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1.5 Chapter division

Chapter 2 focuses on a discussion of the necessity for assessment reform in South Af :a.
Chapter 3 outlines the various structures of Outcomes-based Assessment in E I Wi in
the Learning Area: Language, Literacy and Communication.

Chapter 4 discusses the planning of assessment in English within the Leamning -ea:
Language, Literacy and Communication.

Chapter 5 contains the conclusion and makes recommendations for future resear: 1.






The learner saw the syllabus as rigid and non-negotiable. Teachers alone were respo it :
for controlling the content of lessons, for trying to instil an interest in pupils who were ass :
recipients of knowledge. It was becoming evident that this type of education system ¢ not
meet the requirements of the 21%t Century. In the Green Paper on Further Education and
Training (Republic of South Africa,1998(c):5) it is stated that "a country's ability to c«  ete
effectively in the global economy increasingly depends on the knowledge and sk 3 5
people. The pace of scientific and technological advancement, and the challenges and
opportunities of the information age, mean that high quality education and training, d
lifelong learning, are essential if South Africa is to keep abreast of changes in the natu and

in the methods of production.

The elements critical to a successful, modern education system: equity, access, redress,
relevant content, quality assurance and a variety of assessment methods, tools and
techniques were not addressed in the policy document, syllabi and lesson pl: ning of the
traditional system. The significance of addressing the development of the knowledge, skills,
values and attitudes of learners was not yet recognised. It was essential that learners

developed so that they acquired the skills necessary to compete in the global ma .
Chanee (1999:11) states that "in order to provide quality education, there is a nc d to
establish mechanisms that will assure greater accountability and contribute to the
enhancement of the quality of education. This can to a large extent be done ¢ jh

assessments and reviews based on objective, reliable and  =vant inforr

It is clear that there was a need for change. In the Government Gazette (Re n lic of South

Africa, 1998(b):9,10) it is stated that: "The policy (assessment policy) introduces a shift from
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orientated and that the learners learn to communicate in situations which would prepare em

to take their rightful places in society.

fn the authoritarian education system of the past, English was seen as a subject in isc 1ition.
Many pupils whose home language was not English were forced to accept English as 1e
language of learning and teaching and could only take their home languages as a s' arate
subject. This in itself resulted in unfair evaluation as learners were forced 3> w e
examinations in all subjects in a language which was not their mother tongue. 1S 01 ¢
when the “Straight for English” policy was adopted in 1992 that parental preference was iken
into consideration. In the new OBE system all languages enjoy equal status and are
incorporated into the Learning Area: Language, Literacy and Communication. 1e English
which was taught was content-driven and relied on limited methods of assessment. The
purpose of this chapter is to discuss the authoritarian, content-driven education system of e
past and then outline the development of an educational system which would redress the
inequalities of the past and in so doing stress the necessity for assessment reform int

innovative developmental initiatives being taken to provide lifelong learning opportur es fi

all.

2.2. Development of assessment practices in the ex-Department of :ducation an:
Training

2.2.1 Pre-1988: Structural education and evaluation

2211 General

In the apartheid education system each racial group was assigned a separate education

department. In the ex-Department of Education and Training, which catered for Black pupils,
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evaluation was summative and, therefore, relatively judgmental because it mainly took lace
in the form of tests and examinations. Marks were recorded for pupils in order to ascertain
whether the pupils should be promoted or failed at the end of the year. Evidence of upil
achievement was measured summatively and did not reflect the actual achievement or
holistic development of the pupil. During this period structural teaching and the testing of
grammatical structures and knowledge of content was the order of the day in the me ri of

schools in South Africa.

2.2.1.2 Rote-learning, tests and examinations

In the historical academic system teachers in the ex-Department of Education an Training
were supplied with a prescriptive syllabus, subject policy and work programme ey
had to follow. Lessons were planned according to the syllabus content an tests an

examinations were set on the prescribed material (cf Department of Education, n.d.). T se
tests and examinations merely reflected how much of the knowledge imparted e
teachers was learned by the pupils and then later regurgitated under test conditions. Van der
Vyver (2000:39) states that: "The term 'rote learning' has often been used to describe the
study methods of learners in a subject-based curriculum. Learners are seen to memor :
large portions of the textbook and then to reproduce this information in a test or examination.
Very often these learners have little real understanding of this study material. e 3¢ ers
look for key words in the examination question and then "dump" all the informz n that

think is relevant to the question”.

When looking at an example of promotion requirements for English Second Languar

clear that this method of evaluation is only aimed at those individuals who are academically
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get the required results. Mpolweni (1998:54) states that: "The process of inspection was in
many instances conducted by collecting learner' s books to check on:

e the number of exercises, the amount of classwork , homework and tests written;

e whether the written work is within the prescribed syllabus; and

e whether the teacher marked the work done by the learners."

2.2.1.3 Evaluation of classwork

The marking of books took considerable time as teachers were expected to mark work in

great detail and rewrite all errors. The pupils then spent many futile hours doing  rrections.

Essays, especially, were difficult to mark and pupils merely rewrote the teacher' s correcti s
thout gaining anything from it. This method of marking and evaluating the pupils' work was

not only a very timeous and daunting task but also demotivated learners when they received

essa hich left them in no doubt of their poor command of the language (cf. Creber,

1965:221).

Teachers were also inclined to neglect this aspect of the work as the ma ing of so many
books was an impossible task. Appendix 2 gives an example of how an essay was marke

and corrected, and Appendix 3 is an example of the grid which was used for the evaluation of
essays. Such a mode of evaluation, which had its focus on the correction of lan 1age errors

rather than on communicative competence was unacceptable (cf. Hyland, 1990).

2.21.4 Evaluation of composition writing

In the English syllabus (Department of Education and Training, 1985:7) it is stated that:
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e. When an essay is totally off the subject, then it must be given a G or H.
Before deciding on a content 'rating’ ask yourself:

- how well did the candidate relate to the subject,

- how well is the topic infroduced and concluded,

- does the essay hold the reader’s attention,

- does it show particular perception, imagination etc. and

- Is it generally coherent in its train of thought?

B. ASSESSING LANGUAGE IN COMPOSITION WRITING

You must distinguish between major and minor errors.

Major errors must be circled, minor errors must be underlined. If an entire sentence or
paragraph is extremely faulty, draw a wavy line in the margin.

The circles and lines with which you mark the scripts must serve as a GUIL to e

symbol which you award for language.

It is crucial, however, that the marker must take into account the positive aspects oi
writing. In the last analysis the marker must ask:

- was the language generally coherent,

- was it of the correct tone for the subject matter, and

- was the language generally pleasing to read?
It is impossible to lay down hard and fast rules as to how many major and minor er rs
equal a particular language rating. It is obvious that someone who has, for example,
five major errors on one page, may still be a generally more competent roan
someone with only three major errors. The degree of sophistication of lexis
(vocabulary) and structures must play a part in the general assessment. It should be
obvious that ‘fancy’ or ‘highflown' English which blurs rather than enhances the
cC...... -Inication, detracts frc .. the essay as a whole.

. 'R F 'Ris defined as one which seriously hampers ¢ mm

and indicates poor language control:

- serious misuse of tenses including the faulty use of the continuous tenses,

- Incorrect concord (e.g. He run), and
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- very poor sentence construction through unacceptable word order, in mple
sentences, generally poor structures and choice of words, efc.

A MINOR ERROR is one which does not seriously hamper communication:

- spelling mistakes,

- punctuation involving use of commas, apostrophes and inverted commas, and

- words or phrases omitted but which do not seriously hamper coherence

Obviously, it is impossible to list all categories of errors for present purposes ¢ that it
is assumed that markers will use their discretion.

N.B. - contractions such as don't, can't efc. are acceptable

- repetitions of the same error should NOT be indicated

GUIDE TO DESCRIPTIONS OF LANGUAGE RATINGS

H. Extremely weak: Vocabulary and structures so weak as to result in very little

communication on the set topic. Hardly intelligible.

G. Patently below standard: The language of the candidate is at least h.
Command of English very limited; hardly any command of the Er ish tenses
and of concord; Spelling and punctuation very poor indeed; / lim
vocabulary, unable to express himself in simple English.

F. Doubtful: Portions of the composition contain many serious errors, especially in
the use of the tenses and in concord;, sentence structure sho s ing
influence of the mother tongue; parts of the composition, and of the ind al
sentences, however, in idiomatic English.

E. Passworthy: The prose composition of a candidate whose English is his second
language; including errors in the use of the tenses and in concord: rrors of
language do occur in respect of these.

D. Comfortable pass:  Effective command of everyday English = cabi ry,
structures and English idiom show, capable of sustained logical and clear
ext in spite of the not unreasonable number of errors made.

C Competent: Relatively few errors; good command of English idiom; range of
vocabulary and expression good; uses English with facility; keeps within safe
and rather limited bounds.
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B. High Standard: Few errors: greater facility of expression shown; good command
of English idiom, including the more advanced; interesting, competent range of
vocabulary; awareness and observance of elements of literary style ai taste
apparent.

A. Distinction: In spite of a lapse here and there, a happy facility of expression and
a wide range of vocabulary and expression shown, thought and st suiti ly

merged; unmistakably superior.

As the majority of essays marked according to these instructions were dominated vy
language errors it was very difficult to allocate a reasonable mark even .ou¢ | errors re
only indicated and were not rewritten correctly for examination marking as was e case or
evaluation of classwork (cf. Appendix 5 and Appendix 6). There was also a vastc ‘ere e in
the standards set by different teachers. Marks were very subjective and varied cons  rably
in many cases as some teachers were able to recognise spelling and grammar errors wt st

others were unable to do so.

2.2.1.5 Evaluation of literature
In the literature paper, language errors were also taken into consideration. Inthe : mber
1980 Department of Education and Training examination paper, instructions were as fc /s
- Answer two questions. They must be on different books.
- At least one of the questions chosen must be a contextual question. You ay, if
you choose to do so, answer two contextual questions, but not two of the o rs.
- Each question carries 40 marks, of which 15 marks will t allo

style, arrangement of subject matter and neatness of your answers.



19

In the Understanding the National Qualifications Framework document (Republic of
South Africa, 1996(a):12) it is stated: "In the old education system only the content of the
courses and what the teacher or textbook had to say was important. Learners :cel d
information from the teacher and did not play a very active role in the learning situation. st
of their learning was memory-based. Learners were seldom given the opportunity to sl w
that they understood the full meaning of what they learned and how to use their kno  :dge. It
was important that learners remembered and repeated everything that they learned, and not
whether they understood and were able to use what they had learned in different ways or

situations."”

The average literature question, which was worth 40 marks, merely required thi the wj
regurgitate facts learned in class or from study guides. Some examples of these qi stions
include:
> In your own words give the content of:

THE WILD SWANS AT COOLE - W.B. Yeats

and ODE TO AUTUMN - John Keats.
> In your own words give an account of:

THE BLUE HERON - T.G. Roberts

and EDWARD-EDWARD - Anonymous.
> In your own words tell the story of THE KELP JUNGLE as written by Glynn Croudace

(T Jblic of & 1ith Africa, 1985).

Pupils were not asked to state their own opinions nor were they asked to interpret any piece

of literature. They were merely asked to rewrite the contents of a poem or story.
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These types of questions caused considerable problems in the marking sessions as a
detailed memo was given and teachers would stick r¢ giously to the memo and would not
recognise many correct facts included by the pupils especially in cases where the pt . used
their own words. For example, the memo would state:
e His wife could be made a widow, his children made fatherless. Mer as an
unknown word.
e A form loomed up at him, he swung his stick at it and heard it give a cry of pain.
The learner’s answer would, for example, be:
e They would kill him because they felt nothing for anyone and did not are.
e One of the young men appeared in front of him and groaned when he s hit
with the stick.

Moderators found large discrepancies in mark allocations when they remarked the essays.

2.21.6 Evaluation of the language paper

The content-based syllabus and the emphasis on the evaluation of the learner's knov  ige of
language structures is not suited to the more learner-centred approach of OBE. 1 e ast
(pre-1988) the teacher was also unable to change e content of the sy ws and the
methods of evaluation in order to meet the needs of the learner as the format of the final
examination required that the learner had knowledge of the structures of the in¢ sh

language.

Planning was textbook bound and even though the pupils spent hours chanting substitution
tables and changing words and sentences as instructed by the textbook exercises, these oral

cantations were never utilized in interesting ways for assessment but became oring
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repetition exercises to which no one paid any attention. In the document: Let’'s connect..... a
communicative approach to outcomes-based language teaching (GDE, 1999(g):1°

stated that: “The educator, as model of the target language, provided all e wut ¢ d
controlled the class like the conductor of an orchestra. The educator of this me 10d was often
the original “talk and chalk” teacher. Learners were not encouraged to generate their ¢
sentences, because the focus was on language accuracy and learners were discouraged

from making mistakes”.

