

believe in knowing more about the learner - the individual at the 

· centre of the teaching-learning situation . · The focus of all 

instructional practice is the learner and any effective meaningful 

reflective impact in the classroom . 

4.5.1.4 Knowledge of School Governance 

Table 4.5.1.4 represents the respondents' on views the significance of 

the knowledge of the effective management of schools - school 

governance. 

Table 4.5.1.4: Educato1·s ancl tbe lrn.portance of School 

Governance Knowledge 

Sclwol G overn ance Knowledge is:- Middle schoo l l{i ~l1 ~clwol To ta l % 

Essentia l 12 l) 21 32.8 

Very importa n t 14 5 19 29.7 

Important 3 2 5 7.8 

ln1po rtant to so111 e extent 2 5 7 10 9 

Fairly unimpo rtan t () l) 9 14.1 

Importa n t a t all I ,2 3 4.7 

32 32 64 100 
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Twenty-six middle school educators (81,3%) of the subsample as 

against fourteen high school educators (43,8%) put a high premium 

on knowledge about school governance. Abqut seventy percent 

(70,3%) of educators in middle and high schools believe that as 

educators they must possess knowledge of school governance. About 

thirty percent (30%) do not appreciate the importance of this 

knowledge for the educator. Again this is a large percentage of 

educators who would require re-education to realise how crucial the 

issue of governance is for educational transformation to occur in 

South Africa. 

4.5.1.5 Knowledge of the School Community 

Reflective educators are expected to have adequate knowledge about 

the educational contexts within which they operate and those contexts 

include the school community. The responses to this item are 

presented in Table 4.5.1.5. 
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4.5.2 

Table 4.5.1.5 Educators and tli.e hnportance of tl-1e School 

Com.in unity 

School Community Knowledge is:- Middle ' . I l--li~l1 ~cl10ol Total % 
-

Essential l -; 11 23 34.9 

V ery important 12 2 14 2 1.9 

Important 6 3 9 14.1 

Important to some extent 1 6 7 
. . 

Fairly unimportant 1 7 8 

Not important a t all 0 3 3 

32 32 64 

Table 4.5.1.5 reflects differences in atlitudes regarding background 

knowledge for effective educators. 30 middle school educators 

(93,8%) put high value on tl-ie irnportance of the school community 

whilst 16 high school educators (50%) give b.igh value to the school 

community. About half of the educators in tl-ie sample, (57,8%) 

believe that a knowledge of the scl1.ool cnmmw1.ity in wluch they 

operate is very important, (14, 1 %) believe tlns l~n owledge is irnportant 

10.9 

12.5 

4.7 

100 

and (38%) believe tbat, as educators, tbs kind nf informatio n is ra ther 

peripheral. !t,f lJv. 

THE CRITICAL ELEMENT 
11if1ttJ 

Reflec tive educators 111.ust sbow an aclive cuncern fur 111.oral and e thical 

issues. Table 4.5 .2 represents tl1.e findings obtained on dus area of critical, 

reflective ability. 
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Table 4.5.2: Educators and Critical Reflective Ability 

Middle school High scl10ol Total % 

Very liigl1 critical ability 9 8 17 26.5 

Higl1 level of critica l abili ty 9 4 13 20.3 

Moderate level of critical ability 3 8 11 17.2 

Low level of critical ability 11 12 23 35 

32 32 64 99.9 

Eighteen middle school educators as against twelve high school educators 

showed an active concen1 for moral and ethical issues. This indicates a 

higher levels of critical ability in middle schools than high schools. Equal 

proportions of educators in both middle and high schools, (11 middle school 

educators and 12 high school educators) indicated low levels of reflective 

ability. 

4.5.3 THE NARRATIVE ELEMENT 

Keeping a wide repertoire of information on classroom expen ences 1s 

important for reflective educators . Table 4.5 .3 illustrates the ex tent to which 

educators believe it is important to keep a store of information on classroom 

experiences. 
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Table 4.5.3: Educators and Classroom Experiences 

C lassroom experiences are; Middle scl1ool Higli scl10ol Total % 

Essential 11 10 21 32,8 

Very important 12 3 15 23,4 

Important 5 2 7 10,9 

Important to some extent 1 9 10 15,6 

Fairly unimportant 2 7 9 14,1 

Not important at all 1 1 2 3,1 

32 32 64 100 

A total of 28 middle school educators (43, 75%) in contrast to 15 high 

school educators (23,4%) appreciate the importance of classroom experiences 

for the educators. Again 17 high school educators as against 4 middle school 

educators do not value classroom experiences. 

