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ABSTRACT

The purpose of this study was to investigate the assessment practices in Grade 4 Mathematics

classrooms. The study sought to determine whether teachers understood what is required by

the Department of Education (DoE) assessment policy, and whether they practice what is

required by the policy. If they were not practicing what is required (as purported by

Ramsuran (1999), it also needed to be determined why this was the case. The study also

sought to expose the gap between the policy and practice.

Three teachers from different schools were sources of data: one teacher from a school in a

deeply rural area, another from a semi-rural area and the last from a semi-urban area. Data

were collected using semi-structured one-on-one interviews. Teachers were visited in their

schools and each interview took one hour.

The data collected revealed that teachers are still not clear about assessment. This was also

found by Ramsuran (1999), who stated that teachers were still not clear about how to

implement continuous assessment. According to the DoE, continuous assessment is the chief

method of assessing learners. The study also revealed that teachers were still using traditional

forms of assessment - tests and examinations - and not other forms of assessment as

stipulated by the policy. Challenges faced by the teachers when doing assessment were also

prominent. An interesting challenge was that most learners came from broken families, and

there was no one to help them with schoolwork at home; this resulted in learners not doing

their assignments and projects, which delayed the completion of assessment.

The study recommends that all teachers should be in possession of the policy, and that

workshops should be organised by the DoE to help teachers with assessment. Lastly, proper

assessment structures should be set up in each and every school.
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CHAPTER 1. INTRODUCTION

1.1 Background to the study

Assessment is a very important component of the curriculum (National Curriculum

Statement, 2005). Teachers assess learners in order to know if they understood what was

taught. Learners assess themselves, other learners and even teachers. If learners are given

good assessment, they will get good education. Murphy and Torrance (1988) argue that good

education by definition encompasses good assessment.

According to the Department of Education (DoE )’s National Curriculum Statement (NCS)

for Grade R to Grade 9, in the document Guidelines for Mathematics (2005), assessment is a

process of collecting, synthesising and interpreting information to assist teachers, parents and

other stakeholders in making decisions about progress. It involves gathering and organising

information (evidence of learning) in order to review what learners have achieved. The DoE

further states that assessment informs decision-making with regard to teaching, and helps

teachers to establish whether learners are making progress towards the required levels of

performance. Lambert and Lines (2000) define assessment as the process of gathering,

interpreting, recording and using information about the response to the educational task.

According to Rowntree (1977), assessment is occurring whenever one person, in some kind

of interaction (direct or indirect) with another, is conscious of obtaining and interpreting

information about the knowledge and understanding or the abilities and attitudes of that

person. The author sees assessment as a human interaction. The DoE (2002b) gives the

purposes of assessment as: to develop learners’ skills and attitudes, to identify the needs of

learners, and to enable teachers to reflect on their practice.

According to Torrance (1995), assessment is divided into two kinds: traditional assessment

and authentic or alternative assessment. Torrance (1995) defines traditional assessment as

that which concentrates on the use of paper and pencil tests only, its purpose being to

compare the student with the norm or average of other students. Torrance (1995) defines

authentic assessment as performance assessment and also assessment that seems to be more

practical, realistic and changing. Broadfoot (1996) refers to traditional assessment as based

on public examination and formal testing, and states that traditional assessment puts an
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emphasis on comparison between students rather than a description of specific and changing

levels of attainment. Comparison between two students is called norm referencing.

After the South African elections in 1994, a new democratic government came into power,

which introduced a curriculum which was non-racial and non-sexist (Harley & Wedekind,

2004). The new curriculum came with a new assessment policy. In 1997 the new government

started piloting the curriculum, which was based on outcomes and was called Outcomes-

based Education (OBE).

The new policy brought with it assessment which was an alternative to traditional

assessment, and is usually known as authentic assessment. The new assessment, according to

the DoE (2002b), was more than pencil and paper examination, and included the assessment

of skills, knowledge, attitude and values.

In 1998 the South African Government through the DoE introduced the new curriculum,

which was better known as C2005. This curriculum was first introduced in Grade 1. The

Government thought that by 2005, implementation of the curriculum would be completed

from Grade 1 through to Grade 12 (DoE, 1997). The new curriculum, according to the DoE,

was going to meet the demands of the new South Africa. It also aimed to meet the demands

prevalent elsewhere in the world, where the trend was to move away from using traditional

assessment to a new approach.

In 2004 and 2005 the Government decided to review the new curriculum. The topic of my

study is ‘An investigation of assessment practices in Grade 4 Mathematics’. My research will

try to investigate assessment practices by teachers as part of the curriculum, and will also try

to determine if the teachers are practicing what is required by the policy. Ramsuran (1999)

states that teachers are still not practicing what is purported by the policy.

This study examined three critical questions. The participants were three Grade 4 teachers

who came from three schools with different contexts: the first from a school situated in a

rural area; the second from a school in a semi-rural area; and the third from a school in a

semi-urban area. I think that using teachers from different contexts makes the data more valid

and reliable. The data were collected using semi-structured interviews, then  analysed in

order to provide the findings and conclusion of the study.
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1.2 Rationale

The assessment policy in the new South Africa curriculum (C2005), through its OBE, clearly

states that assessment practices should not only be tests and exams but should include other

techniques such as project work, assignments, investigation, journal writing and others. The

problem I have encountered since I started teaching 18 years ago is that in Grade 5 learners

seem reluctant to be assessed by other forms of assessment techniques or strategies, and seem

to like tests and exams only. This prompted me to conduct this research, to see what was

happening before the students reached this grade, i.e. in Grade 4.

In my school we have subject committees which sit once a week to discuss issues regarding

the teaching and assessment of Mathematics. Although we have these committees which look

at the curriculum, specifically Mathematics and assessment, I have seen that some teachers

are not prepared and are reluctant to implement the new assessment approach, because they

still believe in the traditional way of assessment (pencil and paper assessment).  Through my

interaction with the teachers, it has become clear that they are still not clear about the

requirements of the assessment policy. This also prompted me to conduct this study.

I also facilitated the NCS with teachers in my district. In my three years of facilitating NCS,

teachers have shown that they want more time to be workshopped on assessment. In fact,

they even suggested a workshop specifically for assessment. This on its own shows that there

was a real need for this study to find out why teachers are not clear about the assessment

policy.

1.3 Focus and purpose of the study

The purpose of the study was to investigate the assessment practices in Grade 4 Mathematics

classrooms. The study sought to determine if the teachers understood what was required by

the assessment policy, and whether the teachers practiced what was required by the

assessment policy. If they were not practicing what was required (as purported by Ramsuran

(1999), then we also need to know why this is the case, which this study also aimed to

determine. Lastly, this study also sought to expose the gap between policy and practice.
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1.3.1 Research aims

Any research or study is undertaken because of a problem that it seeks to expose or resolve.

This study was no different. The aims of this study were as follows:

1. To find out teachers’ understanding of the assessment policy.

2. To determine exactly what assessment practices are used by teachers in their Grade 4

Mathematics classroom when they are assessing.

3. To establish the gap between the policy and the practices, motivated by Ramsuran’s (1999)

claims that there is such a gap.

The study aimed to achieve its objectives by answering the critical questions outlined below.

1.3.2 Critical questions

1. What are teachers’ understanding of the assessment policy?

2. What are the assessment practices of Grade 4 Mathematics teachers?

3. What are the gasps between policy and practice?

1.4 Research design and methodology

This study aimed to investigate assessment practices in a Grade 4 Mathematics class. The

DoE adopted a new curriculum in 2005, which brought with it a new assessment policy

which was alternative to the old or traditional method. The new assessment curriculum is

better known as the National Curriculum Statement (NCS).

The study also sought to find out if the teachers were assessing according to the policy or not.

Ramsuran (1999) in her article argues that teachers are still not practicing what is intended by

the policy through its continuous assessment.