In the traditional method of planning a lesson, emphasis was placed on the aims, ¢ je res
and content of the lesson. Assessment was not taken into consideration at ¢ when planning
was done. Mahomed (1998:12) states that: "In the South African context, the issue of content
is sensitive for two key reasons. The first is that our system has been a heavily co t
driven one which has resulted in rote-learning practices in almost all parts of e sys m. The
content also tended to be biased in most respects toward eurocentrism, maleness, and
middle and upper class perspectives of knowledge". The following extract from a

comprehension passage used in June 1981 is an example of this:

As Minister for Air, Churchill established a reputation for being the worst pilot >t
developed by aviation. He appeared to have an uncanny instinct for making e rong
move. The fact is, he crashed with regularity. To carry out the business of
demobilizaton, he found it convenient to fly often into France, and the :asants in

lyii  areas came to know him well. In the last days of the war he | 1 taken off for
London from France in a plane that nobody else would touch (he had a patriotic bias
against commandeering aircraft that might be put to better work elsewhere). Eight

kilometres out over the Channel, the engine stopped and they headed toward the sea.



22

Churchill was trying to get out of his heavy clothing when a few strangled pops haule
them up briefly. They made it back to Gris Nez and flapped down near : aerodror.
The plane was repaired, serviced, and assisted into the air again. This time Churchill
and his pilot were more than halfway across when the engine sii 2d ' and
diminished to one or two cylinders. With fifty metres of altitude left at the English

shore, they crash-landed safely in a grove of elms.

In the June 1981 examination paper the language questions based on the above

comprehension passage included the following questions:

¢ The adverb s~ is related to the noun safety, the verb save and the adject  safe. The

following words are also related to other parts of speech. Write down the re sant rds

indicated after each word:

)
i)
iii)

iv)

serviced - adjective
assisted - noun
injury - verb: adjective

presumably - noun: adverb

¢ The phrase for being consists of a preposition (for) and a gerund (being), while to carry

is an infinitive. Complete the following by writing down the correct form of each of the

words in brackets:

He made his escape by means (slip) away unnoticed.
| shall try (see) you tonight.

You had better desist (trouble) me any longer.

The mechanic is adept (repair) cars.

We shall have to stop (meet) each other.

¢ The word last is an adjective. It can be used as a noun and as a verb. Constr.

short sentences to illustrate its use as a noun and as a verb.

The passage on which the language questions were based was also very diffic t for second

language learners to understand and the content was far removed from their cultural and

social background. The following is an extract from this passage:
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It was the lusty cries that the owlets gave that suddenly brought home to me the
culinary implications of my new acquisitions. It was obvious that they had t e

fed, and judging from the noise they were making they were extremely hungry. | could
see that | would have to rely on my Mother's unfailing kindness of heart. | found her
ensconced in the kitchen, stirring a huge, bubbling cauldron, her lips moving silen  as

she read from a cookbook in one hand.

One of the questions asked was the following:

The clause, It was obvious that they had not been fed, is in the passive voice. ‘han

the following into passive voice:
i) The lusty cries that the owlets gave brought home tome the culinary implications
of my new acquisitions.

ii) I intend to keep their arrival a secret from Larry.

In this method of evaluating, the learner was faced not only with trying to apply the lan¢ age
structure required but also with the problem of trying to understand the meaning of e

sentence before attempting the conversion.

2.2.1.7 Oral evaluation
During this period the DET syllabi suggested that an average of 3 periods per wes e
allocated for aural and oral work. According to the Standard 6 syllabus, the oral mark was

compiled as follows:

Reading aloud 10
Comprehension of passages read 10
Speech on a set topic 10
Informal conversation on everyday topics 20

(Department of Education and Training, 1986:8).
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education was about certificates and status but had little relationship to the way one :d

one’s life or did one’s work”.

2.2.2 Post-1988: Toward communicative language teaching and evaluation

2221 General

During this period the need for change from structural teaching to a more comm icative
approach was recognized and addressed. Kilfoil and van der Walt 1 390:29) state that:
"Sensitivity for the learner's needs is one of the most important issues in the constru on a
communicative course. It is obvious that the teacher must have a large say 1 e
construction of the course. The current state of affairs does not give him mur | eedom

this respect, but he should strive to exploit what little freedom he has".

A modification to the English syllabus (cf. Appendix 7) was sent out to teachers in Circt ar

Minute No 36/1989 (Department of Education and Training, 1989).

Even though the necessity of evaluation throughout the year was recognised and tl  oral
mark allocation was increased, there was still no mention of continuous assessment. ~ e

year mark was still summative and comprised of an accumulation of test ma s.

2222 Evaluation of composition writing
When the communicative approach to language teaching was introduced in 1! ?, the
examiner of the composition paper decided to introduce a new marking grid which  1s more

suited to the communicative approach for the evaluation of the composition an letter

components of the examination.
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The following instructions were given to markers at the marking session in Nove 1ber 1993:

INTRODUCTION

The following guidelines refer to the marking of both the composition and letter or other
short piece of writing. A holistic approach fto the evaluation of writing will be u  d i.e.
examiners will base their judgement on their impression of the hole
composition/letter. The composition or letter will be judged on its communicati
effectiveness.

To help examiners in their evaluation a marking profile containing four component
scales has been provided to help focus the reader's attention on important asp ts of
composition writing.

MARKIM™ PROCEDURE

e FEach composition will be marked by two different markers under the san  Senior
Sub-examiner, or two Senior Sub-examiners under the same Chief Examiner. This
procedure will be followed until the Chief Examiner is satisfied that markers are
using similar standards.

e The first marker will mark only the composition. The second marker will ma  oth
composition and letter/short piece. Two quick readings of each piece of  iting are
expected from each marker at this stage.

(a) The first reading will be for an overall impression concentrating on the me
The examiner should ask himself/herself questions about the writer's i as and
how well they are developed and sequenced to convey a c 'e ctu
Marks should then be allocated under Content and Organisation finding the

descriptors that best describe the writer's success. A score should be
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determined for each component to reflect these descriptors and be recoi d on

the top left corner of the script as follows:

C= o=

(b) The second reading will be to decide on scores for the remaining
categories:

Vocabulary and Language Use. The examiner must decide if the vocabulary

and manipulation of language work effectively to convey the intended message
without distortion or loss of meaning.
The marks for the two categories should also be reflected alongside the
marks for content and organisation.
(c) Marks for the four categories should then be added up and the total mark
frans red fo the outside cover of the scripts.
Scripts that have been marked by two markers will be passed on to the Senior Sub-
examiner where the composition marks differ by more than 10. The senior S -
examiner will remark both composition and letter. The two marks clo st each

other will then be averaged.

GENERAL

Examiners should not be afraid fo award high marks for a well-written ans or to
fail a weak candidate.

Where a piece of writing is completely irrelevant, a 0 should be given for cor nt.
Where only a section of it is irrelevant, the mark for content should be a1 3:d
accordingly. e.g. If half the piece of writing is irrelevant, a mark should be given out

of half the total mark for content.
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e In the case of a LETTER, one mark should be deducted for each of the follc ing if
omitted:
- Address/es of sender/recipient
- The date
- An ending
- In the case of a business letter, if the candidate uses a heading, it must
come after the "Dear Sir", not before.
- Salutation.

An example of the marking grid is given in Appendix 8.

This grid does show movement toward the recognition of the relevance of content in creative
writing. Structure is, however, still predominant as three of the four categories are re ated to

language usage and structure.

2223 Evaluation of literature

The types of questions asked in the literature paper led to the rote-learning of chunks of
information from study guides and then merely rewriting what had been memorised in e
examination paper. The structure of the literature examination paper was « anged an  ore
contextual questions were asked. This did, however, lead to the literature paper taking on e
form of a comprehension. In order to prevent this and promote insight a "10-point question”
was introduced. As subject advisor at this time, the writer distributed the fo

for the introduction of this type of question:
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GENERAL

¢ The question combines various aspects which the pupils are expected to master

before writing their final examination:

i)

i)

Writing. The syllabus states that "work arising from other sections of e

syllabus often leads naturally to writing". The 10 point questionisa¢ d

example of this. It encourages the pupils to express themselves in m
ordered way, writing in a given context for a specific purpose.

Summary. The 10 point question is in fact a summary of relevant passages
taken from the prescribed books. The pupils are taught that they must order
their thoughts so that they answer only what is relevant to the question and
discard all irrelevant information.

Language. This question encourages communicative competence ecause
the pupils are expected to answer in their own words. The 5 marks al ate
to relevance and language use account for both the awarding of marks for
sophisticated and correct language as well as for the penalising of ans rs

in which errors impede communication or distract the reader.

¢ Pupils are expected to answer the question from a specific point of view. This is a

developmental exercise as it is also of value in real life. Pupils fend to immerse

themselves in their own ideas but this question broadens their outlooka 1 s

them to see all the different points of view.

MARKING

e The 10 marks for this section are divided into two sections:

)
ii)

5 marks are awarded for 5 specific facts or events from the ex: :t.

The other 5 marks are allocated for relevance and language. The pupil must
be able to describe events from the perspective of the characterrequi a y
the question - role play is an important factor in the allc  ation o1

Il be penalized if their answers are notinr n

- errors.
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An example of this type of question is taken from the November 1993 Gauteng Department of

Education Paper 111.

SECTION D - MARU

Dikeledi stepped daintily around the puddles and pills and seated herself on the chair
near the bed.

"I came to ask you something," she said smiling. "Please make another picture of me.
| lost the one you made the other day."

It was a lie. She had taken the sketch home and shown it to Maru. He had taken it and
put it in his pocket as if it were his rightful possession. Not any amount of pleadii
would make him give it back. All he said was: "She will make lots more for you".

Why, she had not thought of that. A gold mine was a gold mine. Its production ht
not to stop with one dig. She thought she ought to set her face in a pretty pose and be
patient while Margaret set her plate down and looked around for paper and pe il. But
her own heart was laden with sorrow. She kept her affairs to herself. They re 1e
more terrible to endure because of this. A moumnful expression filled her fa ar. she
slumped a little in the chair, depressed. Sometimes, she smiled through the  irs
which dripped on to her lap.

The other, uninvolved person watched this alertly and captured that mingling of smiles
and tears. The little puddles and pills on the floor dried up. The Queen of Sheba and
the Windscreen-wiper dozed in the slanting rays of the afternoon sunlight. In the
silence it seemed an hour had passed. At last Dikeledi arose. She hardly glanced at
the sketch in her hand. She did not say goodbye. She walked thoughtfully to the car

and drove away.

Question number 20, for 10 marks, required the following:
Assume that you are Margaret. Describe Dikeledi's visit in this extract from your point

of view.
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Even though the intentions of this type of question were positive and a step t ard
developing insight, many problems were encountered in the examination. he tea ers iad
never been exposed or trained in this type of question and were very wary of teaching T

question was very badly answered in the examination and teachers also found it difficult to
mark. Teachers were trained to mark the answers before the marking session « many
discrepancies were found in mark allocations when the answers were moderated (cf.

Appendix 9).

The examples used in Appendix 9 for the training of teachers were taken from an: ers

written by pupils during the examination. The memorandum for this question read as follows:

20. Dikeledi avoided the goat mess and saf on the bed. She said she'd lost the first
sketch I'd done of her and wanted another.
Her expression was very sad, and tears ran down her face though she also
smiled every now and again too.
She took the sketch and left without really looking at it and with out € n saying
goodbye.

Any five points for content: double it and add one mark for good style; duct

one if not in role.

As can be seen from the answers marked at the memorandum meeting, the pt did not
understand the question. This question consisted of twenty percent of total mark
allocation for this section. Pupils who did not understand the question or who had not been
taught how to answer it were, therefore, heavily penalised because the final examination

determined whether the pupils should pass or fail.
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This type of question remained a problem as was reflected in an analysis of and comments
on the English Language papers (November 1994) (Gauteng Department of duca )n,
n.d.:9) which stated that: "The paragraph question remains a weakness. A three paragraphs
had a lower average than the overall average for the book in question. This is simply a
matter of teaching - many candidates had no idea what to do, even with the instruction ¢ ir

in front of them".

2224 Evaluation of the language paper

The examination papers were not always set according to required standards and the

marking procedure was also problematic. In an analysis made of the DET English Second

Language Matric Papers (Barrett, 1993:13) the following conclusion was reached:

e The DET syllabus aims at improving the students’ communicative competence. Yet e
papers fail in various ways to fulfil the communicative aims of the syllabus.

o Firstly, the types of questions asked only sometimes require the students to enga : e
reading and writing skills they may have learned - many of the questions test discrete
items of linguistic knowledge, or at the other extreme test cultural knov ige ra er than
strictly language-based knowledge.

e Secondly, there is a trend in the assessment of the students to focus onac rrac ra er
than fluency - contrary to the spirit of communicative language teaching. This inhibits
language production and can lead to stilted language use.

n language papers compromise their own comm |
ambiguous or unclear in places, or by omitting instructions essential for the students to
answer, the examinations discourage an independent critical response so crucial to any

reading activity. While the aims of the language syllabus are sound, it is clear at the
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methods of assessment, both in the examination itself and in the way it is marked, fall

short of these aims.