About half of the edu cators (56,2%) in the sample believe that it is very 

important for them to keep an account of classroom experiences for future 

reference in classroon.1 instruction. 

Approximately ten percent believe that is just important to rem ember 

classroom experiences (10,9%). Thirty-two percent (32,8%) do no t attach 

any importance lo events that occur daily in the classroom. They do n ot see 

any connection between these events and future practices. 
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4.6 REFLECTIVE PRACTICE AND OUTCOMES BASED 

EDUCATION: THE TRAINING NEEDS OF EDUCATORS 

Educators select~d in the study were given an opportunity to critically 
! 

evaluate themselves and state areas of reflective practice where they feel 

- inadequately equipped and therefore des ire training. 

Table 4.6 indicates the educators responses on areas of need. These areas 

were ranked according frequencies . 

Table 4.6 RANKING OF EDUCATORS PRIORITIES OF 

TRAINING NEEDS 

Training Need on: Percentage of Educators 

Activity based teaching 93,8 

Teaching for critical/creative thinking 92,2 

Facilitation skills 89,1 

Discovery methods 89,1 

Continuous Assessment 89,1 

Discussion 71,9 

Group work 70,3 

4.6.1 NEW CONCEPTS IN OBE 

A num.ber of new concepts or new tenns in leaching rnethodology have come 

up with the introduction of OBE. One such area is Activity Based 

Teaching. 
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4.6.1.1 Activity Based Teaching 

\t\\5 ~s a new concept for most educators and the highest number of 

educators desire training in this area because it is strange- to them, they 

need to be enlightened. 

- In Activity Based Teaching the learner has; 

1) 

2) 

to achieve or obtain information in a number of innovative ways 

to engage in activities aimed at understanding and assimilating 

the information. 

3) do a project, practical or theoretical which would demonstrate 

the ability to apply given inform<;l.tion. 

In other words, activity based teaching is one where the learner is 

taken through a series of activities that would facilitat~derstanding 

of concepts. These activities can be observed and monitored as 

processes during the learning experience. Such activities can be 

in_dividual or group activities and when tbey are done in groups, social 

and interpersonal skills of pupils can be developed. One can also 

observe the link between activity - based methods and the discovery 

rnethod as one of the methods that can be used as activity based 

teaching. About ninety-three percent (93,8%) of the educators in the 

sample desire trainin_g in th.is area because for rnost of then1 1 it is a 

new concept. 
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Another new concept for m ost of the educators in OBE is teaching for 

critical/creative thinking . 

4 .6.1.2 Teaching for Critical/Creative Thinking 

In OBE educators will be called upon to develop critical thinking 

ability in learners. Learners will be expected to cultivate independence 

in thought, to reflect active involvement in working out solutions 

beyond memorisation. 

They will be expected to project creative ability and be excellent 

communicators of information. In other words, the types of learners 

to be pro~uced by OBE will be those who have the capacity t o reason, 

enquire, form judgements and arrive at a complete understanding of 

whatever context they are in. 

Educators will play a crucial ·role in activating and developing pupils 

to becom e critical, ~reative thinkers. F or m ost educators, this is a n ew 

concept. The findings revealed that ninety-two percent (92,2%) of the 

educato rs in the study had an interest in training in this area. This 

percentage reflects the overwhel1ning desire fo r training in this aspect 

of OBE. 

O BE has strategies educators can use to create critica l, creative 

thinkers . The integrated approach is an avenue for critical thin.king. 
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4.6.2 

Learners should be able to connect ideas across discpliness. Educators 

need to move away from 'chalk and talk' to a situation where learners 

'fu.1.d out'. · Learners will be expected to be responsible for their 

development and progress. 

FACILITATION SKILLS 

For most educators, the concept of facilitation is not a new one. However, 

they need trammg and practice in this area. 

In chapter Two, the complex role of a facilitator was discussed. It is a role 

that calls for a mmilier of special skills. A facilitator is a resource person, an 

advisor, and an organiser who directs learning. 

Most of our educators are deeply entrenched in teacher-centred methods and 

the flexible role of a facilitator is one which makes educators feel inadequate. 

Eight-nine percent (89, 1 %) of the educators in the study expressed a desire 

for training in facilitation skills. 