The study is located in the interpretivist paradigm. According to Kuhn (1970) in Usher

(1996), a paradigm is a constellation of beliefs, values and techniques shared by members of

a given community; the author further states that a paradigm is an exemplar or way of

working that functions as a model for what and how to do research. Glesne (1999) also states

that an interpretivist paradigm portrays the world in which reality is socially constructed,
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complex and ever-changing. My study is located in the interpretivist paradigm because I

believe in socially constructed information where people are given the opportunity to provide

information freely. I also believe that people should share information by giving of their own

experience. In this study I wanted teachers to give me information about assessments they

practiced in a Mathematics classroom. The sample, method of collecting data and validity are

discussed in Chapter 3.

The process of selecting the sources of data is called sampling (Leedy & Omrod, 2005). The

sampling which I used was purposeful, and was utilised to gain the most information about

the topic I was researching. My study used three participants as sources of data, and they

were each asked the same six questions.

Each teacher was visited in their respective school to collect data through one on one semi-

structured interviews. I used an interview with six questions to be answered by the

participants. The interviews took one hour each.

The participants were assured of confidentiality and their minds put at ease on ethical issues.

Vithal and Jansen (1997) state that participants should be assured that confidential and

ethical issues involved in the research have been taken into consideration.

1.5 Validity

Validity plays a very important part in research practices. Cohen and Manion (2001) argue

that an instrument is valid if it measures what it is supposed to measure. My study used three

teachers from different school contexts, since I suspected that they might not be assessing

learners in the same way, and that would give me the information I sought as to what

assessment practices were practiced in Grade 4 Mathematics class. In order to establish more

validity, the study will use verbatim extracts that come directly from the three participants.

1.6 Limitations

Any study which is conducted has its own limitations, which may be expected or unexpected

(Vithal and Jansen, 1999). I think it is important for me to mention some of the limitations or

problems that may arise during the study.
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Some of the limitations that could have been experienced during this study were as follows.

The first limitation could be access to Ukhozi Primary School (pseudonym) situated in a rural

area. When it is raining heavily there are potential problems of access because the road

becomes muddy and slippery. The second limitation could be teachers refusing to be

researched. Another limitation could be that in primary schools there is no specialization, and

I may find that the participants are new to the teaching of Mathematics and therefore

inexperienced in the subject. Another limitation could be the withdrawal of the participant at

a later stage of the process. Time could also be a limitation. Primary school teachers in most

schools do not have free periods. The research could be done after school hours if permitted

by the principal and the participant – but this may be a problem because participants may be

reluctant to use their own time for research. The last possible limitation is a principal who

may not want his or her staff member to be interviewed and not allow data sources like

assessment books to be used because of fear of exposure.

1.7 Outline of the rest of the study

This study is reported in this document as follows. Chapter 1 - provides the background to

the study, and deals with the focus and purpose of the study, rationale, aims, critical

questions and limitations. Chapter 2 reviews the literature relevant to the study, based on

assessment in general and also assessment specifically for Mathematics. Chapter 3 explains

the detailed methodology of the study, while Chapter 4 provides analysis of the data. Chapter

5 outlines the discussion and findings of the study, and the recommendations and conclusion

are given in the final chapter, Chapter 6.
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CHAPTER 2. LITERATURE REVIEW

2.1 Introduction

Assessment is an important component of the curriculum. According to the assessment

guidelines for Mathematics in the NCS (2002), assessment is an integral part of teaching and

learning and should be included in all levels of planning. Assessment is done in order to

determine if learners have truly understood what was taught during teaching and learning

(Summer, 1987). This is also supported by Murphy and Torrance (1988), when they say that

good education by definition encompasses good assessment. The DoE (2002a) defines

assessment as the continuous, planned progress of gathering information about performance

of learners measured against the assessment standards of the learning outcomes. In this

literature review I will look at and review literature by different authors on assessment, both

in South Africa and abroad.

This literature review is divided into the following subsections: definition of assessment,

principles of good assessment, traditional assessment (norm referencing), alternative or

authentic assessment (criterion referencing) and the assessment policy in South Africa.

2.2 Definition of assessment

Many authors have written about assessment – with many views on the subject. Here I look

at definitions of assessment by different authors. According to the DoE (1997), assessment in

the OBE system enabled both learners and teachers to determine whether learners are

achieving the agreed outcomes or not. The DoE (1997) state the variety of assessment

methods that should be available to ensure that the methods are suited to the performance

being assessed. This document, Curriculum 2005: Lifelong Learning for the 21st Century

(1997), further states that evidence collection for use will be ongoing, linked with the normal

course of learning or working, and not be a once-off assessment occasion. Learners will

understand the assessment process and the criteria to be applied so that they also contribute

to the planning and accumulation of evidence.
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Van der Horst and McDonald (2004) refers to assessment as a process of making a decision

about the learning of the learners’ knowledge, learners’ behaviour, or performances, or

learners values and attitudes.

Suskie (2004) defines assessment as the process of establishing clear, measurable expected

outcomes of student learning, ensuring that students have sufficient opportunities to achieve

those outcomes. The author also refers to assessment as the process of systematically

gathering, analysing and interpreting evidence to determine how well students’ learning

matches our expectations, using the resulting information to understand and improve student

learning.

Lubisi (1999) defines assessment - which the author calls the outcomes-based assessment - as

assessment concentrating on the outcomes. In the revised NCS for Mathematics (2002b), the

DoE defines assessment as a continuous, planned process of gathering information about the

performance of learners measured against the assessment standards of the learning outcomes.

The definition further states that it requires clearly defined criteria and a variety of

appropriate strategies to enable teachers to give constructive feedback to the learners and

report to parents and other interested people.

The DoE (2005b) in The National Protocol on Assessment for Schools in the General and

Further Education and Training Band Grades R-12 defines assessment as a process of

collecting, synthesising and interpreting information to assist teachers, parents and other

stakeholders in making decisions about the progress of learners. It further states that OBE

forms the foundation of the curriculum. The definition further states that classroom

assessment provides an indication  of learner achievement in the most efficient manner, by

ensuring that adequate evidence of achievement is collected using various forms of

assessment, and that classroom assessment should be both formal and informal.

According to the DoE in its National Curriculum Statement, General Education and

Training: Assessment  Guidelines for Mathematics Intermediate and Senior Phases (2005a),

assessment in the NCS is defined as a process which involves gathering and organising

information which is evidence of learning in order to review what learners have achieved.

The definition further states that it informs decision-making in respect of teaching and helps

teachers to establish whether learners are making progress towards the required level of
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performance. Hale and Macintosh (1976) define assessment in three ways: terminal, periodic

and continuous assessment. The authors define terminal assessment as a measure/s of

attainment at the end of a course. Periodic assessment is defined as usually intended to

provide a similar measure of attainment by means of a series of intermittent probes taken at

intervals throughout a course. Continuous assessment is defined as continuous updating of

judgement about pupils’ performance in relation to specific criteria, which will permit a

cumulative judgement upon these same criteria.

Kizlik (2010) refers to assessment as the process by which information is obtained relative to

some known. Assessment is a broad term that includes testing. The author goes on to states

that a test is a special form of assessment made under contrived circumstances, but not all

assessments are tests. We test a lesson or unit. We assess progress and the result at the end of

the school year through testing. Whether explicit or not, assessment is most usefully

connected to some goal or objective for which is designed. We test or assess to determine

whether or not an objective or goal has been obtained. Assessment of skill attainment is

rather straightforward – either the skill exists in some acceptable way, or it doesn’t.

Assessment of understanding is more complex. Skills can be practiced; understanding

cannot. The author argues that we can assess a person’s performance in a variety of ways, but

there is always a leap or an inference that we make about what it signifies about what he

knows.