The summary is an example of a problematic question. A summary was included for e first
time in 1988. The following is a copy of the précis and the memorandum whichy ;3 t r

the 1988 Department of Education and Training examination:

SUMMARY

(Spend about thirty minutes on this question)

You have listened to the speech below and wish to repeat to your friend/husband fe
the arguments put forward in favour of couples sharing house-work. in 50 _) rds,
summarise the points made. You may write your summary as a paragraph, or in point
form, but full sentences must be used. Write down tt  number of words yo have

used.

"DOMESTIC POLITICS" - An extract from Betty Bogoshi's talk, Johannesburg, 1987.

"If a man and his wife both go out to work earming money on a regular basis, it se 1S
reasonable to suggest that they should share the daily chores.

Unfortunately, women have been brainwashed into believing that house- ork is their
responsibility. Contemporary news media reinforce this belief. Magazines and T.
advertisements show women - not men - gazing rapturously at their newly- lished
floors, a new detergent or vacuum cleaner. But where is the man of the house?
Sharing housework has several advantages. It means that a wife has more time to
spend with her husband, more time to put that extra sparkle into marriage. There's
also the point that sharing will avoid the resentment that builds up if a woman tackles

the chores alone while her man sits with his feet up, or goes out with friends.
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Remember, too, that sharing tasks will often mean that it is unnecessary to er y
domestic help. This is an important consideration for couples buying a new house, or
furniture and equipment, or even those who simply want to build up their ank
balances. Also, the work of some professional women occasionally takes them &
from home. Surely a man should be able to look after himself for a few days?

Men often claim that we should each do the jobs we are good at. "I'm not mt /
with the dishes, the ironing or the cooking ... I'll just change the plugs and things ..."
But isn't lack of practice the main problem? Men also suggest that a couple  hours
in the garden on Sunday’s (with the help of a beer or two) is equal to all the daily
house-hold tasks. | have a better idea. Let's pool all the work and free woman from

being the sole slave of the kitchen sink and all that it implies.

SUMMARY ANSWER GUIDE.

A sample answer guide is shown below in point form as a guide to what : o e
included. Obviously no-one is going to write exactly the same answer, using exac
the same words.

N.B. The answer can be in point form or in continuous prose. There are & main
facts, each should gain two marks + 12. This leaves 3 marks for general impress. 1 to
be used for language and correct length. However, if the summary is hopele long
(90 words or over) THE TOTAL MARK CANNOT BE MORE THAN 5 5. 1l
anything between 70-90 words, by not awarding the maximum of 3 marks for general
impression.

(Use your discretion on this point, with a sliding scale).

POINTS GUIDE

i) Sharing housework is fair if both husband and wife work.

ii) This gives a wife more time fo spend with her husband.

i) It will help to brighten the marriage.

iv) Sharing will prevent the resentment that occurs when a man doesn't contribute.
V) Sharing work will offen save paying for domestic help.

vi) If professional women go away a man can fend for himself.
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¢ Question 3
Choose the word or phrase which completes each of the sentences below. WRI Y
THE QUESTION NUMBERS AND THE SYMBOLS OF THE CORRECT ANSWERS.
e.g. I'm so surprised that | can't the good news.
A. get through B. get by C. getinto D. getover
ANSWER : D
a) | mustn't forget to buy. fo sew my dress.
A. cotton B. a cotton C. cottons D. any cottons
b) I need a new for the holidays.
A. short B. pair of shorts ~ C. shorts D. pair of short
c) | know the penis
A. her's B hers' C. hers D. herone
d) | your letter last week.
A. have received B. has received C. was receiving D. received
e) All medicines and pills must be kept out of _____of children.
A. grasp B. band C. hold D. space
¢ Question 4
Our language tends to be more formal when we speak to someone senior to or ¢ " than

ourselves. It is important to adopt the right tone and register for the situation. Forea of the

sentences below, re-arrange the words/phrases in brackets in order of formality, putting the

most formal word first.

Do not re-write the sentences.

e.g. He goes out with a glamorous (chick, young lady, girl).
ANSWER: young lady, girl, chick.

a.
b.
C.

Even our manager seems to be (broke, short of money, financially embarrassed).

| like him. He's a pleasant (man, gentleman, guy).

The letter of appointment for this job stated quite clearly what i rem

salary) would be.

My grand mother was rather (an ungenerous, a stingy, a mean) woman.

Her relations (spent a lot, lashed out, went to great expense) on settling the woman

info a new home.
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The relevance and suitability of this form of evaluation was still questioned. Barrett (1993:10)
states that "the marking system pays particular attention to language usage, and e in' Isic

of a large language section in the paper points to a rather contradictory position on inguage
issues. The questions are sometimes given a limited context to give them the iise of
communicative functionality, but these contexts are not always substant enough to m: e
the exercises meaningful, and in addition, the language questions invariably ¢ re sense

units no longer than a sentence”.

2.2.2.5 Oral evaluation

The schedules for continuous oral evaluation were sent to teachers with the [ artment of

Education and Training Circular No. 36/1989 (cf. Appendix 10 and Appendix 11).

Even though the heading does stipulate that the schedule was for 'continuous ev: 1ation’, it is
clear, when reading point no.4 that the term ‘continuous' merely refers to the work distribution
of the teacher and not to the continuous oral contributions of individual pupils. ien loc ing
at the evaluation tables which were distributed to teachers by the subject advisors it ¢ 30
evident that even though the authorities advocated communicative language tea ing, the
re :vance of the communicative contribution of the individual pupils had not yet been

addressed or applied in the classroom situation (cf. Appendix 12 and Appendix 1:

From these evaluation tables it can be seen that the correct application of the st cture of the
language still played a prominent role in oral evaluation. Very little credit was given to the

communicative value of what was being said.
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are not given the opportunity to communicate freely in authentic situations right from e start

of the course”.

2.2.3 Transitional period

In this section two different transitional aspects are discussed. Firstly, e transfc na of
evaluation from the formal evaluation of the old education system to the more informal
assessment which is applied in the NATED 550 system which was introduced after the
implementation of the interim core syllabus. Secondly, in the review process, some of the
official processes taken toward the implementation of OBE in schools is brie /discus d with

reference to Outcomes-Based Assessment (OBA).

2.2.3.1 Transformation of evaluation

2.2.3.1.1 General

It is clear that the present method of evaluation will have to be re-examined in ord¢ to meet
with the requirements of Outcomes-Based Education. At a workshop h¢ 1 by e Eng
Second Language Forum (1993), teachers were asked in what ways the assessment system

could be changed. The following responses were received:

+ The system should encourage schools and teachers to vet draft examinations.

+ There should be opportunities for teachers to vet draft examinations.

+ Introduce more varied ways of assessing learners. At present there is too mu
emphasis on the final examination. Continuous assessment should : an 1,

as well as oral examinations in various forms, such as role play, debates,

speeches, or group discussions.
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e Continuous assessment should be used where possible. This implies that:
(a) Listening and Speaking should be assessed while pupils are enge d in
normal class work and speech situations rather than during a formal  al
(b) Progress in reading ability, and comprehension of reading matter rather than
a one-off reading ‘performance’, should form the basis for assessment
(c)The writing process, a variety of writing tasks, progress in writing ility, etc.
need to be considered when pupils’ writing competence is assessed rati rthan

the final product only.

e In arriving at the marks for each section, considerable attention should be g to
the aspects detailed below:
- proficiency in understanding and speaking English,
- ability to read aloud (prepared and unprepared),
- ability to understand and respond appropriately to what has been said or
read, also with respect to discussions of works in the reading pt 'ramr.
(Republic of South Africa, 1995:10).

The interim syllabus does display a shift in emphasis from what has been me orized and
mechanically reproduced to what has been successfully communicated. It also stipulates  at
progress in reading ability and the process of writing need to be taken into consideration as
aspects of assessment, but it is clear that assessment is still aimed at acac mic

achievement.

2.2.3.1.3 NATED 550

OBE is systematically being introduced in schools but the revised curriculum is still  ing
maintained in grades which have not yet implemented OBE. The official assessme  poli
for grade 12 in the Gauteng Department of Education is set out in the document  résumé of

instructional programmes in public schools report 550 (NATED 550).
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of an essay was good, average or poor. It was found that the marks submitted did not refle
the true ability of the learner's communicative competence. Many learners are disadvantaged

by this method of assessment (cf. Appendix 18).

In 2001 the creative writing component will form part of the CASS portfolio. This is e: lain
in Circular 69/2000 (GDE, 2000(d):2): "In terms of the above legal requirements, ATE
550) the Gauteng Department of Education will introduce school-based continuous
assessment for all full-time learners in Grade 12 in 2001. The year mark will be replaced t
CASS in the form of a portfolio*. ........ *A portfolio is a collection of work produced by a

learner, providing evidence of the learning growth that he/she has achieved".

In Circular 67/2000 (GDE, 2000(c):2) it is stated that: "The teaching and assessment of
languages should be in accordance with the principles underlying outcomes based educa n
(OBE) and outcomes based assessment (OBA). As from 2001 changes outlined i s
circular will be implemented at the Grade 12 level in order to allow for more school-based
assessment". As can be seen from the portfolio marksheet (cf. Appendix 19) many p 1 les
of OBA are incorporated and even though this is a positive step toward the implementation of
OBE it is problematic for the teachers as many of them have received no training in  3E.
Teachers become confused because they have to maintain aspects of NATED 550 and

combine them with aspects of OBA.

The format of the English Second Language papers for 2001 can be seen in Appendix 20.
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2.2.3.1.3.2 Evaluation of literature
The once-off evaluation of literature also created a problem during the marking session.
Even though detailed memoranda were given to markers and markers were trained before

commencement of the session, there were still numerous discrepancies (cf. Appenc 2s 21,

22,23 and 24).

Many of these differences occur because in the pursuance of fairness scripts are ma  :d
randomly by teachers. In this method of marking, teachers often mark the answers of books
which they have not taught and often have ndt read. This is not fair to the candidates 10
often lose marks because the marker does not have the necessary knowledge to mark e

paper.

2.2.3.1.3.3 Evaluation of language

The language section is normally well marked but errors do still occur (cf. Appendix 25), an
if the once-off method of evaluation remains learners could be penalised unfairly. La uage
questions have become less structural and questions incorporating graphic literacy are often
included. It was found that the learners experienced considerable difficulties in the
interpretation of these types of questions. In the report on English Second Language (C )E,
1999(c):4) it is stated that: “The interpretation of the graph left much to be desired and our
pupils are seemingly visually illiterate. Visual literacy in terms of the interpretations «  for
example graphs and cartoons should also get attention in the classroom because these are

basic life skills”.
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In the document: Let's connect......... a communicative approach to outcomes base language
teaching (GDE, 1999:20) it is stated that in the communicative approach to inguage
teaching, “teaching must focus on meaning rather than on form. Everything should be done
with a communicative purpose. The learner should be given the opportunity tot ot
target language. The focus should be less on grammar drills and more on games, rc 3 ik

information gap activities and problem solving tasks”. Teachers are encouraged to guide
learners so that they can use the language in real life situations. Examiners shot
therefore, apply this concept to the final examination paper and ascertain the assessment

relevance of examination questions such as the following:

Extract from the Gauteng Department of Education October/November 2000 English Sec d

Language paper. Second paper: Literature and comprehension:

SECTION E
COMPREHENSION
QUESTION 7

Paragraph 4

Affer a while we reached a signpost pointing silently and precipitously upwards. It r d:
‘Blinkwater Ravine — Blinkwaterkloof. In neither official language did that ominous e
direction sound particularly heartening. But that, clearly, was the way we had to go. Very
reluctantly we left our well-trodden little foot path and scrambled valiantly over rocks and
shrubbery, onwards and upwards, following the way the signpost pointed. At the sar

we were conscious of a postage stamp.
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Question 7.6.
When the men see the signpost which reads “Blinkwater Ravine:, they are

A. eager to continue.

B. somewhat discouraged from continuing.
C. not sure of the route to follow.

D. attracted by the name on the signpost.

(Write down only the correct answer from the four alternatives above.)

Question 7.7.

Write down the numbers of the THREE alternatives (above) which you consider WRC i and
next to each, quote only ONE WORD from paragraph 4 which proves that each one is "oi _

Choose each word from the list supplied below (all words appear in paragraph 4):

PRECIPITOUSLY OFFICIAL OMINOUS HEARTENING
CLEARLY VALIANTLY EARNEST DIRECTION
RELUCTANTLY.

A random sample of scripts was marked by the writer after the memorandum meetinga  not

one of the candidates obtained any marks for these two questions.

Pupils who were instructed in the techniques of summary writing were taught to sumr rize
the passage in point form and were examined on this form of answering. The 1998 « 1a
question was as follows:

QUESTION 2
Virtual reality poses a very real danger for young formative minds. Is the problem as
grave as it is made out to be?
e Read through the passage.
e Summarize in not more than 80 words.
e Indicate the number of words used.

e Use your OWN words.
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VIRTUAL DANGERS

The virtual world of the Internet is proving fo be almost as dangerous as the real  wid.
Recent reports of how easily smut and sleaze can ooze through e-mail into a . ild's
innocent world will understandably make parents even more anxious a, ut 2 perils
of the information age. But there is a danger of overreaction.