M ost of our educators need a paradigm shift from teacher-centred approaches 

to learner-centred ni.ethods of teaching. This change in instructional practice 

will not occur overnight but educators need groon1.ing and practice to make 

them well acquainted to and comfortable with the idea of being facilitators in 

the learning process. 
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4.6.3 CONTINUOUS ASSESSMENT 

The term 'continuous assessment' was familiar to most educators. However, 

continuous assessment in OBE and competence based ! education is a new 

phenomenon because it is based not on teacher-centred methods that 

educators are used to, but learner-centred rnethods of teaching and 

assessment. 

Continuous Assessment in OBE is used to support the development on 

progress of the learner and to improve instructional practices of educators by 

providing feedback on teaching and learning. It uses a wide variety of 

techniques for assessing learners to ensure validity of rest.Jts - techn.iques like 

diagnostic assessment, achievement ,based assessment and peer assessment. 

For most educators these are new techniques in assessment, they are used to 

tests and examinations as the mode of assessing pupils. 

About eighty-nine percent (89, 1 %) of the educators in tl1.e study expressed 

a desire for training in continuous assessmenl in OBE. 

4.6.4 DISCUSSION AND GROUP WORK: FAMILIAR 

AREAS 

The two methods of teaching mentioned above, narnely Group work and 

Discussion ernerged as familiar areas for rn.ost educator, in tli.e study. 

Because of this reason, fewer educators in the study expressed a desire for 

training in Group work and discussion metl1.ods of tead1.ing . S eventy-one 
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percent (71,9%) of the educators in the study desire training in the 

Discussion method of teaching and seventy percent (70,3%) desire training 

Group work. 

Although the percentage of educators who need training in Group work and 

Discussion methods of teaching is lower than the percentage of educators 

who desire training in other areas already mentioned, one realises that seventy 

percent is still a high percentage. The implication is that although educators 

have been using Group Work and Discussion in their lessons, they do not 

feel they are adequately competent in these methods of teaching. There is 

an indication that they do not use these methods regt.Jarly in their 

classrooms. 

4.6.5 FINDINGS 

More than seventy percent of the educators in the study expressed a desire for 

training in specific areas of OBE that were selected fn tbe study. This 

finding reflects the deep f eel.ings of inadequacy on the parl of educators in the 

face of OBE. 

4.7 SUMMARY OF FINDINGS 

This section provides a sununary of tbe main findings of tb.is study. The four 

main areas of reflective practice are outlined in th.is action and they provide 

the framework of this sununary. 
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4.7 .1 The essential qualities of reflective educators, identified in this study 

were innovativeness, open-mindedness and wholeheartedness. 

Innovativeness: 56,2% of the educators in the sa1nple are not innovative. 

This pattern was observed in both middle and high schools. 

Open-mindedness: 53, 1 % of the educators exhibited the quality of open­

mindedness in their responses. Middle school educators projected higher 

levels of open-mindedness than high school teachers. 46,9% of the educators 

exhibited low levels of open-mindedness. 

Wholeheartedness: The interest and enthusiasm of middle and high school 

educators is rather low. Only 45,3% of the educators projected interest in 

the teaching profession. The in1plication is that approximately half of the 

educators do not have a wholehearted approach to teaching. Approximately 

46,9% of the educators do n ot find fulfilment in teaching. 

4.7.2 REFLECTIVE PRACTICE 

Results indicated a significant relationship between reflective ability and 

teaching experience. Experienced educators tended to engage 111 

conte1nporaneous reflection 111.ucl1. m ore than educators with fewer years of 

experience. Experienced educators also believe in reflecting on and selecting 

a variety of methods for the lesson and also reviewing the lesson at the end. 

This retrospective ability is lacking in less experienced ed ucators . 
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Results also revealed that there is no relationship between gender and 

reflective ability. Both male and female educators exhibited more or less 

equal reflective ability. 

67,1 % of the educators, irrespective of gender, do not possess high levels of 

reflective ability during lessons. Interviews revealed that 60% of the 

educators do not possess reflective ability during lessons. 

4.7.3 SIGNIFICANT ELEMENTS OF - REFLECTIVE 

PRACTICE 

4.7.3.1 Cognitive Element 

The following percentages indicate the m.unber of edu?ators who 

appreciate the importance of cognitive knowledge for the 

educator. 

1. Curriculum knowledge - 87,4% 

2. Classroom. m.anagement -94% 

3. Knowledge of learners - 64,9% 

4. School governance - 70,3% 

5. School cornmunity -62% 

Educators possess a fairly strong awareness of the irnportance 

of classroom. management and knowledge of the curriculwn . 

Educators, however, revealed weaknesses in their failure to 
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4.7.4 

appreciate the importance of a knowledge about lean~ers and the 

school community. 