Rowntree (1987) defines assessment in education as occurring whenever one person, in some

kind of interaction direct or indirect with another, is conscious of obtaining and interpreting

information about knowledge and understanding or abilities and attitudes of that other

person. The author further states that assessment is an attempt to know the other person, and

the author sees assessment as a human encounter. Rowntree identifies five dimensions of

assessment: Why assess?; What to assess?; How to assess?; How to interpret?; and How to

respond? The author further states that assessment has as its purpose diagnosis and

evaluation of what knowledge is mastered by the student taught by the teacher.

Torrance (1995) divides assessment into two kinds, namely traditional assessment and

authentic or new approach assessment. The author defines traditional assessment as that

which concentrates on the use of paper and pencil test only, its purpose being to compare

students with the norm or average of other students and also grading of students. The author
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defines authentic assessment as performance assessment and also an assessment that seems to

be more practical, realistic and challenging. Keddie (1971) refers to assessment as the ways

in which teachers and pupils scan each other’s activity in the classroom and attribute

meaning to them. Assessment also can be thought of as a person, student or teacher finding

out about himself, which is self-assessment (Rowntree, 1987). Rowntree further states that

assessment is not only or even necessarily mainly obtained through test and examination, and

that finding out about students’ abilities and so on may not involve testing him or measuring

his performance in any formal way. The author also refers to a spectrum of assessment

situations, ranging from the very informal and almost casual to the highly formal and perhaps

realistic.

Le Grange and Reddy (1998) define assessment as judgement about learner performance, and

divide assessment into two kinds, traditional assessment and new approach assessment,

which is also known as alternative to traditional assessment. The authors argue that four main

terms are used to describe assessment: summative, formative norm referenced and criterion

referenced.

The authors define summative assessment as that which takes place at the end of the learning

experience for a purpose outside of the learning experience. It is usually constituted by one

main test or examination that is written at the end of the year. The authors further state that

the aim of this assessment is to determine how much of the subject’s content the learners

know. If they pass the test, they can move to the next grade. If they fail, they have to remain

where they are. For example, Peter is a learner in Grade 4. After learning Mathematics for

the entire school year, his ability to do Mathematics is assessed in a written examination at

the end of the year. Peter is told that he obtained more than the pass mark, and that he can go

to Grade 5 the following year. The authors argue that the examination does not seem to

provide Peter with any kind of information about his actual learning process.

According to Le Grange and Reddy (1988), summative assessment is almost always norm

referenced. This means that the learners’ achievement is compared with that of other learners

or with pass marks to determine how well the learner is doing. The authors give the example

of Mary’s parent, who was told in a parents’ meeting that Mary had attained 82 marks out of

a possible 100 marks for a certain subject area. They further explained that her performance

was 10 marks better than the class average and 42 marks above the required pass mark. That
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left Mary’s parents with a sense that she did well compared to other learners and the pass

mark that was - but they had little understanding of Mary’s competence in the subject area.

The authors state that formative assessment is sometimes seen as being the opposite of

summative assessment. Formative assessment is conducted as part of the learning process

which takes place, and is used to influence or inform the learning process. For example, in

the Mathematics classroom the teacher moves around from one learner to another. The

teacher provides individual learners with feedback on their progress in solving Mathematical

problems. Sometimes the teacher does not think verbally and at other times the teacher writes

comments on the learner’s workbook. In the formative assessment the teacher also sets a

number of tests for the learners during the year in addition to the end of year examination in

order to facilitate more authentic learning.

Criterion-referenced assessment consists of certain criteria that learners are expected to

achieve in a particular grade. Le Grange and Reddy (1988) give the example of Thoko, a

child in Grade 6 Mathematics class. One of the criteria for passing Mathematics is that she

must know the 2, 3, 4, 5, 6, 7, 8 and 9 times tables. Thoko and her parents know about this.

At the parents’ meeting, the parents are told that Thoko knows the 2, 3, 4 and 5 times tables,

and that their child does not yet meet the criteria. Assessing learners in this way seems to

provide more information about a learner’s competence in a particular area.

Torrance (1995) says that assessment can also be authentic. The author states that ‘authentic’

as a term seems to be that the assessment task designed for students should be more practical,

realistic and challenging than the ‘traditional’ paper and pencil test. The term ‘performance

assessment’ is also quite widely used with such new approaches. The DoE defines

continuous assessment as that, which provides growth and development of learners, provides

constant feedback and gathers evidence of learning achievement with regard to learning

outcomes and assessment standards. Continuous assessment encompasses formative

assessment and other kinds of assessment such as summative assessment, baseline

assessment and diagnostic assessment. According to Le Grange and Reddy (1998),

continuous assessment is more formative than summative. The authors further state that

formative assessment involves continuous monitoring of the learner’s progress towards

achieving specific outcomes, which implies that formative assessment is similar to

continuous assessment.
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The DoE (2002a) also refers to authentic assessment as performance-based assessment which

includes presentations, research papers, investigations, projects demonstrations, exhibitions,

singing, athletics, speeches and musical representation.

According to Lambert and Lines (2000), assessment is the process of gathering, interpreting,

recording and using information about a pupil’s response to educational tasks. The DoE

(2005b) talks about school-based assessment in the National Protocol on Assessment.

School-based assessment is referred to as any activity, instrument or programme where the

design, development, administration, marking, recording and reporting has been done,

initiated, directed, planned, organised, controlled and managed by schools.

Weimer (2002) defines assessment as the process of gathering and discussing information

from multiple and diverse sources in order to develop a deep understanding of what students

know, understand, and can do with their knowledge as a result of their educational

experiences; the process culminates when assessment results are used to improve  subsequent

learning. The author further states that the ability to evaluate one’s own work accurately and

constructively does not develop automatically. The more intellectually immature students

are, the greater the chance that their personal investment will bias what they see when they

look at their own work.

Duncan and Dunn (1988) define assessment as the process of gathering of information by

teachers about their pupils, by teachers about their teaching, and by pupils about their

progress.

The definition of assessment by the DoE (2005b) is clear and also covers definitions by

different authors. The definition of Le Grange and Reddy is similar to that of the DoE. The

DoE states that assessment should involve teachers, parents and other stakeholders. The

involvement of parents in the assessment of children is very important, because parents

should know what their children are doing at school, and should also help them at home.

The DoE (2005a) states that assessment in the classroom should be both formal and informal.

This classroom assessment, according to the DoE, should provide an indication of learners’

achievement in the most effective and efficient manner, by ensuring that adequate evidence
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of achievement is collected using various forms of assessment. This definition is more

applicable to my study, since it is investigating assessment practices in the classroom.

This study investigates if the teachers are practicing what is stated in the policy, which

includes, among others, using various forms of assessment when assessing, and not using

paper and pencil assessment such as tests and examinations only. The DoE (2005a) also

states that informal assessment is the daily monitoring of learners’ progress through

observations, discussions, learner-teacher conferences and informal interaction. The DoE

goes on to state that informal assessment may be as simple as stopping during the lesson to

observe learners, or to discuss with the learners how learning is progressing. It should be

used to provide feedback to learners. Observations, discussions and conferences are used as

assessment techniques in this continuous assessment, which is regarded as the chief method

of assessment.

2.3 The principles of good assessment

In the previous section the study discussed various definitions of assessment from different

authors. In this section the study concentrate on the principles of good assessment. According

to Allen (1990) in the Concise Oxford Dictionary of English, the terms ‘principle’ means a

fundamental truth or law as the basis of reasoning or action. I will give an outline of the

principles of good assessment as provided by different authors.

2.3.1 Assessment should be valid

According to Race, Brown and Smith (2005), assessment should assess what it is that you

really want to assess; for example, when attempting to assess problem-solving skills, the

assessment should be dependent not on the quality and style of the production of a written

report on problem solving, but on the quality of the solutions devised. Kubiszyn and Borich

(1996) state that assessment is valid if it measures what it says it measures. For instance, if it

is supposed to be a Third Grade’s arithmetic ability, it should measure Third Grade

arithmetic skills, not Fifth Grade arithmetic skills and not Fifth Grade reading ability. The

authors further state that it is clear that assessment is to be used in any kind of decision

making, and if the assessment information is to have any use at all, it is essential that the

assessment be valid.
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Brown and Glasner (2003) also state that assessment should be valid. Allen (2004) states that

validity refers to how well a procedure assesses what it is supposed to be assessing. The

author further states that a valid assessment of a learning objective tells us how well students

have mastered the objective, and should provide useful formative information.