Yes, the perverts are out there in cyberspace, along with psychotics, neurotics and
other weirdoes you'd expect to find among a universe of 60 million people - the r st
recent estimate of the number of people who use the Internet worldwide. Bui ¢ 32in
the minority, as they are in real life. Yes, there is hardcore pornography on the
Internet, and it isn't difficult for anyone, including children, to find. Butifii oL s for
1% of the vast library of information on the Internet, it is a lot.

The Net is a wonderful, rich, stimulating, enriching environment, with limitless pc ntial.
Its few pockets of problem areas should tell their children about the good a ' bad

parts of the Net, and travel with them along the information super highway.

The instructions on the memorandum stated:

e must be written in paragraph form! If not: - 1 mark

e Any TEN facts - 10 marks (tick each fact)
e Number of words indicated . 1 mark
e [anguage 4 marks (- mark for each error)

e [ength penalty : 85 to 89 words -1
90 fo 94 words -2
95 + -3 Total: 15 marks

(If whole passage was copied, no attempt to use own words: 0 for language)

Only one mark was deducted if a learner wrote the answer in point form but 1s 1s not
indicated in the instructions. Pupils find this type of evaluation very diffict ; as do not
have enough practice during the year. In the report on the English Second Langua  papers
for 1999 (GDE, 1999(c):3) it is stated that: "The summary was once again a disaster - both in

terms of the responses and the marking as it was clear that in most of our schoc no
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teaching of the summary takes place". It is necessary that pupils are familiar with
techniques of summary writing before they are evaluated in the final examina n. The
passage selected was totally unsuitable as the majority of pupils and teachers are computer

iliterate. Many schools are unable to acquire computers as they either do not have electrici

or do not have the facilities or funds for computers. It is necessary that 1is fc n of
assessment be revised to suit the circumstances of our multi-cultural schools. = summary
will not be examined in the final examination for grade 12 learners in November 2( will

be included again in 2001 when a national paper is written.

2.2.3.1.3.4 Oral evaluation
The format of oral assessment was changed in 2000. The objectives are o ine in Circular
29/2000:
¢+ Implement a moderation procedure which will be both reliable as w¢ as valid
provincially.
¢ Link the assessment and moderation of orals with the 7 Critical ¢ tcomes and e
5 Citizenship Outcomes for Education.
¢ Ensure that every school offering languages is subjected to a moderation rocess
internally, as well as to moderation by a cluster moderation team.

(Gauteng Department of Education, 2000(b):1).

Tl init I to <e oral assessment more school-based is a positi p dC but

the same problems were still encountered as discussed in section 2.2.2.5.
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2.2.3.1.3.5 Summary

The Gauteng Department of Education has attempted to introduce communicative language
teaching into the NATED 550 structure but it is difficult to change existing ¢« stems and
classroom practices in an established education system. Concerns have been raised as to
the effectiveness of the communicative approach in the existing system. Richards and
Rodgers (1986:83) question whether the communicative approach “reqt 2s existing
grammar-based syllabuses to be abandoned or merely revised, how such an: p a N
be evaluated, how suitable it is for non-native teachers, and how it can be . pted in

situations where students must continue to take grammar-based tests”.

2.2.3.2 The review process

With the inception of the Government of National Unity it became evident that the istoric:
education system was not satisfactory and had to be reviewed. Hughes (1996:59) « ites at
"assessment feedback has not adequately described the knowledge, skills and abili :s that
students have learnt, nor have they provided adequate feedback for career a 1 vocational
planning". Steps had to be taken to review and change the evaluation policies of e

apartheid education system.

2.2.3.21 The National Qualifications Framework

In 1994 a task team produced a document called A National Training Strategy Initiative
which recommended that a National Qualifications Framework (NQF) e est: i T
South African Qualification Authority Act (Act 58/1995) was passed in which the Sou African

Qualification Association (SAQA) was given the power to establish and control the IQF.
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assessment be used which will generate the necessary information about :arner

achievements as required by the new curriculum.

2.2.3.2.3 The Green Paper on Further Education and Training
Education and training are essential for economic and social development. Intt Re Hrt of
the National Committee on Further Education (Republic of South Africa,1997(e):1) it is stated

that:

Education/training is fast becoming a strategic good, where a country’s akt 7 to
compete effectively in the global economy is going to depend on the skills of s people.
The information age and the pace of scientific and technological advance means that
lifelong learning is essential to ke«  abreast of changes in the nature of nc :dge

and production.

This problem is addressed in the Green Paper on Further Education and Training.

In the past, evaluation has been the sole responsibility of the teacher. Pupils have had no
insight into what is being assessed. In the Green Paper on Further Education and
Training (Republic of South Africa,1998(c)) it is stressed that evaluation in the cur 1t school
system still relies largely on the competence and professionalism of the teache s. T s

*"em as OBE requires that when a learning programme is planned, ¢ ssment
must be an integral part. Assessment must be transparent and linked to assessment criteria
and performance indicators which are clearly understood by learners and against  ich they

can measure their progress.
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lifelong learning. Lombard (2000:87) states that: “The value of assessment =sin e ict
that it broadens the opportunities to demonstrate competence. It has transformed e n:

way of evaluation that only focused on the performance of the teacher, rather than on the
knowledge and skills gained by the learner. This shift in focus forms the inna 2 of =2 new
OBE methodology. It touches the heart of education in this country. It also frees 12
shackles of a previous system geared for the needs and realities of the Industrial Age.
Evaluation now only takes place after a process of continuous assessment. e result of
such a process is now more representative of the real capabilities and skills of the arner.
The process has taken account of individual needs, as well as having allowed { e and
opportunity for revision and rectification of earlier mistakes”. In the grades in wi OBE as
been implemented, assessment practices have changed considerably in order to be line

v h e principles of OBE.
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CHAPTER 3

ASSESSMENT STRUCTURE IN THE LEARNING AREA: LANGUAGE, LI RACY AND
COMMUNICATION

31 Introduction

Outcomes-based education (OBE) was introduced in Grades 3 and 7 in 2000 an w be
introduced in Grades 4 and 8 in 2001. The introduction of OBE as an instr nent for the
implementation of Curriculum 2005 in the classroom will have a great impact not ¢ 7 on the ‘
teaching and learning practices but also on the way in which assessment will 2 done in
schools. OBE is about achieving outcomes and clear statements are made v 1 regard to the
skills, knowledge, values and attitudes (SKVA) which must be acquired by learne 5 as a
result of their learning experiences. In order to ascertain whether these outcomes have been
achieved and the SKVA’s acquired, questions need to be asked. Has the learner made any
progression toward the achievement of the outcome? Which SKVA’s have been acquired?
These questions can only be answered by assessing what learners have achieved a can

do.

The assessment policy, Report 550, which is being maintained in schools inte s fthe old
curriculum, is not suitable for the implementation of continuous asses: ientin s oc¢ ;:
Report 550 has serious shortcomings as an instrument of assessment. It prescti s a
complex set of rules and regulations for subject grouping and combin ons. These
form the basis for Matric certification and qualification for entrance to higher
education. The complexity of these rules and regulations, coupled w a ick of

transparency and accountability, and inadequate assessment practices, have
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Diagram 1: Model of additive multi-lingualism.

ADDITIVE MULTI-LINGUALISM

Primary Language Additional Languages
. “ - _l
Official South African Unofficial South African/
Languages Foreign Lang S

(RSA, 1997(g):LLC-4).

The Learning Area: Language, Literacy and Communication incorporates all languages ut as
languages retain their essential characteristics, this paper emphasises the assessme of

English within the learning area (cf. RSA,2000(j):36-38).

The assessment structure of English within the Learning Area: Language, sracy a |
Communication is discussed in this chapter. In the first section, aspet ; ¢ cun im
structure which are relevant to an understanding of and in lementation of Outct 1es .ased
Assessment (OBA) are discussed. In the second section, general principles of assessment
are dealt with and in the third section various components of assessment which are relevant

to the planning and implementation of assessment in the classroom are discussed.
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3.2  Curriculum structure and assessment
There are several concepts which form the theoretical framework of OBA andv chd 2
influence the implementation of assessment of English within the Learning Area: Language,
Literacy and Communication:

e Traditional, transitional and transformational OBE,

e Critical outcomes, and

e Learning areas.

These concepts are discussed in this section.

3.2.1 Traditional, transitional and transformational OBE

In the draft document, A Lifelong Learning Development Framework for Gener: an Further
Education and Training in South Africa (1996:6) the different approaches to OBE are
mentioned. In this section the key differences between the three kinds of OBE are i ssed
briefly in order to understand that the Education Department has initiated a paradigm shift

from the traditional education system to transformational OBE.

3.21.1 Traditional OBE

Traditional OBE is similar to the objectives approach which was used in e ol educatit
system. There is a content-based syllabus which had to be completed within a ce 1in ne-
frame and assessment consists of tests and examinations which are written on completion of
the work. Master-learning is an important aspect because it is important that lear :rs 1aste
the content of the syllabus. The traditional system is teacher-centred and the learners are

passive recipients of information.
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According to Olivier (nd.), traditional OBE embraces the positivist paradigm. The :arner is
seen as an empty vehicle which needs to be filled with knowledge. The knowler = impart
by the teacher is segmented into parts in the hope that the learner will understand the whole.
Emphasis is placed on the academic side of learning and not on life goals. Learning ikes a

two-part form - the information is presented and then tested on a regular basis other se it is

believed that the learner will not learn.

3.21.2 Transitional OBE

According to Pretorius (1998:x), transitional OBE started in the eighties. This fc 1 of OBE
concentrates on qualities required by the learner in order for them to form an i :gre  part of
society. The syllabus is still important but transitional OBE moves away from e « iting
curricula and identifies outcomes which help learners acquire the higher order com ten 3S

such as critical thinking and effective communication.

3.2.1.3 Transformational OBE
Transformational OBE has all the elements required for successful education. TI se are
equity, access, redress and quality assurance. South Africa has opted for tran: ) 1ation:
OBE for diverse reasons. The following reasons have been identified as the mo:  re  vant
(cf. RSA, 1997(c); RSA, 1997 (d); Pretorius, 1999; RSA, 2000(a)):

¢ Co-operative learning is promoted.

¢ Learners do not fail but progress toward mastery of outcomes.

¢ An integrated cross-curricular approach which embraces the stru Jre of e

curriculum, the methods used in practise as well as meaningful assessment.
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¢ Meaningful assessment is a priority in OBE. “The system provides for holis
assessment on the basis of the outcomes — that is a recognised and accepted
method of value measurement, employing a mix of portfolio, performance and other
aids to judgement. And in all cases, the effort centres around the needs, the
capabilities and the interests of the learner” (Republic of South Africa, 1997:8).
Assessment can be done by observing the learners whilst they are working as well
as by looking at the product. Assessment is transparent as criteria are discussed
with the learners before proceeding with a task and various methods, tools and
techniques are used.

¢ The system is learner centred as it recognises the constructivist a oa

learning and the learners are continuously involved in their own advancement.

According to Olivier (n.d.:7), the education department, in implementing transformation:

OBE, has necessitated the initiation of a paradigm shift from positivism to construct sm. In
the constructivist theory, new knowledge is constructed through the rocesses of
transformation and self-regulation and learning takes place when new knowledge is
integrated with existing knowledge. The construction of new knowledge is fur er e: 1ained

by Van Harmelen (n.d.:7):

¢ Knowledge is contested, provisional and changing. This means that n¢ 2:dge is
not seen as unchanging 'truths', but as something that is con: 1 y cl
being reformed as we gain greater understanding of, and insights into our world.
This also means that there is no ONE RIGHT form of knowledge but that we need

to accept many ways of looking at the world. It also means that we need to see
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knowledge being content, context and situational specific. We need to re: th:
we think and work differently in different situations and in different areas « learr g.

¢ Seeing knowledge as “contested” helps us to value different types of kni ledge.
Therefore, we are able to move away from the belief that only 'bo«  knc edge' or
'scientific knowledge' has value. In so doing we open up a wide 1irie of
possibiliﬁes that will enhance our ability to identify and solve problems and to gain
understanding of our world and our lives.

¢ Knowledge is constructed by the learner through social interactions in = many
contexts of day to day living. This view of learning accepts that 2arni is a
process through which we seek to make meaning and to make sense in, and r
our world. The meaning we make of our shared understanding of the \ | and of

our lives is that which constitutes knowledge. 'To know' is to understand.

It is, therefore, clear that not only is the theory of learning being transformed from trad inal
positivism to constructivism, but that it is essential that assessment also be transformed in
order to be in line with the constructivist theory of building new knowledge on existing
knowledge . Table 1 gives an outline of the differences between a traditional clas: yom and

a constructivist classroom.
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Table 1: A comparison of traditional and constructivist classrooms

Traditional Classroom

Curriculum is presented part to whole, with

emphasis on basic skills.

Constructivist Classroom [
Curriculum is presented whole to part ith

emphasis on big concepts. [

Strict adherence to fixed curriculum is highly

valued.

Pursuit of learner questions is highly  Jed.

Curricular activities rely heavily on textbooks

and workbooks.