Critical element 

Only 46,8% of the educators appreciate the importance of 

moral and ethical issues, and issues of social justice. 

Narrative Element 

67,2% of the educators appreciate the importance of classroom 

experiences. 

THE TRAJNING NEEDS OF EDUCATORS IN OBE 

The following figures reveal the percentages of educators who require training 

in specified areas of OB E: -

Activity Based Teaching: 

Teaching for Critical Creative Thinking: 

Facilitation Skills: 

Discovery Methods: 

Continuo us Assess1nent: 

Discussion : 

Group work : 

93,8% 

92,2% 

89,1% 

89,1% 

89,1% 

71,9% 

70,3% 

Educators expressed concern about their competence lo handle learner -

centred m ethods in OBE like Activity-Based Teaching, Teaching for Critical 

/ Creative Thinking, Discovery Methods and Facilitation Skills . Fewer 

educators need training in Group work and Discussion methods. 
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CHAPTER FIVE 

5.0 DISCUSSION AND RECOMMENDATIONS 

The study was a preliminary survey of the competence of educators m 

selected areas of reflective practice. A summary of the main findings in these 

areas was provided in chapter four. This chapter includes a discussion on 

each of these areas. The final section of this study contains 

recommendations based on findings. 

5.1 ESSENTIAL QUALfTIES OF REFLECTIVE EDUCATORS 

5.1.1 INNOVATIVENESS 

Results obtained in this study revealed that there was no relationship between 

innovativeness and type of school. Middle school and high school educators 

did not exhibit signilicantly different levels of innovativeness. (Pearsons
1 

r = 

.13199. 

56 ,25% of the respondents believed they would consider moderate to low 

levels of innovativeness. Only 43% of the educators claimed some level of 

innovativeness. 

Innovativeness is a crucial quality that is required in educators for the success 

of OBE. The education systen.1 at the present moment in SA requires 

effective implementation of new ideas such as reflection practice. The lack 

of innovativeness in educators may be due lo many co1nplex factors an1ongst 

wb.ich may be the prescriptive traditional teacl1.er-dominated methods of 
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teaching that most of the educators were exposed to during their own 

education and training. 

The value of innovative, reflective practitioners for the success of OBE 

should not be underestimated. Innovative educators can offer positive, useful 

suggestions on OBE. They can be a valuable source of information on the 

areas of OBE practice that require alterations and modifications. The 

information that can be generated by such educators is credible since it is 

based on the day-to-day action-research mode of instruction. Educators 

must also be innovative enough to want to develop materials for OBE. 

5.1.2 OPEN-MINDEDNESS 

Results revealed a signilicant relationship between open-mindedness and type 

of school.. Middle school educators were more open-rninded than high 

school educators (Pearsons obtained a significance of level of .00053) Only 

11 out of 32 high school educators indicated some amount of open.­

mindedness in contrast to 25 middle school educators who indicated a high 

level of open -mindedness . 

The difference in open-m.indedness between high school and middle school 

educators is difficult to explain. It is possible that the middle school 

environrnent, with lean~ers who are young and closer to the primary school 

demands that the educator be nwre resourceful and open to possibilities in 

his environment than the lugh school teacher who expects the learner to 
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generate most of his own learning in a discipline-based time table. It is 

possible that handling learners who are young, with lower attention spans 

creates a challenge for the teacher. He must be flexible and -open to create 

a stimulating learning environment at all times. 

About half of the responses in sample, (53, 1 %) suggest some trait of open­

mindedness and about forty-six percent (46,9%) claim moderate to low levels 

of open-mindedness. 

A more scientific quantitative study would probably have yielded even lower 

levels of open-mindedness as required for reflective practice. This study was 

an exploratory descriptive survey, it was more of measuring what educators 

claimed they did in their classroom practice and minimal classroom 

observation. 

Open-mindedness is a trait that educators who implement OBE should 

possess . OBE requires versatJe, flexible educators who can make use of a 

variety of classroom strategies. If educators lack this trait, they will find it 

extremely difficult to execute flexible changeable progranunes expected in 

educators in ii1:1plernenting OBE. If educators are rigid in their approach, 

the essence of OBE could be lost. Educators who are not open-minded 

cannot create or develop creative, open-rni.nded critical learners in the school. 
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5.1.3 WHOLEHEARTEDNESS 

Less than half of the educators in the study, both middle and high schools 

(45, 3%) indicated their wholehearted enthusiasm for teaching. 54, 7% have 

divided or moderate levels to low levels of interest in leaching. 