Dunn, Morgan, Parry and O’Reilly (2004) state that assessment is valid when it corresponds

to the purpose of the test, and assessment tasks are more likely to be valid if they directly

align to the learning outcomes.

2.3.2 Assessment should be reliable

According to Dunn,Morgan, Parry and O’Reilly (2004), reliability refers to the consistency

with which the same assessment task under the same conditions will produce the same set of

results from repeated applications of an assessment task. The authors state that reliability is

increased when the assessment consistently measures the ‘real’ level of attainment regardless

of who administers it, which learners are tested, and who marks submissions.

Race, Brown and Smith (2005) argue that if we can get the task briefings, assessment criteria

and marking schemes right, there should be good inter-assessor reliability (when more than

one assessor marks the work) as well as good intra-assessor reliability (an assessor should

come up with the same result when marking the same work on different occasions). The

authors further state all assignments in a batch should be marked to the same standards. This

is not the same as the strange notion of benchmarking, which implies that assignments should

hit the same standards in any comparable course in existence.

Kubiszyn and Borich (1996) argue that there are several ways to establish reliability of a test.

The three basic methods most often used are called test-retest, alternative form and mental

consistency. The authors state that the test-retest method is a method of estimative reliability,

and that is what its name implies. The test is given twice and the correlation between the first

and second set the scores is determined. In the ‘alternative form’ method, if there are two

equivalent forms of a test, these forms can be used to obtain an estimate of the reliability.

Both forms are administered to a group of students and the correlation between the two sets

of scores is determined. This estimates the problems of memory and practice involved in a

test-retest estimate. Large differences in a student score on two forms of a test which
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supposedly measures the same behaviour would indicate an unreliable test. The third and the

last method is internal consistency: if the test in question is designed to measure a single

basis concept, it is reasonable to assume that people who get the item right will be more

likely to get other similar items correct.

2.3.3 Assessment should be transparent

Race, Brown and Smith (2005) state that there should be no hidden agenda, and be no nasty

surprises for students; students should not be playing the game “guess what is on our

assessors’ minds”. The authors further state that assessment should be in line with the

intended learning outcomes as published in the students’ handbooks and syllabus

documentation, and links between these outcomes and assessment criteria should be plain to

see - not by external scrutinisers - but by students themselves. Brown, Race and Smith (1996)

also state that assessment methods should not only be understood by the staff and students

but also by employees and other people who may need to know exactly what is being

measured and how this is being approached.

2.3.4 Assessment should be authentic

Race, Brown and Smith (2005) state that there are at least two dimensions to this aspect: first

we need to strive to measure each student’s achievement in ways that enable us to be certain

that the achievement belongs to the student and not to anyone else. Secondly, we need to

assess students’ achievements of the intended outcomes in a context that is as close as

possible to the intentions underlying the outcomes. For example, performance skills should

be assessed in authentic performances and not just where students are writing about

performances in exam or tests.

2.3.5 Assessment should be fair

Suskie (2004) argues that a fair assessment is where students are given equitable

opportunities to demonstrate what they know. This does not mean that all students should be

treated the same. The author further states that equitable assessment means that students are

assessed using appropriate methods and procedures, which may vary from one student to the

next, depending on the student’s prior knowledge, cultural experience and learning style. For

example, John is not a strong writer but great at visualizing concepts. He will better
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demonstrate his understanding of a complex concept if he can draw a diagram rather than

write an explanation. Race, Brown and Smith (2005) also state that students should have an

equivalence of opportunities to succeed, even if their experiences are not identical. This is

particularly important in assessing work based on individual learning contexts. It is also

important that all assessment instruments and processes be seen to be fair by all students.

The DoE (2002a) through its assessment guidelines states that assessment should include the

assessment of learners who experience barriers to learning. The DoE states that it is likely

that in every classroom there will be some learner who experience barriers to learning. These

barriers will not always be the same, and could be situated in the learning context. The DoE

states the barriers can also arise from social contexts, for example poverty, violence or

difficult home conditions. Gipps and Murphy (1994) in Torrance (1995) state that assessment

is fair if it considers access to schooling, the curriculum offered, pupils’ motivation and

esteem, and teacher stereotype expectations.

2.3.6 Assessment should motivate students to learn

Race, Brown and Smith (2005) state that assessment should help students to structure their

learning continuously during studies, not just in the few critical weeks before particular

assessment sessions. Assessment should allow students to self-assess and monitor their

progress throughout a course, and help them to make informed choices about what to learn,

how to learn it, and how best to evidence the achievement of their learning. The DoE (2005a)

states that assessment should encourage learners to go beyond simple recall of data and facts,

and should close the gap between the classroom and the real world. It should include

opportunities for learning to perform tasks and solve problems and make provision for

adaptive methods. Rowntree (1987) states that students can be given assessments which

motivate them to learn, like homework, assignments, weekly quizzes, classroom questioning,

project reports and examinations.

2.3.7 Assessment should promote deep learning

According to Race, Brown and Smith (2005), assessment should be driven towards

productive learning because of the ways in which the learning is to be assessed. Students

should not find themselves clearing their minds of the last subject in order to make room for
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the next subject. The DoE, through its Curriculum 2005 (C2005) states that good assessment

is that which promotes critical thinking, reasoning, reflection and action.

2.3.8 Assessment should be equitable

Allen (1990), in the Concise Oxford Dictionary of English, defines “equitable” as fair or

just. Race, Brown and Smith (2005) state that assessment overall may be designed to

discriminate between students on the basis of the extent to which they have achieved the

intended learning outcomes. The author goes on to say that assessment practices should not

discriminate between students, and should set out not to disadvantage any individual or

group. Students may prefer and do better at different kinds of assessment. Some students love

examinations and do well in them, while others are better at giving presentations. So a

‘balanced diet’ of different means of assessment within a course will set out to ensure that no

particular group is favoured over any other. The DoE (2005a) also states that assessment

should include a variety of techniques or methods.

2.3.9 Assessment should be formative - even when primarily intended to be summative

Le Grange and Reddy (1998) state that formative assessment is conducted as the learning

process takes place, and is used to influence or inform the learning process. They again refer

to summative assessment as taking place at the end of the learning experience. It is usually

constructed by the main test or examination that is written at the end of the school year.

Race, Brown and Smith (2005) state that assessment is a time-consuming process for all

concerned, so is a wasted opportunity if not used as a means of letting students know how

they are doing and how they can improve. They further state that assessment that is mainly

summative in its function (for example, when a number or grade is given) gives students very

little information other than frequently confirming students’ own prejudices about

themselves.

2.4 Traditional assessment

The way in which people understand the process of teaching and learning will influence the

kind of assessment practices that are used (Le Grange & Reddy, 1998).
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The traditional curriculum is based on a certain form of assessment to match the

understanding of the learning and teaching process.

According to Le Grange and Reddy (1998), the traditional understanding of the learning and

teaching process is that there is a certain body of knowledge in each subject area that the

learner must memorise. This body of knowledge or context of a subject is divided up

according to what is to be learnt and how much is to be learnt in a particular grade. Learners

are required to memorise each portion of knowledge that has been set for their particular

grade. So it means that it is learners’ memories and capacity to memorise that are mostly

developed in this kind of system, and this skill of recalling memorised facts that is assessed.

It would seem that there are two systems of curriculum - the old or traditional curriculum

with its assessment practices, and the new curriculum with its assessment practices. The

assessment in the traditional curriculum is referred to as traditional assessment.