Curricular activities rely heavily on primary]

sources of data and manipulative materials.

Students are viewed as "blank slates" onto

which information is etched by the teacher.

Learners are viewed as thinkers with

emerging theories about the world.

Teachers generally behave in a didactic

manner, disseminating information to

students.

Educators generally behave in an ir rac

manner, mediating the environment

learners. 1

Teachers seek the correct answer to validate

student learning.

Educators seek the learner's points of view in '

order to understand learners' pre nt

conceptions for use in subsequent lessons.

Assessment of student learning is viewed as
separate from teaching and occurs almost

entirely through testing.

Assessment of learner learning is interwoven
with teaching and occurs throu educatorl
observations of learners, learner « servation

of learners at work and through learner |

exhibitions and portfolios.

Students primarily work alone.

Learners primarily work in groups

(RSA, 2000(a):12).
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3.2.2 Critical outcomes

In the new education system the learner must work toward the achievement « outcomes

which have been agreed upon at national level. The critical outcomes are the broadest an

are considered to be the most important for learning. There are seven road, generic cross-

curricular critical outcomes which have been adopted by SAQA:

.

Identify and solve problems in which responses display that respons 3 decisions

using critical and creative thinking have been made.

Work effectively with others as members of a team, group, organisi >n and
community.
Organise and manage oneself and one's activities responsibly and effectively.

Collect, analyse, organise and critically evaluate information.

Communicate effectively using visual, mathematical and/or language sk s in e
modes of oral and/or written presentation.

Use science and technology effectively and critically showing responsibility >wards
the environment and health of others.

Demonstrate an understanding of the world as a set of related systems
recognising that problem-solving contexts do not exist in isolation.

(Republic of South Africa, 1997(g):15).

The critical outcomes have a major influence on the learning process as lear rs cannot

A

critical problem solving skills, knowledge, values and attit 1 o t

theory but have to be actively engaged in the constructive processes of learning.

necessary that these constructive processes of learning be assessed in order to ascertain
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so that they develop critical problem-solving skills and learn to apply them to their worl

experiences.

3.2.3 Learning areas

The National Qualifications Framework identified 12 fields of learning which would form the
basis of all education and training in the country. As some of these fields, such as military
science, are not yet offered in schools, the Department of Education identified 8 lear g

areas which would encompass all the subjects currently taught in schools:

+ Language, Literacy and Communication,

¢ Human and Social Sciences,

¢ Technology,

¢+ Mathematical Literacy, Mathematics and Mathematical Sciences,
+ Natural Sciences,

¢ Arts and Culture,

¢ Economics and Management Science, and

¢ Life orientation.

These learning areas need to provide the learners with sufficient learning opportunities so
that they can acquire the appropriate knowledge, skills, values and attitudes iey require to

1 a pi lifelong learning.

South Africa has adopted transformational OBE which implies that integration must not only

take place within each learning area but must also take place across all eight learning areas
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and in all educational activities. It is essential that continuous, criterion refere ce
assessment take place and that facilitators plan the integration of assessment tas  across

the learning areas and not keep assessment activities isolated within one learning area.

A review of the literature on OBA (cf. RSA, 1997; GDE/CTDU/C ZD,1998; GDE, GICD, 19¢
Pretorius,1999) indicates that there are certain elements relevant to OBA which are
applicable to all the learning areas:

e Specific outcomes,

Assessment criteria,

Range statements,

Performance indicators, and

Rationale.

These elements are discussed.in the next section.

3.2.31 Specific outcomes

Each learning area has its own set of outcomes, based on the critical outcom ch are
learning area specific and are, therefore, known as Specific Outcomes (SO" e
Constitution of the Reput ¢ of South Africa advocates a policy of multilingualism, t refore,
the Learning Area (LA): Languages, Literacy and Communication (LLC) recogni 3z offici:
as well as unofficial languages and includes sign language. The seven SO's r¢ ite to all

la s and to all levels of language learning.
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The specific outcomes for LLC are:

+ Learners make and negotiate meaning,

¢ Learners show critical awareness of language usage,

+ Learners respond to the aesthetic, affective, cultural and social values in t¢ s,

¢ Learners understand, know and apply language structures and conven »ns in
context,

+ Learners use language for learning, and

¢ Learners use appropriate communication strategies for specific purposes and
situations.

(RSA, 1997(g):LLC-3).

In the Language, Literacy and Communication educator development manu: for English
(RSA, 2000(c)) it is argued that unlike the old system where the learner was a passive
recipient of language, in the new Learning Area: Language, Literacy and Communication,
communication is not one-sided because it is received and processed and not taught under
an isolated heading such as 'reading’ but incorporates all aspects of spe: ing, rei i and
writing. The specific outcomes are constructed in such a way that they : that
communication has many facets. There are many basic skills which are common to

languages and are, therefore, repeated in all language classrooms. In order to save time and
facilitate integration between the languages, the common aspects are identified an' linked

thre "1tl S s illustrated in Diagram 2.
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Diagram 2: The links between the Specific Outcomes

SO 1,5,7, S04

All the time Most of e time

Need accessing and processing skills /\

to make meaning

Specific contexts/texts

SO 2, 3;

for the outcomes SO 6: This is what the other outcomes are
working towards. They focus on devel ing a
cluster of skills and ways processing to
enable learning across all fields.

Links back with SO 1,5,7

(Republic of South Africa, 2000(c):14).

Learnit  and assessment have clear links to all the outcomes because ey are, by

construction, closely linked to one another.
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3.2.3.2 Assessment criteria
An important part of the facilitator and the learner's work is assessing whether the critic:
outcomes and specific outcomes have been achieved by the learner. It is improb: e that a
learner would fully achieve all the SO's and CO's in a phase because these outcomes
describe aspects which are related to lifelong learning. It is, however, important at the
learner should demonstrate a level of competence in relation to each outcome. Inor rto
recognise whether the learner has mastered part of an outcome, smaller steps have been
identified along the route of progress (progress continuum) and these stc s are known as
Assessment Criteria (AC's).
The assessment criterion for SO 1 in the Learning Area: LLC is:

Original meaning is created through personal texts

(Republic of South Africa, 1997(g):LLC-12).

3.2.3.3 Range statements
The range statements give more details of the skills, knowledge, values and & tudes
(SKVA's) that learners need to acquire in order to attain the SO's and AC's. They indicate e
scope, depth and parameters of the achievement. The range statements provide direction
but allow for multiple learning strategies, for flexibility in the choice of spec c cont it and
process and for a variety of assessment methods. The range statement for SO1 in the
Learning Area: LLC is:
At this level learners create a wide range of texts of different =1 Learners also
interact ith and respond to a wide range of texts. Interaction with other language
users takes place with a wide range of audiences from both familiar and unfamiliar

contexts (Republic of South Africa, 1997(g):13).
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3.2.3.4 Performance indicators

As the Range Statement and AC give only broad indications of what evidence is required
before a learner has achieved an outcome, it was necessary to provide more detailed
information to assist in assessment. Performance Indicators (Pl's) provide the detz s of e
content and processes that learners should master, as well as details of the learnin ¢ texts
in which the learner will be engaged. As Pl's differ from phase to phase, 3 Gauteng
Department of Education developed progress maps and the National Education 2par 1ent
developed expected levels of performance which would give an indication of :arner

progression in each learning area.

The Pl for SO1 and AC1 in the Learning Area: LLC is:
This is evident when learners can create original meaning through personal texts

(Republic of South Africa, 1997(g):13).

3.2.3.5 Rationale

The eight learning areas which are derived from SAQA's thirteen fields of learning each ave
a rationale which explains how the learning areas are related to the Critical Outcomes. ~ e
rationale for the Learning Area: Language, Literacy and Communication ias its roots in the

constitution and the Critical Outcomes and is, therefore, linked to the Specific Outcomes.

The rationale for the Learning Area: Language, Literacy and Commui :ation ¢ 3

following:
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o Language, literacy and communication are intrinsic to human development and central to

Ivifelong learning.

o Language (including Sign Language, and alternative and augmentative meth s of

communication) and language learning empower people to:

L4

make meaning,

negotiate meaning and understanding,

access education,

access information and literacies,

think and express their thoughts and emotions logically, critically and creative
respond with empathy to the thoughts and emotions of others,

interact and participate socially, politically, economically, culturally and « i uz vy,
understand the relationship between language and power, and it uence
relationships through this understanding,

develop and reflect critically on values and attitudes,

communicate in different contexts by using a range of registers and a1 uage
varieties, and

use standard forms of language where appropriate.

(Republic of South Africa, 1997(g):LLC-2).

According to the Educator Development Manual (RSA, 2000(c)), language is an important

factor in the improvement of the quality of life in our co try. It should be remembered that

South Africa has many different cultures and that being able to communicate | promote

relationships as well as the languages which have been neglected in the past. It is essential
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to be able to speak a variety of languages as suggested in the Language in Education Policy,

not only in order to understand what is being said, but also to promote harmony.

Outcomes and their associated Assessment Criteria, Performance dicators and Range
Statements should not be seen in isolation but as an integrated whole. In the Senior ’ ise
Policy Document (Republic of South Africa, 1997(g):LLC-6) it is stated that: ' he multi-
dimensional and dynamic nature of language can hardly be expressed in a set of linear
statements as found in the rationale, outcomes and assessment criteria. Different nguage
outcomes tend to overlap. The function of an outcome is to emphasise a certain feature of
language activity. This feature will often be exemplified in the context of an integrated set

language activities. An outcome and its associated assessment criteria and range
statements should therefore not be viewed in isolation”. In the Senior ‘’hase Pc¢ cy

Document these aspects are not presented in isolation but in table form (cf. T: 2 2).






3.3 General principles of assessment

There are several general principles of assessment related to OBE:

e Forms of assessment

Norm-referencing
Criterion-referencing

Self-referencing

o Types of assessment

Formative assessment
Diagnostic assessment
Summative assessment

Evaluative assessment

o Criteria for effective assessment

These principles are discussed briefly.

Validity
Reliability
Objectivity
Practicality

Fair

3.3.1 Forms of assessment

The 1 m-referenced assessment which has been used up till ni
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it

litable for

outcomes-based assessment as it has had a promotional or judgmental function and

outcomes-based assessment needs to be more developmental (cf. Pahad, 1997: Pretorius,

1998). Pretorius (1998:83) states that: “The shift from a norm-referenced approach to a
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formative criterion-referenced approach means that the focus will move from comparison to
the assessment of an individual's performance (achievement and progress) : ainst

predetermined criteria, that is outcomes or standards on the NQF”.

3.3.1.1 Norm-referencing

Norm-referencing was standard practice in the old educational system. Candidates were
placed in rank order usually after a written test or external examination which  as written
when the relevant work prescribed by the syllabus was completed. Learners were pass or
failed according to the marks obtained in this method of evaluation. Pass rates, symbol rates
and distinction rates were set as predetermined percentages by the departments pug s
were often selected for certain fields of study according to the percentages ey ¢ ained in

their subjects (cf. Pahad, 1997).

The information gathered about the performance of the learner mustbevi dand a =.
It is clear that there must be a major shift from norm-referenced assessment to criterion-

referenced assessment (cf. Dreyer, 2000:264; Pahad, 1997:41).

3.3.1.2 Criterion- referencing

In criterion-referenced assessment, judgements concerning learner achievement e iased
on the performance of the learner throughout the le: 1ing process and focuses on the
application of skills, knowledge, values and attitudes and not on performance in isolation.
According to Pahad (1997:41), “criterion referencing has more often been use to re t
achievement at different levels. The criteria used to evaluate performance are set and

agreed independently. Under the NQF the criteria would be set out in a unit standard. A
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nents

of other learners”. Once the learner has met the criteria it is said that the outcome has been

achieved and the learner can then progress to a higher level of achievement.

The basic differences between norm-referenced and criterion-referenced testing are

presented in Table 3.

Table 3: Criterion-referenced vs Norm-referenced tests

Dimension Criterion-referenced Norm-referenced

Purpose To determine whether each | To rank each student with respect to
student has achieved specific | the achievement of others 1 ad
skills or concepts. areas of knowledge.
To find out how much students | To descriminate between iigh and
know before instruction begins | low achievers.
and after it has finished.

Content Measures specific skills that | Measures broad skill areas sam; :d

make up a  designated
curriculum.  These skills are
identified by teachers and

curriculum experts.
“ich skill is expressed as an

instructional objective.

from a variety of textbooks, llabi,
and the judgements of cu « 1m

experts.

Item characteristics

Each skill is tested by at least

Each skill is usually tested by 3ss
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four items in order to obtain an | than four items.

|

performance and to minimise | ltems are selected that discriminate '

adequate sample of student | Items vary in difficulty.
the effect of guessing. between iigh and low ai lievers.

The items, which test any given
skill, are parallel in difficulty. ,

Score interpretation | Each individual is compared | Each individual is compared wi
with a preset standard for | other examinees and assigi i a

acceptable achievement. The | score, usually expressed as a

performance of other examinees | percentile, a grade equive  t ore,
is irrelevant. or a stanine.
A student’s score is usually | Student achievement is reported for

expressed as a percentage. broad skill areas, al ough some

Student achievement is reported | norm-referenced tests do r 1o
for individual skills. student achievement for individu:

skills. ‘

(Puhl, 1997:12).