One possible influence is that the 54, 7%, (over half of the educators) are 

half-hearted and reluctant participants. The system cannot expect 

innovations or extra-in-put from half-hearted educators. OBE requires 

committed educators who will go an extra mile to be resourceful. A lot of 

extra effort is required for any new venture to take off, one's time and 

commitment are crucial resources and it takes enthusiasm and 

wholeheartedness. 

Apart from a lack of interest in teaching, a good number of educators do not 

find any fulfilment in teaching. Only 29,7% obtain fulfilment from 

teaching. Teaching is fulfilling to some extent for 23,4% of the educators. 

This finding confirms a half-hearted, reluctant group on hand. They do not 

embrace teaching as a worthwhile activity. One therefore does not expect 

them to invest time and effort in their daily practice. 

The interviews revealed that the lack of enthusiasm fnr most educators is a 

result of unattractive conditions in m os t schools. Tbe overcrowded 

classrooms have brought about unm.anageable workloads. Among other 

things, large classes contribute to disciplinary problems . Discipline is one 

area of concern for n1. os l educators and a 111.ajo r source of job de1no livation. 
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Large classrooms, according to educators, take away the educatorl initiative 

in applying learner-centred methods of teaching. Learn.er-centred approaches 

like Group work , and dra1na work well in the context of small, manageable 

class sizes. 

The half-heited attitude of approximately half of the educators have serious 

implications for the success of OBE. Attitudes play a key role in the 

successful implementation of any new programme. Positive attitudes can go 

along way in aiding the implementation while negative attitudes can stifle the 

success of an innovation. 

Teacher attitudes can play a crucial role in curriculum change. If OBE is to 

succeed, educators must view the programme positively and be willing to 

adopt new methods. It is crucial for educators to develop positive attitudes 

towards teaching because attitudes influence behaviour. Positive attitudes in 

educators mean that they can en1brace the change and· be willing to learn. 

Negative attitudes can result in a low work output. 

5.2 REFLECTIVE PRACTICE 

Results revealed that there is a significant relationship between reflective 

ability and teaclung experience. The individual effect of teaching experience 

was highly significant at .0001. Experienced educators revealed higher levels 

of reflective ability than educators with fewer years of teaching experience. 

However, there is no relationship between reflective ability and gender. Ten 
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niale educators and eleven female educators in the sample projected high 

levels of reflective ability. Thirteen male and ten female educators in both 

middle and high schools indicated moderate reflective ability. These figures 

suggest m ore or less equal levels of reflective ability in both male and female 

educators. 

The questionnaires indicated that 67, 1 % of the educators, irrespective of 

gender do not possess high levels of reflective ability during lessons. The 

interviews and lesson observations revealed that 80% of the educators do not 

possess reflective skills during lessons. The difference in these percentages 

might be attributed to the difference in the instruments used. The interviews 

gave the researcher an opportunity to probe and elicit more authentic 

responses that the questionnaire . 

Interviews and lesson observations revealed that over half of the educators do 

n o t use a variety of teacb.ing m ethods in their lesson. They lack the 

versatility and wide repeitore of teaching strategies that reflective teachers 

1n ust posses. f t·,~wu 1 
Results also indicated that experienced educators appreciate the i!!!tt"ice 
of n oting and acting on problem s after tl1.e lesson and reconsidering all the 

activities of tbe lesson a t tbe end. This reflective skill is lacking or weak in 

teacbers witb fewer years of experience . 
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It can be noted that the majority of teachers in the study have between zero 

to five years of experience (0-5 years), the group of teachers lack reflective 

skills outlined above . 

When innovations like OBE are introduced, educators have the unenviable 

task -of translating new ideas into m eaningful, classroon1 practice. The 

teacher's skills, knowledge and competence play an important role in the 

successful implementation of the new programme. In Pratt's words:-

A gifted teacher transcends a mediocre curriculum but an 

excellent curriculum is unlil~ely to be successful in the 

hands ofan incompetent teacher. (Prall, 1980: 52) 

Well trained adequate professionals can be an asset in the area of skills and 

knowledge required for OBE. Such educato rs can be used to train other 

educato rs . 