Traditional assessment practices are mostly summative and norm referenced, rather than

formative and criterion referenced. Judgements are made about what learners know at the end

of the school year in order to decide whether they can be promoted to the next grade. In this

kind of assessment, the end product is assessed where the end product is almost always

constituted by the recall of information. This form of assessment is not concerned with the

learners’ level of competence that they can develop during their learning process.

According to Broadfoot (1996), traditional assessment is assessment that is based on public

examination and formal testing. Traditional assessment puts an emphasis on comparison

between students rather than description of specific and changing levels of attainment.

Before I go further with reviewing traditional assessment, it is important to look at the two

terms mostly used in this assessment: summative assessment and norm-referenced

assessment although I have already defined them in the previous section, general review of

assessment. I am discussing them in this section because they are generally used by

traditionalist.  Summative assessment takes place at the end of the learning experience for a

purpose outside the learning experience. Summative assessment is usually done mainly in the

form of a test and examination written at the end of the year (Le Grange & Reddy, 1998).

The purpose is to know how much of the subject content the learner knows; if the learner
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passes the test, then he can go to the next grade (and if not, he remains in the current grade).

Torrance and Pryor (1987) refer to summative assessment as that which is generally

considered to be undertaken at the end of a course or programme of study in order to measure

and communicate pupils’ performance for the purpose of accountability.

Lubisi (1999) also refers to summative assessment as traditional assessment that emphasises

assessment at the end of the teaching and learning. Sieborger and Mcintosh (1998) state that

summative assessment enables you to tell how much a learner has achieved at a certain

stage.

The DoE in the Revised NCS (2002b) defines summative assessment as assessment that

gives an overall picture of learners’ progress at a given time, for example at the end of the

term or year or upon transfer to another school.

Knight and Yorke (2003) define summative assessment as high- stake assessment, by which

we mean that the summary has important purpose. The authors further state that it counts

typically towards the grade, class or mark that is shown on a certificate.

Hale and Mcintosh (1976) refer to summative assessment as terminal assessment which

assesses learners at the end of a course. They also state that most features of traditional

assessment are quick, economical and often multiple-choice tests that can be shown to have

acceptable  psychometric properties that are easy to mark - rather than assessment procedures

that provide a useful picture of what students can do.

Rowntree (1987) refers to summative assessment as assessment which is intended to

establish the effectiveness of the teaching once it is fully developed and in regular use. The

author further states that it is clearly represented by terminal examinations at the end of the

students’ course, or indeed by any attempt to reach an overall description or judgement of the

student.

Gardner (2006) refers to summative assessment as assessment that provides information to

those with an interest in  learner’ achievements, mainly learner, parents, educators,

management and employers.
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According to Le Grange and Reddy (1998) summative assessment is closely linked to norm

referencing. Norm referencing is assessment where a learner’s achievement is compared with

that of other learners or with a pass mark to determine how well the learner is doing. Norm-

referenced assessment judgements are made about what learners know at the end of the

school year in order to decide whether they can be promoted to the next grade.

MacDaniel  (1994) refers to norm referencing as by far the most common approach. The

author states that in norm referencing test performances are interpreted by comparing a single

student’s score with the scores earned by a group. According to Macintosh (1976), norm-

referenced testing is primarily concerned with spreading out those taking the test as widely as

possible in order that distinction (expressed, for example, in grades) can be made between

candidates.

In almost all definitions by different authors on norm-referenced assessment and summative

assessment, two forms come up: tests and exams. This means, as authors suggest, that

traditional assessment uses mostly tests or multiple-choice tests and exams, which are given

at the end of the lesson or learning. Beaty and Barling (1982) look at what they call important

factors that may affect the outcomes of learners’ results when they write exams. The authors

argue that students may be affected by exam stress when they write examinations, which may

affect their performance. The affected learners may also underachieve or not perform in the

way expected by the teachers. Beaty and Barling (1982) say that the stress is divided into two

parts. The first is “paralysing stress”, defined as that feeling which interferes with and

reduces a student’s examination results, and the second is motivational stress, which

improves or helps a student’s performance in examination or assessment.

I have indicated in this review that traditional assessment is based mainly on testing as a form

of assessment. This form of testing is discouraged by other authors, while some, for example

Summer (1987), support it, arguing that one justification frequently given by teachers in

support of testing is that tests are objective and so free of biases that can affect other forms of

assessment. Summer further states that an important point which tends to be assumed rather

than thought out is that testing, like any other form of assessment should be done to enable

educational policies to be carried out.
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Murphy and Torrance (1988) also discourage testing as the only way to carry out assessment.

Another author who criticises testing is Holts (1969) in Murphy and Torrance (1988), who

states that in fact testing has caused harm to and fear in learners. Le Grange and Reddy

(1998) also argue that traditional examination and class tests are chiefly concerned with

assessing lower-order abilities in the cognitive domain, and assess very little in the

psychomotor and affective domains. The cognitive domain deals with recall or cognition of

knowledge (lower-order ability) and the development of thinking and problem-solving skills.

The psychomotor domain is concerned with manipulative or motor skills and hand-eye

coordination. The affective domain includes learning performances directed towards a

change in feelings, interests, attitudes and values.

Kubiszyn and Borich (1996) say that while there are those who support testing and those who

do not, there are also those who see tests as necessary to the educational process but question

the status and power often afforded to tests and test scores. The authors support the use of

tests - if they are well designed and properly used. However, Kubiszyn and Borich (1996)

say tools can be used and abused - both well and poorly designed tools in the hands of ill-

trained or inexperienced users can be dangerous.

By tools, Kubiszyn and Borich are referring to techniques or forms of assessment. They

argue that although tests are seen as the traditional way of testing, some people - specifically

teachers - still prefer them and still see it as necessary to administer them. Kubiszyn and

Borich (1996) are not necessarily opposing testing, but they are not happy with the

importance accorded to tests and results by those who prefer to use them. They argue that

although tests might be useful, they might also be abused by the traditionalists when they put

strong emphasis on them, neglecting other forms of assessment.

Possibly any form of assessment which is often used and preferred over others will lead to

the assertion that it is being abused, and according to the policy more forms of assessment

need to be administered by teachers when assessing learners.

2.5 Alternative or authentic assessment

The way in which people understand the process of teaching and learning will influence the

kind of assessment practices that they use (Le Grange & Reddy, 1998). The alternative
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curriculum is based on a certain understanding of what the educational process is to achieve,

so it also has a certain form of assessment to match the understanding of the learning and

teaching process.

According to Le Grange and Reddy (1998), the alternative or new approach to assessment is

concerned with also assessing the psychomotor and affective domains not only the cognitive

domains which deal mainly with recall or recognition of knowledge. The psychomotor

domain is concerned with manipulative or motor skills and hand-eye coordination. The

authors further state that the affective domain includes learning performances directed

towards a change of feelings, interest, attitude and values. They add that it is important for

the learner to achieve a balance between these three domains.

Alternative assessment is also referred to as authentic assessment. Torrance (1995) says

authentic assessment should include assessment tasks designed to be more practical, realistic

and challenging than the traditional paper and pencil test. Torrance goes on to state that

authentic assessment is also referred to as performance assessment.

Pole (1993) defines authentic assessment as including more practical work, oral work and

problem solving. Lubisi (1999) also defines authentic assessment as based on performances

that can include portfolios, drama, projects and practical tests.

Formative and criterion-referenced assessments are mostly used in the alternative way of

assessing learners (Le Grange & Reddy, 1998). Formative assessment is seen as opposite to

summative assessment. It is conducted as the learning takes place and is used to help the

learner and also inform the teacher about the learner’s progress. Formative assessment is also

aimed at providing feedback which helps to inform further teaching and learning. This is not

like summative assessment, which is  concerned about the end product at the end of term or

end of the year. Rowntree (1987) refers to formative assessment as intended to develop and

improve a piece of teaching until it is as effective as it is possibly can be.