3.3.1.3  Self-referencing (Ipsative referencing)

Self-referencing occurs when a learner assesses his achievement against a previous
achievement. This is different to self-assessment which is the assessment of a : ecific task
undertaken by the learner. Self-referencing provides a starting point for discussion on the

progress made by a learner and is valuable because the teacher can indicate and
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aid the development of the learner. The relevance of recognition of prior learning ;1 ther

discussed in section 3.5.1.9.

Diagnostic assessment is also a type of assessment “through which learning ¢ ‘iculties may
be scrutinised and classified so that appropriate remedial help and guidance can be rovided”
(Republic of South Africa, 1998:11). The nature and cause of the learning ¢ fict y can be
identified. Learners with specific learning difficulties need to be diagnosed so that y can
obtain the remedial support required which will help them achieve the outcomes 3=qu ed for
promotion. It is just as important to identify gifted learners who will require more stimulal g

motivational development.

3.3.23 Summative assessment

According to Pahad (1997:45). “Assessment in the formal education system in So 1/ ‘ica
has traditionally focused on summative assessment. This is usually a written examination
taken at a particular moment in time (the ‘matric’ or end of year exam) or a series of written
tests leading to a final year mark. The aim of summative assessment is to summarise the
level of achievement of a learner at a given time. This is an important aspect of as ssment,
and it can be handled sensitively. If it is handled well it can be helpful to all those concerned
— not just the fastest and most successful learners”. Summative assessment is always formal
and is done by the teacher, the principal or an external moderator. It is used to record the

level of competency achieved by a particular learner.
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V) Is fair,

Vi) Actively involves parents,

vii)  Conveys meaningful and useful information,

vii)  Engages the learner,

ix) Values teacher judgement,

X) Recognises individual achievement 1d progress, and
Xi) Involves a whole school approach.

These principles are in line with the National Policy on assessment.

3.3.3 Criteria for effective assessment

Even though the methods of assessment which have prevailed in the past are not suitable or
outcomes-based assessment it is essential that any form of assessment maintain a ¢ ia
which will ensure high quality education in South Africa. This is emphasised ecur st im
2005 discussion document: “In designing a new assessment system, the attributes of a »od
assessment system cannot be ignored: issues of reliability, validity and transparency of

assessment must form an integral part of such a design” (RSA, 1997(a):47).

There are five criteria which are essential for effective assessment.
e Validity

¢ Reliability

e Objectivity

¢ Practicality

e Fairness
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reliability occurs when a relatively large group of learners from a population forv ich e sst
is intended write the test on two consecutive occasions and the scores are corre ite

According to Killen (2000:18), assessment is reliable when the assessment procedures “c >w
standards of achievement to be interpreted consistently from learner to learner and o r time

(even when judgements are made by different assessors)”.

3.3.3.3 Objectivity
A test can be said to be objective if it is marked by different markers and they ¢ « t e

same final mark.

3.3.3.4 Practicality

There are certain requirements which need to be considered for a test to be prac :al. hese
requirements are concerned with the practical implementation of the test. : wor r
example, be impractical to only write a theoretical paper for a music examing >n. A practic:

test must be economical and easy to administrate.

3.3.3.5 Fairness

According to Pretorius (1998:89), a test is fair when "effective and informative assessment
strategies are designed to ensure equal opportunity for success, regardless of a :arner's
age, gender, physical or other disability, culture, background, language, socio-economic

status or geographic location".
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» Enables teachers to pace learners and to provide enrichment for fast learners,

» Sets well defined targets (outcomes) for learners,

* Ensures that the Learning Programme is significant for the learner, by provic 1\g osi re
outcomes and prevents teaching for a test,

» Covers a wide spectrum of learning activities and tasks,

» [s transparent as learners are aware of the criteria against which they are assessed,

= Requires the development of a sound assessment record to track the learning progress
and to provide useful data for reporting and progression,

* [nvolves assessment of knowledge, skills, attitudes and values, ensuring thi col is
not the only focus,

= Encourages teachers and learners to appraise their own work,

» Ensures that learners are exposed to a wide range of assessment techniques, and

= Ensures that summative assessment is only one component of the evaluation.

(Gauteng Department of Education, 2000(b):5; RSA, 2000(d):13).

3.4.2 Authentic assessment

Authentic assessment means “real” assessment. It measures learners’ achievement in ¢

a way that the testing is done in situations which are as close to real life as ; poss :in
testing. In OBA it is necessary that assessment should be based on activities or tasks at
the learner will require in real life. Dreyer (2000:270) states that: “Assessment is auther ¢
when it enables students to communicate successfully their strengths and educational needs,
and when the results can be used to improve instruction based on accurate knowledge of
student progress. Such assessment mirrors good classroom instruction, and gives stude¢ ts

ongoing feedback that enables them to reflect on their accomplishments, ident 1 ure
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learning needs, and develop goals and strategies for attaining them”. The educator observes
the learner whilst he is in the process of working on something real, provides feedback,
monitors the student's use of the feedback, and adjusts instruction and evaluation
accordingly. Authentic assessment takes this principle of evaluating real work into : areas

of the curricutum.

3.5 Methods, tools and techniques of assessment

Assessment consists of a task or series of tasks set in order to obtain information about a
learner's competence. These tasks can be assessed in a variety of ways using diffc 2
assessment methods, tools and techniques throughout the learning process. The GDE

identifies the following methods, tools and techniques of assessment (cf. Table 5).

Table 5: Methods, tools and techniques of assessment

METHODS TOOLS TECHNIQUES
Self assessment Portfolio Project work
Collage
Peer assessment Observation sheet Research project
1. Group to learner Assignment
2. Group to group Worksheet Survey
3. Learner to learner Debate/argument
4. |earnerto group Journal . ‘Jle;pl }
5. Class to learner Interview
Questionnaires Drama
Group assessment Presentation
Assessment grids/rubrics Panel discussion
v Practical
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Exhibition demonstration - !
Conferencing Scenario |
Photbgraphs/videos Construction

Observation Music/songs

Class lists - | Poetry/rhymes

Oral questions and answers Story telling /oral / itten
Profile presentation

Self-reporting and answers by Model making/plans/designs
learners Tests, examination Sculpture/paintings
Drawing/graphs

Performance assessment Wiritten assignments Mind mapping

_ Game design

Recognition of prior learning Physical activities

Maps

Posters

Charts

Tables

(GDE,1999:22).

3.5.1 Methods of assessment

Methods of assessment are procedures which are followed to assess the learner. It is

important that a variety of methods be used in order to obtain a holistic picture of the prog s

of the learner. Methods should be chosen which will reflect the knowledge, values, at ides
id skills which are stipulated in the assessment criteria and form the o r learning

experience. It has traditionaily been the role of the teacher to assess the learner but  :re is

no reason why the learner cannot also be involved in assessment. The learners must know

in advance what criteria will be used to judge their performance, therefore, they can also be
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involved in drawing up the criteria which will be used in the assessment task. Some mef s

of assessment are discussed in this section (cf. GDE, 1999;23-26).

3.5.1.1 Self Assessment

Self assessment occurs when a learner assesses his own performance so that e can
understand what is expected of him and why he is expected to do a task. Learners n st be
guided in self reflection and must be given time to acquire the ability to assess their own
work. In doing self assessment learners acquire the ability to take the responsibility for eir
own progress against the desired outcomes and assessment criteria decided on fore
commencement of the assessment task. Pretorius (1998:88) states that; “Self-assessment
will increase the motivation and commitment of learners in the learning process”. Self
assessment is an important authentic assessment skill to acquire as learners wi nee to

access their own achievements throughout their lives.

3.56.1.2 Peer assessment

In this type of assessment learners assess each other's achievement against « 2arly defined
outcomes. Learners can assess each other individually or in a group situation. Groups of
learners can also assess each other against clearly defined assessment criteria which are

established before the learners start on the assessment task (RSA,2000(d):26).

| Group essment

In this section two forms of assessment within a group are discussed.
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3.5.1.3.1 Group work
Group work can be very effective but it is important that the educator plan the work carefu
and give clear instructions to the learners. Members of the group should be assigned roles

so that they are actively inve red in the learning process. These roles can be alternated:

a group leader (who understands what the group has to do, clarifies the instructions g n
by the teacher, and takes responsibility for the task being completed),

a scribe (who writes down ideas, decisions and plans),

an equipment monitor (when equipment is involved),

a checker (who checks that all the instructions have been followed), and

a reporter (who reports back to the whole class at the end).

(RSA, 2000(d):55).

It is necessary that the criteria for assessment be established before the group commen s
with the task. Individuals can assess each other within the group whilst they afe busy wi 2
activity and groups can also assess the product of the activity. Group work is an essential

aspect of OBA and can also take the form of co-operative learning.

3.56.1.3.2 Co-operative learning

Co-operative learning involves learners working together in groups and being responsil : for
their own as well as for each others’ learnir ~ Eéch member of the group must ensure 1at
the other members of the group understand and can do the work. The ability to work a
group is an essential activity in outcomes-based lifelong education as it prepares lear rs to
communicate in educational as well as social activities. Learners need to be able to solve

problems, make decisions, plan, organise and collect information in order to achieve the
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required outcomes and this is more effectively accomplished through co-operative grot

(cf. Scheiber, 1998:2-3).

Brombacher (n.d.:1) states that co-operative learning is based on five rinci| 3s:

¢ tasks must be structured to ensure positive interdependence,

¢ The classroom must be arranged to allow for face-to-face interaction,

¢+ There needs to exist a culture in which learners take responsibility both for e /n and
each other's learning (individual and group accountability),

¢ Learners need to be taught smi group social skills so that they can work »>ge ier
effectively, and

¢ Learners need opportunities to reflect on their use and development of these small group

social skills and also on the effectiveness of their group's working (group processing).

3.51.4 Interviews

Interviews should be structured and based on a pre-planned questionnaire. Inter i can
be effectively utilised for the assessment of the knowledge and values of a lear r if
conducted by the educator. Interviews can also be used in various interesting wyst  sing
the learner as interviewer in a group situation. It will then be possible to do p«  asses: 1ent
in a very authentic manner. Interviews can also involve parents when necessary. 1en an
educator or a learner in views a learner, discussions can be held on formal to} :s such as a
piece of literature or a biography. Informal interviews can also be conducted in a group
situation such as a learner interviewing his friends who pretend to be famous personalities

(cf. GDE,1999(d):25; RSA,2000:28).
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3.5.1.6 Conferencing

Conferencing usually refers to a meeting held between the educators, the le: 1er a e
parents. All aspects of the development of the learner are discussed. Conferencing is very
suitable for reaching agreements, solving problems, setting targéts and resolving

misunderstandings. (GDE,1999(d):26; RSA,2000:28).

3.5.1.6 Observation

This is a very effective method of assessment as the educator observes the learner in formal
and informal situations on a daily basis and can record any significant problems or} ¢ ss
made by the learners. Observation is normally used whilst learners are busy with an activity
and, therefore, they are unaware that they are being assessed. It is essei : that e
educator plan activities in such a way that he will be able to make observations that wi
enable him to gather information on whether the learners are in fact progressing tc ird the
achievement of the specific outcome. Good observation skills will help the obse r to
identify areas of interest and motivation to a learner. If problems are encountered or
observed they must be attended to in a future activity or assessment task. Learners can : ;o

observe each other informally in a group situation for assessment (cf. GDE,1999(« 25;

RSA,2000(d):29).

3.6.1.7 Oral questions and answers

The teacher verbally poses questions which the learner is required to answer ori y. =~ e

Gauteng Education Department identifies the following types of questions which can be used:
¢ Open-ended questions,

¢ Asking knowledge,
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+ Questions to stimulate thinking,
+ Synthesis and analysis questions,

+ Problem solving questions, and

<

Application questions.

(G I, 1999:26; RSA, 2000(d):28).

3.61.8 Performance assessment
This type of assessment focuses on the process as well as the product. The learner must
work out a detailed plan of the activity:
¢ Select an activity - e.g. making a birthday card,
¢ Select the materials which will be required - e.g. paper, crayons, magazines, a pair
of scissors,
+ ldentify the competencies or skills which the learner must display, and

+ Decide which assessment procedures will be followed.

Whilst the learner is engaged in the activity the assessor will continuously assess e
progress of the learner and diagnose any problems which will need remediation. is
necessary that the educator or assessor provide continuous feedback and encouragement.
The learner's ability to produce a final product as well as the process of prc n are

assessed (GDE,1999:26; RSA,2000:29).

3.6.1.9 Recognition of prior learning
This aspect of assessment is usually applied in conjunction with the progress maps and

expected levels of performance. According to Killen (2000(a):12), “recognition of prior
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learning can be viewed as an educational principle and as a mechanism for putting that
principle into practice. The basic principles of RPL are that judgements about learning should
be based on the learner’s current competence and that learning should be valued irrespective
of when, where or how that learning occurred”. Recognition of prior learning is especially
effective in language teaching where home and additional language speakers are i the same
class. The educator must assess what the learner already knows and can do at the
beginning of each new learning programme and design the learning material according  ltis

unfair to give all learners the same work if their knowledge of the content varies considerably.