Reflective professionals can be usefl.J m odels for o the r educators who are n ot 

reflective in their approach to teaching. In o rd er fo r OBE t o succeed, the 

full cooperation of t eacl1.ers is crucial, d1.eir attitud es play a critical ro le in 

influencing o ther people, their sbills anJ expertise contribute towards 

effective delivery. In all tlus, com.milrnenl u n tl1.e parl n f the educator is a 

prerequisite fo r the success o f the new programm e. 
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5.3 SIGNIFICANT ELEMENTS OF REFLECTIVE PRACTICE 

Results obtained on the significant knowledge areas for reflective practice 

indicated that educators possessed a fairly strong awareness of the importance 

of classroom management (94% of the educators) and curriculwn knowledge 

(87,4% of the educators). 70,3% of the educalors appreciate the knowledge 

of school governance as an important knowledge area for the educator. 

67,2% of the educators believe in the importance of classroom experiences. 

64, 9% of the respondents regard the knowledge about learners, and their 

abilities as important. 62% of the educators indicated an awareness of the 

importance of the school community. Only 46,8% of the educators revealed 

i\n active concern for moral, ethical issues or issues of social justice. 

The strong appreciation for classroom management as the most essential area 

for educators may be ascribed to the teacher-centred, environment under 

which most educators were educated and trained. 

5.3.l 

Educators need to appreciate the importance of school governance and the 

school community. These are important aspects in tbe lransformation of 

education in South Africa. Reflective educators are expected to have a full 

understanding of the educational conlexts in whicl1. tl1.ey work. A knowledge 

of school goven1.ance equips the educator wilh skills tl1.at are needed for 

professional development in his career. The educator rnust nol view himself 

or herself as static in the profession, but as an individual who is daily 
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equipped for greater capacity and rnore irnportant rule to play than the 

teacher's role. This kind of perception should contribute towards forward 

looking, enthusiastic reflective educators. 

The educator is accountable to the parents and comml.mity in which he 

operates . This knowledge creates a sense of professional responsibJity that 

is essential in reflective educators. The educator can only serve the interests 

of the community if he is aware of the needs, problerns, interests and 

aspirations of this community. The study revealed that about thirty-percent 

of educators need awareness traiiung on the ii1.1portance of school governance 

and about forty percent need this traiim1g on the role of the educator and the 

school community he serves. 

Approximately 63,2% of the educators also need awareness training in 

critical reflective ability. If teachers are to produce critical, creative thinkers 

they need to be critical thinkers too. 

Four areas of concern where teacbers lack awareness are: the importance of 

knowing their learners abilities and characteristics, tl1e value of classroom 

experiences for the practising, reflective educalnr, tbe lmnwledge of the school 

con.1111.unity and critical awaren ess. 

In OBE the learner is al the cenlre of all learning . In nrder to enter into a 

collaborative process of teaclung and learning witl1 pupils, tbe reflective 
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educator needs to know the learner, his competencies and areas where he 

needs help. Without this knowledge, the whole instructional practice 

becomes m eaningless as the competencies of pupils will not be tested. A 

knowledge of learners and their abilities is an integral part of OBE. 

Classroom experiences play an invaluable role for the reflective educator. It 

is only when past experiences in the classroom are utilised that the educator 

gets a picture of what works and what needs modification and adjustment. 

A consideration of classroom events becomes part of the reflective process 

that acts as a guide for the educator for future lessons . 

A neglect of classroom experiences, -a lax attitude about what transpires in 

lessons indicates the attitude an educator who is not interested in professional 

growth. It paints an uncaring attitude where an effective contribution to the 

whole practice of teaching cannot be envisaged. It is also significant that 

only 46,8% of the educators appreciate the critical creative element a 

concern for social issues and social justice. This lack of awareness on critical 

issues might be an indication that educators are not equipped with knowledge 

on social issues. It also implies that they are not in touch with social trends 

around then. 

5.4 THE TRAINING NEEDS OF EDUCATORS FOR 

REFLECTIVE TEACHING IN OBE 

Educators were given a chance to evaluate themselves and state their 
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strengths and weaknesses in instructional m e thodn l11gy. Th.is self-evaluation 

is the kind of reflective process that should dominate the daily practice of 

reflective educators . 

The findings in th.is area revealed the overwhelming sense of inadequacy felt 

by educators in handling aspects of OBE. Over seventy percent of the 

educators in middle and high schools expressed a desire for training in activity 

based methods, facilitation skJls, continuous assessm <:!nt and other areas 

outlined in Chapter 4 as essential competence areas for educators in OBE. 

The percentag~ of educators who required training in the aspects of OBE 

chosen for the study is even higher than ninety percent (90%) if one includes 

the percentage of educators who were uncertain wbether they need training. 