Torrance and Pryor (1998) divide formative assessment into two approaches: convergent

formative assessment and divergent formative assessment. Convergent assessment puts more

emphasis on the importance of finding out whether the child knows, understands or can do a

predetermined thing, characterised by adherence to precise planning and the use of methods
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of recording such as a tick list and can-do statements, and an analysis of interaction between

the child and curriculum. They say this form of assessment is accomplished by closed or

pseudo-questioning and tasks. The implication is that convergent assessment is behaviourist,

the intention being to teach or assess the next predetermined thing in a linear or at least pre-

planned progression.

Divergent assessment, according to Torrance and Pryor (1998), emphasises the learners’

understanding rather than the agenda of the assessor. The important thing in this form of

assessment is to discover what the child knows, understands or can do. Divergent assessment

is characterised by more flexible planning, open forms of recording and analysis of the

interaction of the child and the curriculum from the point of view of the child. Divergent

assessment is used more appropriately with open tasks and involves either open questioning,

sometimes aimed at prompting pupils to reflect on their own thinking, or a divergence from

discourse. Divergent assessment results in more descriptive, qualitative feedback. The

authors further argue that the theoretical implications of divergent assessment are that a

social constructivist view of education is adopted with an intention to teach the zone of

proximal development; as a result, assessment is seen as accomplished jointly by the teacher

and the pupil.

Criterion-referenced assessment is also mostly used in the alternative assessment. La Grange

and Reddy (1998) refer to criterion-referenced assessment as consisting of certain criteria

that learners are expected to achieve at a particular time. Assessment criteria are made clear

before assessment takes place. Learners are assessed against the criteria, not against other

learners or against the norm of the class. In this kind of assessment learners know what is

expected of them. Gronlund (1973) argues that criterion-referenced assessment is well suited

to formative assessment, that is, to assess during teaching where the primary aim is to aid

learners.

McDaniel (1994) states that criterion-referenced assessment provides measures that can be in

terms of the ability to perform clearly defined tasks. For example, a teacher using an interior

referenced test for reading skills would be able to examine a score and then state that “John

has mastered initial word attach skills”. This is not like saying “John has done better that

90% of other first grade children on his reading test”, which is norm referencing. The author



35

further states that above all, criterion-referenced assessment should lead to a clear description

of what a student can do.

A criterion-referenced assessment depends on detailed specification of the behavioural

domain of interest, and will contain many items dealing with highly specified skills and

attainment (McDaniel, 1994). McDaniel (1994) further states that the defining characteristics

of a criterion-referenced assessment are that it is constructed to reflect a detailed and finite

analysis of a behavioural domain judged to be important.

The DoE (2002b) refers to formative assessment as assessing learner progress during the

learning process in order to provide feedback that will strengthen learning.

Gronlund (1973) mentions criterion-referenced assessment that refers only to the method of

interpreting the result, and thus could be applied to any classroom or standardised tests. The

author further states that criterion-referenced tests require a clearly defined and delimited

domain of a learning task. This type of testing, according to Gronlund (1973), has been most

widely successfully used in programmed instruction where the focus is on mastery of a

limited number of learning outcomes.

Maree and Fraser (2004) argue that criterion-referenced assessment advocates use of multiple

methods of assessment. Methods include investigation, journals, projects, oral work, open-

ended questions and observation. The use of multiple methods or strategies in assessment is

also advocated by Beckmann et al, Thompson and Senk (1997), when they argue that

Mathematics assessment should use multiple assessment strategies which include open-ended

questions, journal writing, assignments and collage.

Broadfoot (1996) argues that alternative assessment is very important in defining the attitude

that students take towards their work, their sense of ownership and control of their own

living.

Maki (2004) states that a criterion-referenced assessment depends on context-specific

collective interpretations about students’ achievements based on criteria and standards of

judgement developed within an institution and its programmes. The author further states that

criterion-referencing results report on students’ performance against the multiple dimensions
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and possible performance levels of a task - an exhibit, a presentation, thesis or collaboratively

designed project.

Lastly, another alternative assessment to traditional is continuous assessment. The DoE in the

NCS refers to continuous assessment as a model that encourages integration of assessment

into teaching and the development of learners through ongoing feedback. According to the

DoE (2005a), continuous assessment does the following:

 Takes place over a period of time and is ongoing, which means that the learning is

assessed regularly and the records of learners’ progress are updated throughout the

year.

 Supports the growth and development of learners which ensures that they become

active participants in the learning and assessment, understand the criteria used for

assessment, are involved in self-evaluation, reflect on their learning, and thereby

experience raised self-esteem.

 Allows for integrated assessment, which may include assessing a number of different

assessment methods. Learning outcomes can be demonstrated in many ways, and

opportunities must be provided through which learners can demonstrate their ability.

 Uses strategies that cater for a variety of learner needs - such as language, physical,

psychological, emotional and cultural. Continuous assessment, as the DoE states

(2005a), allows teachers to be sensitive to learners with special educational needs and

to overcome barriers to learning through flexible approaches. In any group of learners

there are different rates and styles of learning - all learners do not need to be assessed

at the same time and in the same way.

 Allows for summative assessment, that is, accumulation of the results of continuous

assessment activities provides an overall picture of a learner’s progress at a given

time. Summative assessment, according to the DoE (2005a), needs to be planned

from the beginning of the year.

According to Le Grange and Reddy (1998), continuous assessment enables a wider range of

educational outcomes to be assessed, and also provides information about the learning

process and learner development, by doing the following:
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 Providing feedback on the learning outcomes that the learners have achieved, and

those that have not been achieved;

 Assisting in identifying the strengths and weaknesses of the learner;

 Encouraging communication between teachers and learners; and

 Working hand in hand with the evaluation and therefore providing information on

important curriculum issues like teaching methods and the relevance of learning

outcomes and resources.

Le Grange and Reddy (1998) believe continuous assessment has a clear advantage over

traditional forms of assessment. Continuous assessment advocates a system of learning and

improvement which focuses on the development of the whole learner.

The table below outlines the main differences between traditional assessment and continuous

assessment.

Table 2.1: Main differences between traditional assessment and continuous assessment.

Traditional assessment Continuous assessment

Is mainly made up of written examinations that

take place in formal settings

Is made up of variety of assessment methods

that can be formal or informal

Is used to decide whether or not the learner is

promoted to the next grade

Is used to inform the learning process through

which learning outcomes are required

Takes place after the learning process at dates and

times previously decided on (summative)

Takes place during the learning process when

it is considered necessary (formative)

Is mostly norm referenced rather than criterion

referenced

Makes more use of criterion referencing than

norm referencing

Provides isolated marks or percentages to show

how learners have changed

Provides information in context as feedback

on how learners are changing
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2.6 Assessment in South Africa: Assessment policy

The DoE has an assessment policy which stipulates what has to be done when assessing

learners in the classroom. The policy that I discuss is that on assessing Mathematics

specifically in the Intermediate Phase (Grades 4-6). My review on this topic includes looking

at the old curriculum, C2005. The main discussion will be about assessment in the NCS,

which came after C2005. The NCS seems to be alternative to the traditional practices, but it

should be remembered that it encompasses both summative and formative assessment. Some

assessment practices present in C2005 are still there in the new curriculum - NCS.

My study is based on investigating assessment practices in Grade four Mathematics

classrooms. It looks at the assessment policy and finds out if the teachers are doing in

practice what is stated in the policy.

2.6.1 Assessment in C2005

C2005 was the curriculum which used OBE as the methodology of implementation.

According to the DoE (1997), assessment was going to be based on outcomes. The learners’

progress was measured against outcomes rather than against their performance.

The DoE (1997) stated that the teacher will assess learners on a continuous basis by

employing strategies such as peer and self assessment, initiating projects and assisting

learners in putting together portfolios. The assessment will be ongoing (continuous), which

means a learner’s progress will be monitored continuously. The C2005 document (DoE,

1997) also states that only at the end of Grades 9 and 12 will there be comprehensive external

assessment, also done in Grades 3 and 6.