Recognition of prior learning is significant for adult based education. It is not a differer  rpe
of assessment but is used in a special context. In adult based education, arners are
assessed according to SKVA's which they have gained either in a previous course tl >ugh
practical experience and are then given credit for those parts of the course they want to do
which are relevant to their prior knowledge. One of the basic principles of the NQF is that of
credit transfer. This means that a learner’s skills, knowledge, values and attitudes can
assessed and credited when a learner transfers from one learning programme to anot r «

from one institution to another (RSA,1998(b):15; Pretorius. 398:87).

3.5.2 Tools of assessment
A tool of assessment is any instr....2nt which the educator uses when he assesses the

learner. It is important to note that the tool used must be appropriate to the metl (

assessment used.
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3.5.21 Portfolios

Portfolios have been implemented in order to address educational transform: >n.
Shackelford (1996:31) states that: “A student portfolio is a purposeful collection of materials
capable of communicating student interests, abilities, progress and accon lishments in a
given area. Portfolios serve as effective assessment tools and as dynamic instrur onal
strategies. As instructional strategies, they promote the application of knowledge, self-
assessment and the development of individual talents, skills, and values. As assessment
tools, portfolios are an integral element of “authentic” and “performance” assessment systems

for enhancing and evaluating hard to measure skills”.

According to the portfolio assessment modt : (RSA,2000:6-7), portfolios differ from the

and assessment which was done in the previous system in the following respects:

a) The portfolio encompasses:

= the selection of a learner's work by the learner,

= the selection of a learner's work by the educator,

= the learner's work that can be used to show development and progress over a : ecified
period of time, and

» assessed tasks which can be used to determine standards between schools and within a
system.

b) Assessment tasks: -

The assessment tasks included in a portfolio in OBE are different from the previous projects,
assignments, essays etc. as a result of the following general OBE principles:
= the portfolio task is designed to assess learning outcomes,

» the assessment criteria are:
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¢ discussed and agreed to with learners, or
¢ given to learners and discussed at the beginning of the assessment task
» the tasks vary to accommodate fferent learning styles,
= the tasks may be assessed by educators, peers or by the learner,
= the learner and educator reflect on the tasks,
» the portfolio tasks have the goal of promoting learning, and

» the parents and even the community may be involved.

According to the draft standardisation of languages document (RSA, 2000 1:4), the | [Gillo]

requirements for grade 12 in 2001 are:

o REQUIREMENTS
HIGHER AND STANDARD GRADE 50 MARKS
SECTION A: Extended piece: (personal writing)
Three pieces must be included, selected from the following:
- narrative
- descriptive
- reflective
- expository

One piece from this section must have been written under controlled conditions.

Words: 250-350 (2 pages) per piece
Marks: 15x2=30
SECTION B: Shorter pieces: (functional writing)

Two pieces must be included, one from each of the following catega s:

a) letters: (friendly, business, letters to the press).

(formal)



102

Words:  120-150 (content only)
Marks: 10
b) other transactional writing (diary entries, reports, memoranda,
agendas, minutes, obituaries, advertisement, brochures, re ;
thank-you notes, invitations, e-mail messages, facsimiles, di. les,
agendas, speeches)
Words: 120-150

Marks 10

One piece in this section must have been written under controlled conditions.

a MANAGEMENT OF PORTFOLIO

Time Frame

The portfolio should represent the writing of the learner over a year. The work
should, therefore, not be completed all at once, but spaced over the terms from
July of Grade 11 to June of Grade 12.

Selection of Pieces

Each and every piece of writing completed by the learner should be made by the
teacher in consultation with the learner.

Safe-Keeping

Writing Portfolios are part of the Senior Certificate Examination records and 1 1y be
called for by the Examining Body for the purpose of moderation or vei zati 1.
They should, therefore, be kept safely at school at all times, and may be  iposed

of only after the end of June the following year.

Recording
The teacher must also keep a record in his/her mark book of all marks ¢ arded to
t 1 “swriting dth will . ; inca. the. i 1itofapo lio

a PRESENTATION

A candidate may present his/her portfolio of writing in a folder (cardboard or plastic)
or a file, as decided upon by each individual teacher,

Each and every portfolio should include a cover/declaration sheet,
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= Personal information,

» Schooling attendance history,

= Physical condition, medical history,

= Participation in extra-curricular activities,

= Achievements,

= Emotional and social development,

= Parental involvement with referrals,

= Areas in which support is needed,

= Special support given,

» General remarks,

= Summative end of year overall report on the progress of the learner in each Lear n
programme,

= Sample of the learner’s work in each Learning Programme (Portfolio), and

» The progression records for each school year.

(GDE, 1999:5-6).

3.5.2.3 Grids/Rubrics

A rubric is a set of criteria that is used to ensure that different parts of the task are assessed.
Educators and learners can set the criteria together. Rubrics should not contain words v ch

give a sense of failure or inadequacy to learners.
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3.5.2.3.1 Some principles of rubrics

* Rubrics are texts which are visible signs of agreed-upon values: ey ¢Ci not
contain all the nuances of the evaluation community's values, but they do contain
the central expressions of ose values.

» Rubrics need to be built; this is true whether the rubric is for a group evaluation
session or for use in a single classroom.

e Rubrics need to grow out of and be accompanied by discussion, because rubrics
are only visibie agreed-upon values.

» Rubrics can be changed by discussion, they are not permanent; different prompts,
rhetorical situations, or evaluation priorities can all lead to the adjustment of a
rubric.

e Rubrics and the discussion of rubrics bring to the surface assumed and unspoken
values; this surfacing is very important so that students can learn more about
writing and evaluative priorities.

e Rubrics should be available to students in some form: guidelines, lists of criteria, or
the entire rubric itself, sfudents should be able to discuss the guid¢ nes rt ric and
get a feel for the nuances of evaluation,

(cf. Allen, 1997).

Rubrics are authentic assessment tools which are designed to improve as well as r itor
learner performance. They help the learners to become more aware of the quality of eir
own as well as other learners’ work and also reduce the time the educator spe s

assessing the learners’ work. Learners can develop their own rubrics or desgn rub :s r

group work. This involvement empowers the students and as a result, their learning becomes
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more focused and self-directed. Authentic assessment, therefore, blurs the lines between

teaching, learning, and assessment.

The advantages of using rubrics in assessment are that they:
e Allow assessment to be more objective and consistent,
e Focus the teacher to clarify his/her criteria in specific terms,
e Clearly show the student how their work will be evaluated and what is ex cted,
» Promote student awareness of the criteria to use in assessing peer perfort ince,
e Provide useful feedback regarding the effectiveness of the instruction, and
» Provide benchmarks against which to measure and document progress.

(Anon).

3.5.2.4 Observation sheet

An observation sheet is suitable for day-to-day observation of learners by the educator

(GDE,1999(d)).

3.5.3 Techniques of assessment

A technique is a special way in which the methods and tools of assessment are il :grated in
order to provide the learners with suitable opportunities to demonstrate the evidence of the
SKVA's which they have gained during the assessment activity. The various me s, tools
and techniques, indicated in Table 5, are not rigidly prescribe but can be used as gui :lines

and are also interchangeable.
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3.6 Progress maps and expected levels of performance

Progress maps and expected leve ; of performance (ELP’s) are both additional | licy
instruments for the determination of the progression of the learner. Learners ach
outcomes at different rates according to their needs and abilities and, therefore, educators
must design differentiated tasks to meet the various requirements of the learners. In order to
do this the educator needs to know at what level of achievement the learner is perfc mir

Progress maps and ELP’s have been designed to facilitate this process.

3.6.1 Progress maps

3.6.1.1 Introduction

A progress map describes the stages of developing competence and expec :  3ve ; (
achievement in the sequence in which they would typically occur for each age group or phase
in an area of learning. It provides a frame of reference for monitoring and assessi J
individual progress. The teacher is, therefore, able to ascertain the position of the :ar
along this continuum. An essential feature of a progress map is that it describes and

illustrates developing competence (cf. Diagram 2).
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Diagram 3: Developing competence in an area of learning

deeper understandings
more sophisticated skills

advanced knowledge

continuum

(from Grade 0 to (assessment
Grade 9) takes ice
at ea

/ ‘

incomplete Llnderstandings
lower-level skills

rudimentary knowledge
(Gauteng Department of Education, 1998:4).

Progress maps 1 also be used for self-referencing (ipsa re assessment). A learner can

compare his performance in relation to the same outcome in the previous phase. In thisw

a learner will recognise the improvement and be motivated to achieve a higher )l of
performance.
3.6.1.2 Progress maps and National Policy

The key elements applicable to all learning areas as specified in the Na jal «

documents are encapsulated in the progress maps:

The specific outcomes for LLC are statements of what learners should :arn as they
progress through the GET band. The strands define a path to these outcc es in

terms of the knowledge, understanding, skills, values and attitudes that will help
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According to the draft progress map for additional language (GDE/GICD, 199¢ progress

maps have modes, strands and level statements.:

¢ There are three modes in a progress map: speaking and listening, reading and vi g
and writing.

¢ The “texts” strand explains what a typical learner should be able to do at a given I :l and
“texts” is broadly taken to mean any communication involving language such as all forms
of literature, creative writing, transactional writing, everyday texts, mass mediate 3,1 ns
and advertisements.

+ Level statements provide an exact description of the achievem.ents of z2arne 5 : a
particular level. Level one, for example, would describe a learner who is being ex; ito
the language for the first time and level five learners would be able to use the langua : for

communicative purposes.

3.6.1.4 Functions of progress maps
Progress maps can be used for:
(a) Assessment
¢ placing a new learner in the correct grade,
¢ enables each learner's progress to be monitored against clearly defined criteria,
¢ provides qualitative information for reporting purposes,
¢ for assessing the level of achievement of the learner, and

¢ for the diagnoses of learner strengths and weaknesses.

(GDE/GICD, 19989:iii).
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When a new learner is admitted to a class, the teacher can use the level descr tors of t|
progress map to place the learner. The educator is then able to design learning programmes
which will enable the learner to progress to a higher level. Appendix 26 is an extract! m a
progress map and can be used to place the learners who wrote the essays (cf. ap ndix 27
and appendix 28). The learner who wrote the essay in appendix 27 would be placed on level
3 on this extract of the progress map whilst the learner who wrote the essay in ) iX
would be placed on level 1. The educator can study the level descriptors asa gt leto e

what skills the learners will need in order to progress to the next level.

(b) Planning

¢ Once a learner's level has been decided, appropriate activities can be plar ed to facilitate
further learning. Particular needs can be addressed in the form of extension or remedial
work.

+ Decisions about how best to group learners can be based on the level that they have
reached. Sometimes it will be best to group learners at the same levc t et

sometimes mixed groups are best.

Separate progress maps are printed for primary and additional languages. Thele ;in e

progress maps do not correspond to grades (GDE, 1999(f):10).

3.6.2 Expected levels of performance
Progress maps and expected levels of performance serve similar purposes. ELP's have been
developed by the National Education Department and are used for National benchmarking

whilst progress maps are used for Provincial benchmarking. The National Departme: of



112

Education has written ELP's for each grade in each learning area. According to the Na )n:
Department of Education, the purpose of the ELP's is to ensure that the ongoing design and
refinement of Curriculum 2005 is more rigorous and credible in the area of macro and mi >
planning of learning programmes and quality assurance. The ELP's were designe to meet
the most basic quality assurance standards and learning achievement signposts « technic:
credibility, intellectual defensibility, coherence within Curriculum 2005 and equity for :arners

with special education needs and mainstream learners (RSA, 2000(e):1-5/LLC-1-2).

Expected Levels of Performance for Language, Literacy and Communication include:

Phase Statement 1:

The learner is expected to create meaning independently as well as through inter. ti th
others using appropriate process skills, language structures and communication strategies
and skills.

Phase Statement 2:
The learner is expected to identify and analyse the use of language for power and

manipulation, and respond appropriately to differences in language and culture.

Phase Statement 3:
The learner is expected to evaluate a wide range of texts critically showing evidence of

responding to the aesthetic, cultural and social values in them.

Phase Statement 4:
The learner is expected to access, organise, analyse and constructively apply information

from a variety of sources.
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3.7 Conclusion

Assessment structure in the Learning Area: Language, Literacy and Communit  on, with
specific reference to English, has been transformed from predominantly norm-referenced
evaluation which was predominan r summative to criterion-referenced assessme t which is
formative. Assessment in OBE is continuous and includes tests and examinations but w
rely on new methods, tools and techniques to measure the process of learner ierformance
towards the achievement of outcomes. Critical and specific outcomes have been identified
to ensure that learners gain the necessary skills, knowledge, values and attitudes v = :h wi

contribute to holistic :velopment.
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4.2.1 Design down

Design down refers to planning backwards. When planning starts at macro lev e
outcomes which must be achieved by the learners and which will be assesst must be
selected. At micro level the assessment tasks are designed and the various methods, tools

and techniques which will be used are identified.