The fact that these educators are uncertain about their competence is in itself 

indicative of their lack of reflective skills. It a lso suggests a lack of 

confidence about their com.petence in teaching. 

This category of educators are also in n eed of training to be reflective 

educators who are capable of self-evaluation. 

It is also significant that educators were able to evaluate themselves and 

indicate, without reservation, that they are desperately in need of training . 

What else could be a n1.ore accurate n1.easure of educah1r's needs than the 

educators themselves? This exercise should be Laken as an indication that 
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educators are capable of self-evaluation when the chips are down for real and 

there are OBE skills to be employed they are under pressure to state their 

n eeds for staf-f dev.eloprnent programmes. For instance, if, educators are given 

workshops only on groupwork, it would not be surprising if they show a lack 

of interest because the findings of this study reveal that they feel a sense of 

competence in th.is area of teaching. It is therefore useful to note that 

educators should be involved in needs assessment. 

The evaluation of educators on aspects of reflective teaching and qualities of 

reflective educators revealed that most of the educators need training to be 

versatile, innovative and committed reflective educators envisaged for the 

successful implementation of OBE. 

5.5 RECOMMENDATIONS 

The main findings of th.is study, although lirnited in scope, still allow us to 

corne up with a nun1ber of recommendations on the implementation of 

reflective practice: -

5.5.l Comprehensive In-Service Development P1·ogrannnes for 

Educators 

a) There is a need for the education department tn respond to the 

educators ' desire for training in aspects of OBE. A cornpreh ensive 

progranune of In-Service D evelopment for all educators in fmu1.dation, 

intermediate and senior phases would go a lo n g way in changing 
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teacher attitudes and equipping them with the skills and knowledge 

they need to have in OBE. 

The comprehensive programme envisaged l-iere is not the provision of 

one or two day workshops on OBE. In addition to these workshops, 

. (though useful they may be in introducing educators to OBE) a large­

scale programme involving the creation of professional centres where 

all educators would have a chance to go for short _courses in essential 

areas of OBE in an instalmental structure is desirable. Such centres 

would be occupied by curriculum facilitators . From such centres 

teachers would be exposed to participatory self-regulated sessions where 

they identify common problem areas in OBE. These centres can also 

serve as consultancy service providers on OBE and as continuous 

support units for school-based projects in OBE. Resources centres 

could develop from such centres and the provision of resource 

materials could involve teachers . Teacher centre& would also rnonitor 

the induction of new teachers in tb.e field . 

Tb.e training given to educators sb.ould not be confined to OBE 

methodology. Like tb.e staH in tl-1.e corporate environ111ent, educators 

also need dynamic workshops on n10tivation and other aspects of self­

d evelopment tl-iat would help tl-1.em to refocus tl-1.eir tl-1ougl1.ts and 

feelings in a positive way. Such workshops wot.Jd provide on e avenue for 

restoring teacher en thusiasm and wholeb.eartedness . 
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Initial training given to educators must include self- evalualion techniques for 

educators. In-service training must respond to the different and changing 

needs of educat0rs. In other words, before workshops are provided, an 

identification of the particular needs of educators must be done . 

The professional development of educators 1nust be pad of school 

development. 

The everyday life of the school is a major source of learning for educators. 

Good schools help educators to grow professionally. Efficient school 

management, the supervision and monitoring of educators leads to teacher 

development. Principals and beads of deparbn.ent need to play an 

active role in the professional growth of educator sin tbe scb.ool. 

5.5.2 ADEQUATE SUPPORT FOR TEACHERS IN THE 

IMPLEMENTATION OF OBE 

If the shift frorn teacber-centred to leaner-centred metbnds is ln he realised, 

apart from in-service training, educators need conditions in sch ools tbat will 

enable them to execute their duties effectively. Tl1.e reduction of tl1.e teacber­

pupil ratio, although it is much talked about, is long overdue. .fu.1 audit 

exercise incorporating class sizes, available classro0111 space and teachers n1usl 

be conducted. Apart from the teacher-pupil ralio, all the other concerns that 

hamper effective instructional delivery musl be deah wi lb b( ilistically. 
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5.5.3 FURTHER RESEARCH ON IN-SERVICE NEEDS OF 

EDUCATORS 

One area that is neglected in educational research in African countries 

involves the needs of educators. In order lo enst.rre success in the 

implementation of OBE, FRD and CSD are providing support for research 

that focuses on educators and ways to prepare them lo be adequate, reflective 

and professionals for Outcomes Based Educalors. Tlus commendable 

initiative should be institutionalized into a prom.inent fealt.rre in the 

education industry of South Africa. 
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APPENDIX A 

Questionnaire: Teachers 

The aim of this questionnaire is 

i) To determine to what extent teachers ,ire reflective intheir teaching. 

ii) To identify areas in education in which teachers desire greater competence. 

iii) To establish points of departure for a staff development programme. 