Assessment in an outcomes-based system enables both learners and teachers to determine

whether learners are achieving the agreed outcome or not. A variety of assessment methods

are available to ensure that the method chosen is suited to the performance being assessed.

According to Le Grange and Reddy (1998), an outcomes-based curriculum views the

learning and teaching process differently from the traditional curriculum. Knowledge is not

seen as being transferred intact from the teacher to the learner. Instead, knowledge is seen as

being constructed in the mind of the learner. The authors state that each learner brings his or
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her own prior knowledge and experience to any learning situation. Learners make sense of

the new knowledge in the context of their own knowledge, and then develop their original

concept as learning takes place. Le Grange and Reddy (1998) state that the process of

learning is therefore just as important as the end product.

In the C2005 document the DoE (1997) emphases that the word “outcome” as key in the

education and training system. The DoE talks about three different kinds of outcomes:

critical cross-field outcomes or essential outcomes; learning area outcomes; and specific

outcomes. The DoE also refers to critical cross-field outcomes as those designed by the

South African Qualifications Authority (SAQA) and applied to all learning areas. Le Grange

and Reddy (1998) say that critical outcomes are not restricted to particular subjects or

learning areas but are cross-curricular and generic. They are common to all areas of learning

and describe the skills, attitudes, values and knowledge that all learners should develop.

The eight critical cross-field outcomes or essential outcomes adopted by SAQA are as

follows. Learners should be able to successfully demonstrate their ability to:

 Communicate efficiently using visual, mathematical and or language skills in the

modes of oral and or written presentation.

 Identify and solve problems by using creative and critical thinking.

 Organise and manage themselves and their activities responsibly and effectively.

 Work effectively with others in a team, group, organisation and community.

 Collect, analyse, organise and critically evaluate information.

 Use Science and Technology effectively and critically, showing responsibility

towards the environment and the health of others.

 Understand that the world is set of related systems; this means that the problem-

solving context does not exist in isolation.

 Show awareness of the importance of effective learning strategies, responsible

citizenship and cultural sensitivity

The next kind of outcomes is the learning area outcomes. The DoE (1997) states that every

learning area will have its own broad outcomes which are called the learning area outcomes -

general skills, abilities and values a learner will be expected to demonstrate in that learning

area.
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The third kind of outcomes is specific outcomes. The DoE (1997) refers to specific outcomes

as those that refer to the specific knowledge, attitudes and understanding which should be

displayed in a particular context. Le Grange and Reddy (1998) say specific outcomes

describe the knowledge, skills, attitudes and values applicable within a specific learning area.

These serve as the basis for assessing the learner’s progress in the specific learning area.

Some examples of specific outcomes in Mathematical Literacy, Mathematics and

Mathematical Sciences include the ability to:

 Demonstrate understanding about ways of working with numbers;

 Manipulate number patterns in different ways; and

 Critically analyse how mathematical relationships are used in social, political and

economic relations.

There are also a few other assessment terms used in this curriculum, for example,

performance indicators, assessment criteria; range statements; and skills, knowledge,

attitudes and values.

2.6.2 Assessment in Revised NCS

The DoE (2002b) defines assessment in the Revised NCS as a continuous, planned process of

gathering information about the performance of learners measured against the assessment

standards of the learning outcomes. It requires clearly defined criteria and a variety of

appropriate strategies to enable teachers to give constructive feedback to learners and to

report to parents and other interested people.

Each learning area has its own learning outcomes and assessment standards. For example, in

the learning area of Mathematics there are five learning outcomes:

 Numbers, operations and relationships

 Patterns, functions and algebra

 Space and shape (Geometry)

 Measurement

 Data handling
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2.6.3 Assessment in the NCS

The DoE (2002b) states how assessment should be, in order for the learners to reach their

full potential; it should be transparent and clearly focused, integrated with teaching and

learning .It should based on predetermined criteria or standards, carried out in terms of

methods and contexts; and valid, reliable, fair, learner-paced and flexible enough to allow

for expanded opportunities.

The DoE (2005a) also outlines the purposes of assessment, the main purposes being to

enhance individual growth and development, monitor the progress of learners and facilitate

their learning. Some examples of types of assessment are:

 Baseline assessment of prior learning. Usually takes place at the beginning of a

grade or phase to establish what learners already know. It assists to plan learning

programmes and learning activities.

 Diagnostic assessment. Used to find out about the nature and cause of barriers to

learning experienced by specific learners. It is followed by guidance, appropriate

support and intervention strategies.

 Formative assessment. This monitors and supports the process of learning and

teaching, and is used to inform learners and teachers about learners’ progress so as to

improve learning. Constructive feedback is given to enable learners to grow.

 Summative assessment. Gives an overall picture of learners’ progress at a given

time, for example, at the end of a term or a year or on transfer to another school.

 Systematic assessment. A way of monitoring the performance of the education

system. One component is the assessment of learner performance in relation to

national indicators.

2.6.3.1 Continuous assessment

The DoE states in the NCS that continuous assessment is the chief method of assessing

learners. The old curriculum, known as C2005, also used continuous assessment.
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In the new NCS assessment is both summative and formative, which means that the new

assessment policy encourages teachers to assess in both ways. It must be remembered that

summative assessment is mostly practiced by those teachers who are said to be traditional,

while formative assessment is practiced by teachers who are more modernised and believe in

alternative assessment as opposed to traditional assessment.

In my introduction to this topic I earlier said that the DoE views continuous assessment as an

alternative to traditional assessment. I think it is also important to look at how the DoE

defines continuous assessment. Continuous assessment in the NCS (2005a) is referred to as

assessment that encourages integration of assessment into the teaching and development of

learners through ongoing feedback.

The DoE (2005a) states that continuous assessment does the following:

 Provides feedback on the learning outcomes that the learners have achieved and those

that have not been achieved;

 Assists with identifying the strengths and weaknesses of the learner; and

 Works hand in hand with evaluation and therefore provides important information

about curriculum issues like teaching methods and the relevance of learning and

resources. It is further stated that in our OBE and training system, continuous

assessment is criterion referenced. The outcomes have assessment criteria, range

statements and performance indicators and each learner is assessed individually

against these, rather than against norms and standards. Continuous assessment is also

more formative than summative. Formative assessment involves the continuous

monitoring of learners’ progress towards achieving specific outcomes (Le Grange &

Reddy, 1998).

The DoE states that continuous assessment covers all OBE assessment principles and ensures

that assessment takes place over a period of time and is ongoing, supports the growth and

development of learners. Assessment should allow for integrated assessment, uses strategies

that cater for a variety of learner needs; and allows for summative assessment.

In the NCS the DoE (2005a) defines assessment as a process of collecting, synthesising and

interpreting information to assist teachers, parents and other stakeholders in making decisions
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about the progress of learners. The DoE (2005a) further states that assessment involves

gathering and organising information in order to review what learners have achieved.

Assessment informs decision-making with regard to teaching and helps teachers to establish

whether learners are making progress towards the required level of performance as outlined

in the assessment standards of the NCS. OBE forms the foundation of the curriculum in

South Africa and the assessment framework of the NCS (DoE, 2005b).

According to the DoE (2005a), assessment in the NCS should achieve at least one of the

following purposes:

o Develop learners’ knowledge, skills and values;

o Identify the needs of learners;

o Enable teachers to reflect on their practices;

o Identify learners’ strengths and weaknesses;

o Provide additional support to learners;

o Revisit or revise certain sections where learners seem to have difficulties;

o Motivate and encourage learners;

o Provide information or data to a variety of stakeholders; and

o Demonstrate the effectiveness of the curriculum or teaching strategy.