The following guide in terms of planning assessment is provided by the Gauteng rtment

of Education (cf. Table 8).

Table 8: Planning of assessment

PROCESS OF PLANNING ASSESSMENT
DESIGN DOWN, DELIVER UP

MACRO Cluster SQO's under phase organisers

MACRO/MESO o Contextualise curriculum within the broader community
a Identify programme organisers
o Plot phase organisers and programme organisers

a Summary

MICRO CLASS o Formulate broad activity (learning) outcomes

o Select appropriate AC's, Pl's, SKVA's for the sp ra ty
oufcomes

a Design assessment tasks for the activity outcomes

o Design levels of performance

o Select appropriate methods and tools
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Select appropriate assessment techniques -accommodate learning '
diversity and learning styles.

Design daily class activities

MICRO kreCORD

Design recording tools (sheets) for daily assessment tasks (peer,
self, group, efc)

Design teacher recording ftools for transfer of information fi 1 daily

recording tools

MICRO REPORT

Daily feedback fto learners
Informal feedback to parents

Formal reports to parents

MESO REPORT Educators report at phase meetings
Phase co-ordinator compile a report for SAT
MACRO REPORT Direct — SAT, Community

Indirect — DAT, Provincial

(Adapted from GDE,2000(e).2).

4.2.2 Clarity of focus

Clarity of focus means everyone involved must have a clear picture of what is wanted at the

end. Killen (2000(b):23) states that clarity of focus means that “everything teachers »m t

be clearly focused on what they want learners to ultimately be able to do success y. Thus

when teachers plan and teach they should focus on helping learners to develop the

knowledge, skills and dispositions that will enable them, ultimately, to achieve significant

outcomes that have been clearly articulated”.
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Phase educators use the school's broad curriculum goals to determine programme
organisers for the phase. Programme organisers are localised to the schot ntext and
needs, and reflect the broader needs of the community. They are not Ne >ni  olicy, wut

only curriculum organising tools (cf. RSA, 2000(j):50).

4.4 Phase organisers
All work which is planned in the Programme Organiser must be related to a Phase Organiser.
The Phase organisers are prescribed in the policy documents and are:
» Communication
Culture and Society
Environment

Economy and Development

Y WV VYV VY

Personal Development and Empowerment.

All five Phase Organisers should be included in the learning programmes for e | ase and
integration across all Learning Areas is also suggested. Educators must note . they
cannot invent their own CQO's, SO's, AC's, RS and Phase Organisers but must in the

National OBE policy framework (cf. RSA, 2000(j):49; RSA, 1997:25).

4.5 Macro planning

Assessment planning starts at the macro level and involves the whole st of school. In
macro planning, specific outcomes from the eight learning areas are organised around hase
and programme organisers in order to ensure integration at all the different levels. In  icro

Planning all the educators cluster the outcomes under the Phase Organisers, erefore, : 66
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specific outcomes will be addressed (cf. RSA, 2000(d):19; RSA, 2000()):50). Table 9 gives

an example of macro planning.

Table 9: Example of Macro Planning

PHASE ORGANISERS
Learning | Communication | Environment Culture & Society | Economy Personal
Area Development Development &
Empowerment

LLC 1,2, 3 56,7,1,2,4,6 1,2,3, 4,5 7 1,2, 46,7 1,2, 6
MLMMS | 3,4,5 7,9 1,2,3,4,7,10 | 3, 4, 8, 10 1,2,3,4,6,9,10 2,6 10
NS 1,6, 8 1,23456, (1,2, 6,7, 8 1,2, 3, 4,5 7 1,3 8

7
TECH 4,5 6,7 4,5 6,7 2,4,5,6,7 4,5, 6 4,5, 6,7
AC 2,3,4,5,7,8 1,2,4,5,7,8 |1,234,58 1,6 1,6
HSS £, 7,9 4,5 6,7 2,5,6,7,89 6,7 9 2,9
LO 1,2,3,4,5,6 2,35 1,2,3,4,5,6,8 b,/ 1,2,3,4,5,8
EMS 2, 4,8 1,2,3 45 1,36,7, 8 1,3,4,5,6,7,8 1,2,3,4,5,6

6
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Key:

o LLC: Language, Literacy and Communication,

¢ MLMMS: Mathematical Literacy, Mathematics and Mathematical S¢ nce.
o NS: Natural Sciences,

e TECH: Technology,

e AC: Arts and Culture,

e HSS: Human and Social Sciences,

e LO: Life Orientation, and

e EMS: Economics and Management Sciences.

(RSA, 1997(g):10).

4.6 Meso planning
Meso Planning involves the phase educators who identify Programme orgar sers  ich can
be used in all the learning areas and then produce a grid with the final clusters of SO's, AC's,

PlI's and RS (RSA, 2000(j):50).

4.7 Micro planning

4.7.1 Planning a learning programme

Educators must plan a learning programme in order to help all learners in e « 1ss ar

the achievement of outcomes. It is, therefore, important that educators assess e prior

knowledge of learners, plan activities and assessment tasks that will enable all learners to

progress and then plan assessment methods, tools and technigues order to assess
tt rs have in fact improved their skills or gained the ir |

the outcomes selected for the learning programme. There is a strong link between the ree

most important aspects of the curriculum; the outcomes, learner activities and assessme

(cf. Diagram 3).
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Diagram 4: The link between outcomes, assessment and activities

OUTCOMES

What will my learners know and be able fo do?

>
A CTEITIES ASSESSMENT
What activities will facilitate How will we know that this learning
This learning? Has taken place?

i.e. that the outcomes have been

achieved?
(GDE/GICD 1999:9).
The Gauteng Department of Education suggests that the following steps (step — st 1 be
followed wt 1 working ¢ ning programme (cf. GDE?G ™D, 1¢ 3(b):: 25):

STEP 1. B. ome familiar with the key aspects of the Learning Area that the Learning

Programme focuses on
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The teacher must become familiar with the key aspects of the Learning Area such as the
knowledge, skills, values and attitudes which are identified in the learning area. The polic

documents, which provide the broad framework for the curriculum, and the Progress aps
must be consulted in order to ascertain the level of instruction for the Learning / 2a in the

specific grade.

STEP 2: Think about your learners in the context of their progression

Teachers will not only have to guide the learners from the old curriculum to the nc  OBE
curriculum but must take into consideration the fact that learners have progressed roug
previous ars of education and training. In order to ascertain the standard of achievement
acquired by learners it will be necessary to do diagnostic assessment a 1 c( s e
Progress Maps and ELP's. It is anticipated that Grade 7 learners should be well es ;

at levels 3 and 4 on the progress map. Once the level of achievement has been ascertained,

the teacher can plan accordingly.

STEP 3: Create a phase plan

The phase plan contains the Programme Organizers fi each Grade in the Phase. Tt ;
phase plan will be a combination of the macro planning done by the staff in e irious
grades. An enlarged integrated square of the Senior Phase plan depicting one phase

organiser and one programme organiser is shown in Table 10.
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The planning of assessment is an integral part of this step and it is necessary to take the
following aspects into consideration:
» Will assessment focus on all the outcomes, or only on a few?
» Wil all the learners be assessed during the activity, or only a few?
e What evidence of achievement will be used?
e What will be the criteria for assessing learners’ performances?
o Will the criteria be drawn up by the educator, the learners or both?
e Who will do the assessing?
How will the assessment be recorded?
e Wil there be enough information to make a judgement about the learner’s level on e
progress map?
e How will feedback be provided to the learners?
» Wil learners get an opportunity to improve their work and will it be reassessed?
* How will assessment be reported to parents?
* Will the learning activity be sufficient as an assessment task or will other ac 3S
need to be included?

e Have all learning styles been taken into consideration?

(Adapted from GDE/GICD, 1999(a):15).

STEP 6: Implement your plans

Steps 1 -5 are a guideline for the planning of a learning programme. Table 11 is an exar e

of an integrated learning programme
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SPECIFIC SSESSMENT | PERFORMANCE | RANGE SKVA’S ACTVITY AND | ASSESSMENT
OUTCOME  RITERIA INDICATORS STATEMENT RESOURCS
use Appropriate effect of texts | e Reflecting media books Observation
information formats. in relation to values and provided (as and group
from a aesthetics, attitudes indicated to discussion.
variety of e.qg. e within text. each group
sources and appreciation e Singing lyrics | (e.9 Group-to-group
situations. of the artistic fo the class | classical/ using a graph

elements. e Evaluative opera, rock/

listening pop, African,
jazz.

Learners use |, Respect for

various aids in group

sources (e.g. members’

table of opinion Leamners

contents, e Respect for analyse style

indexes, other of music and

glossaries, in cultures make

presentation | | Respect for summarised

of completed other notes/points.

assignment, )

people’s

learners preference in The group

should choice of compiles lyrics

conform to the music. fo a song of

identified that style.

criteria:
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SPECIFIC | ASSESSMENT | PERFORMANCE | RANGE SKVA’S ACTIVITY ASSESSMENT
OUTCOME | CRITERIA INDICATORS STATEMENT AND
RESOURCES
- Sense of The lyrics
target must reflect
audience characteristics
of that music
style. E.g.
musical
instruments
- Nature of used, dress
informatio style, famous
n needed musical artists
- Clarity in that style,
- Coherence elc.
- Cohesion

The group
presents the
song fto the
class; singing
the lyrics in the
relevant music
style, efc.

Resources:
Library books
and posters.
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Table 11.2: Learner’s Instructions:

Use the library books provided to research music style

* [ ook through the index and bibliography fto find information about your musics . F 1ce’
a paper marker in the book. |

» Read through your music notes in the library books. Make short notes.

» In the group, discuss the aspects of the music e.g. typical clothing, singing style, | xal
instruments used, cultural connections, famous music artists.

= The scribe must make notes during the group discussion.

=  Write lyrics for a song. These lyrics must have the information, which was noted |
scribe. When the audience hears the lyrics, they must learn about the music style.

* Remember to observe your friend; how s/he takes part in the group, etc. Fill in the peer- |
fo-peer assessment grid.

» Presentation: The group now sings the song to the class, in the given style e
group is doing rap, then the group should sing the lyrics like a rap singer.

» Discuss each groups presentation and fill in the group-to-group assessment aph.




Table 11.3: Process Assessment

Peer-to-peer assessment
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Name: Grade 8 Date _
Programme Organiser: Music Activity : One

( Tick the appropriate block)

What must I look for: Very good | Good Satisfactory Needs & tion

|

1.My friend carried out his/her role

as (e.g. scribe)

2. My friend took an active part in

the general group discussion

3. & =2 as committed to working
together with the group to complete

the activity (co-operation)

4. My friend showed respect for
other learners’ suggestions,

comments, opinions, efc.

State two good things about your friend's participation during the group work activity;
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4.7.2 Learning Styles

The Gauteng Department of Education proposes that learning styles be t: :n into
consideration when planning a learning programme and when selecting assessment
methods, tools and techniques. Learning styles which are recognised by the department for

OBE are left-right brain dominance, visual-auditory-kinesthetic learners ar  mut iple

intelligences.

4.7.2.1 Left-right brain dominance

The characteristics. of left-right brain dominance are shown in Table 12.

Table 12: Left-right brain dominance

Left brain

Right brain

Detail to whole picture.
Facts, step-by-step thinking.
Planned and organised.
Logical reasoning.

Need structure and security
Routine orientated.
Structure orientated.

Verbal communication.
Process with Language.
Verbal thinking & memory.

Language detail (semantics).

Whole picture to detail.
Images, holistic thinking.

No planning, improvisation.
'Gut feeling'.

Like to be spontaneous.
Impulsive.

People orientated.
Non-verbal communication.
Reaction on tone and sound.
Images & spatial-orientation.

Comprehension (emotion).
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¢ The educator will have an understanding of the purpose, methods and effects of
assessment and be able to provide helpful feedback to learner,

e The educator will design and manage both formative and summative assessn 1tin-
that are appropriate to the level and purpose of the learning and meeting the requirements
of accrediting bodies,

e The educator will keep detailed and diagnostic records of assessment, and

e The educator will understand how to interpret and use assessment results to feed into
processes for the improvement of learning programmes.

(RSA,2000( g):14).

There are three competencies which are relevant to the educator in his role as assessor:

e Practical competence where the learner must be able to make decisions on whi | actions
to follow and then perform them in authentic situations,

e Foundation competence demonstrates the SKVA’s which are required to perform e
action, and

e Reflexive competence is the ability to make decisions and adapt to changed
circumstances and give adequate reasons for such a change.

(RSA, 2000(g):14).

These competencies are described in Table 15.
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4.8 Conclusion

The planning of assessment forms an integral part of a learning progr: 1me. Learning
programmes, through their design down structure, will include assessment from e macro
level down to the micro level. According to the inclusion policy of the Department of
Education, the learning programme should accommodate the needs of all 2arners as well as
the various learning styles. The educator, as facilitator, must ensure that the learners are
actively involved in the assessment process so that they can work productively toward t 3

achievement of outcomes.