NB.: The information you give in this questionnaire will be treated in the strictest 

confidence. 

You are kin~iy requested to complete this questionnia.re by ticking ([) in the approriate 

block and giving necessary information where required. 

1. Location of scl1.oo l 

1. Rural 

2. Urban 

3. Peri-urban 

2. Type o f school 

1. Primary 

2. Middle 

3. High 

3. School Circuit:-

Personal Deta.ils:-
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4. Gender 

Male 

Fernale 

5. Marital Status 

Married 

Single 

6a. Academic Qualifications 

1. Below Std IO ... 

2. Standard 10 

3. Junior Degree 

4. Honours Degree 

5. Masters Degree 

6. Other (specify) 

6L. Professional Qualifications 

1. Prin1ary Teacl1er's Course 

2. Secondary Teachers's Course 

3. U uiversity Degree 

4. Diploma 

5. Other (please specify) 
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7. What is your position in the schoo l? 

1. Principal 

2. Deputy Principal 

3. Head of D epartment 

4. Teacher 

8. Your age category 

1. 20-29 

2. 30-39 

3. 40+ 

9. Teaching experience 

1. 0-5 years 

2. 6-10 years 

3. 11-15 years 

4. 15 years + 

10. Terms of service 

1. Penna.neut 

2. Temporary 

3. Contract 
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11 . How far do you agree with each of these statements about the practice of teaching? 

Agree Agree to Disagree to Disagree 

completely s01ue extent som~ extent completely 

1. I like to grapp le with 

new ideas. 

2. It is important to 

change one's plans 

during the course of 

the lesson to suit the 

situation. 

3. There are unlimited 

alternative possibilities 

in the classroom. 
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13. H ow far do yo u agree witb eacb o f lhe fo llowing statem ent abo ut teacbin g? 

Statem ent A gree Agree lo Disagree to Disagree 

complete ly so111e extent sofoe exten t completely 

1. I find teac b.in g an 

interesting job. 

2. T each in g is a -
fulfilling experience. 

3 . T each in g gives 

m eaning to my life . 
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14. Each of the fo llowing items identifies an aspect of teaching in which greater 

comeptency can be achieved. Read a ll the items and respond by ,t tick (/') in the 

apppropriate column to indicate to wbat extent you wish to improve your 

competency in this aspect. 

I wish to I am uncertain I am fully I consider this 

obtain greater whether I need compelennt aspect 

competency greater in this aped unimportant for a 

in this aspect competency staff deve lopment 

programn1e 

Activity based 

methods of 

teaching. 

FacJitat ion skills 

Groupwork as a 

teaching niethod 

Discussion as a 

teaching method 

D iscovery 

methods 

Continuous 

assessn1eut 

Forn1ulating 

outcon1es of 

learning 

Teaching for 

critical/ creative 

thinking 

Developing 

leac h ing 

materials. 
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APPENDJX B 

REFLECTNE TEACHING 

INTERV1EW QUESTIONS 

l .i) In your opinion, should learning be; 

a) teacher centred 

Or 

b) learner centred? 

ii) Why? 

2. How 1nany methods do you use per lesson? 

I) Name those methods 

ii) What is the best method to teach your sujbect? 

3. What kinds of learning styles do you encourage in your learners? 

4. What is your role in the classroom? 

5. What roles are students supposed to assume in your classroom? 

6. Are there any planning decisions you take before the lesson? Elaborate. 

7i) In your teaching do you stick to your plan or tbere are situa.tions wl1ere yo cbange 

,1.11d follow a. differen t course? 

ii) What kind of circumstances would lead to a cha.nge oi: pLrn during your lesson? 

8. After a. lesson, do you make a.ny assessment? 

- of the lesson? 

- of yourself? 

- of pupils? 
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9. After a successful lesson, do you lhink a.boul d1e med10ds lhat you used? Why? 

10. What kind of on-the-spot decision do you make while you leach? 

11. What kinds of int~raclion occur in your lesson? 

12. With the introduction of OBE do you need training? 

i) What kind of training do you feel you need? 

ii) What kind of training do you lhink other teachers in your subject need? 

13. Do you find leaching a rewarding experience? 

14. Are there any frustrating aspects in the leaching profession? 