Table 2.2: Continuous assessment framework as illustrated in the NCS

Grade Continuous assessment

component

Common task for assessment, externally

set

4-8 100% Not applicable

9 75% 25%

2.6.3.2 Informal and formal assessment

Assessment in the NCS is both formal and informal. Only the formal tasks or activities are

recorded for the purposes of progression and promotion. The DoE (2005a) states that

informal assessment is very important. It should be used to implement and support formal

assessment. It is used for formative purposes to assist teachers with their daily planning and

to make professional judgements on learner performance.
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Table 2.3: Number of formal recorded assessment tasks for

Mathematics, Grades 4-6

Learning Area Term 1 Term 2 Term 3 Term 4 Total

Mathematics 2 2 2 2 8

The DoE (2005a) recommends the following forms of assessment:

 Assignments

 Class work and homework

 Projects

 Mathematical investigation

 Tests and examinations

 Observations

 Presentations

 Interviews

 Structured questions

 Questionnaires

 Brainstorming

 Simulations.

Table 2.4: Codes and percentages used for recording and reporting in Grades R-6

Rating code Percentages Description of competence

4 70-100 Outstanding/Excellent achievement

3 50-69 Satisfactory achievement

2 35-49 Partial achievement

1 1-34 Not achieved
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2.7 Conceptual framework

Many concepts have been discussed in the literature review, two of which I identified as vital

here: traditional and alternative or authentic assessment. The two concepts are most relevant

to my study because as I have alluded in my rationale for the study, this study investigates

the assessment practices in Grade four Mathematics classrooms. I have also indicated from

my experience as Mathematics teacher that it would seem that some teachers are still

practicing the traditional way of assessing learners and others are following the new

approach. I think it is important to look at and discuss the two concepts and to find out which

of the two is advocated by the DoE policy.

The DoE (2002b) in its policy on assessment advocates the use of alternative assessment or

authentic assessment as opposed to traditional assessment. Traditional assessment

concentrates on paper and pencil tests and exams (Torrance & Pryor, 1998). Traditionalists

do not believe in other forms of assessment such as assignments, projects and investigations.

They think testing and examinations are more appropriate and bring more accountability.

The alternative assessment practitioner believes in giving learners a variety of assessments.

In the policy the DoE (2005a) indicates that it wants teachers to assess learners by giving

them not only tests and examinations, but other forms of assessment such as projects, class

work, homework, interviews and questionnaires, to name a few. This way of assessing

learners is more practical or authentic. As mentioned earlier, Pole (1993) refers to more

practical work as authentic.

2.8 Conclusion

My study will be based on these two concepts, and seeks to ascertain whether teachers are

practicing traditional or authentic assessment. It must be remembered that although testing

and examinations are seen by many authors as the traditional way of assessing learners, they

are also included in the DoE policy as among the forms of assessing.
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CHAPTER 3. RESEARCH DESIGN AND
METHODOLOGY

3.1 Introduction

My study is ‘An investigation of assessment practices in Grade 4 Mathematics’. I am a Grade

5 Mathematics teacher. The rationale for my study was the uncertainty I observed as a

Mathematics teacher when I assessed my Grade 5 learners; my learners seemed not to like

any forms of assessment other than tests. I therefore wanted to investigate what happened

before they reached me, i.e. to investigate assessment practices in Grade 4.

The study uses three teachers, including a teacher from my school. The study tries to find out

if teachers know about assessment practices, as required by the DoE policy, what assessment

practices are carried out by Grade 4 Mathematics teachers, and if there is a gap between

policy and practices.

In this chapter I give details on how I carried out the research and collected the data.

3.2 Consent for the study

My sources of data were the three teachers from different schools and contexts. I wrote one

letter to the DoE asking for the permission to collect data. I did this by addressing the letter

to the Superintendent of Education. I also wrote three letters to the principals of my data

sources. In these letters I told them about the topic and the reason for doing the research. I

told them that I was going to collect data through interviews and assured them that the data

collected were going to be confidential and the information was going to be completely

destroyed after the study. Lastly, I wrote three letters directly to three sources of data

(teachers) and asked for the permission to interview them. I told them that the interview was

going to be confidential. I also said to them that I will destroy everything after the study

including cassettes from the tape recorder. The participants co-operated and I visited one

participant per week spending one hour with each. No problems were experienced, and I

valuable information from them.
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3.3 Research design and methodology

My research is located in the interpretivist paradigm. According to Kuhn (1970), in  Usher

(1996), a paradigm is a constellation of beliefs, values and techniques shared by members of

a given community, and an exemplar or way of working that functions as a model for what

and how to do research. Glesne (1999) states that the interpretivist paradigm portrays a world

in which reality is socially constructed, complex and ever- changing.

My study also used qualitative method. Glesne (1999) argues that qualitative researchers

interact and talk with participants and their perceptions. I interacted with my participants by

questioning them as I was interviewing them. The participants were able to provide their

views about how they perceived assessment.

3.3.1 Description of the sample

According to Leedy and Ormrod (2005), the process of selecting sources of data is called

sampling. My sampling was purposeful. According to Leedy and Ormrod (2005), purposeful

sampling yields the most information about the topic under investigation. I used it because I

felt that it was going to give me more information about my topic. I asked all of the teachers

the same five questions each using my interview schedule (instrument).

This study used three Grade 4 Mathematics teachers from different schools as sources of

data. The first teacher was from the semi-rural school where I teach Mathematics to Grade 5.

I used a teacher from my school since, as stated in my rationale, my learners seemed not to

like forms of assessment other than tests. The second teacher comes from a deeply rural

school. I chose her because when I was conducting OBE workshops I could see that most of

the teachers from rural schools did not seem to be clear about assessment. The third teacher

was from a school in a semi-urban area close to town. I chose her because I thought I may get

data which would differ from that from the teacher in the rural area, since the semi-urban

school has access to information because of the resources they have.

I visited all of these teachers in their schools and interviewed them after school hours; each

interview took about an hour. Interviews were done at the schools because the teachers are
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used to their own environment and the atmosphere was relaxed and conducive for the

interviews.

3.3.2 Method of collecting data

3.3.2.1 Interviews

The method of collecting information was one to one semi-structured interviews. According

to Delport, de Vos, Fouche and Strydom (2002), semi-structured interviews give participants

an opportunity to share their beliefs and perceptions about the topic. I used an interview

schedule as an instrument for collecting the data. There were six questions in the interview

schedule, which I asked in order to answer the three critical questions of the study. I assured

my participants of the confidentiality and ethics of the research process (Jansen & Vithal,

1997). I interviewed one participant per week. Each interview took about one hour.

Interviews were done after school hours. Participants and my reasons for choosing them have

been dealt with under 3.3.1.

3.4 Validity of data

3.4.2 Validity

The historical definition of validity is that if a particular instrument measures what it purports

to measure, then it is valid (Cohen, Manion & Morrisson, 2001). According to Fox (1996),

validity means the extent to which the procedure actually accomplishes what it seeks to

accomplish or measure what it seeks to measure. In simpler terms, we say an instrument is

valid when it does what it is supposed to do.

Kubiszyn and Borich (1996) argue that the assessment is valid if it measures what is

supposed to measure. They further state that for the assessment to be good, it ought to have

adequate validity, reliability and accuracy. Kubiszyn and Borich (1996) also state that a test

is valid if it  measures what it says it measures, for instance if it is supposed to be a test of

Third Grade arithmetic ability it should measure Third Grade arithmetic skills, not Fifth

Grade arithmetic skills. Tuckman (1975) states that test validity refers to whether a test

measures what we intend it to measure.
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Kubiszyn and Borich (1996) say there are three types of validity: content validity, criterion-

related validity and construct validity.

3.4.2.1 Content validity

According to Kubiszyn and Borich (1996), content validity is the simplest way of deciding

whether a test is sufficiently valid to be useful. The content validity of a test, according to the

authors, is established by examination. They argue that test questions are inspected to see

whether they correspond to what the user feels should be covered by the test. This, according

to Kubiszyn and Borich (1996), is easiest when the test is in an area such as achievement,

where it is fairly easy to specify what should be included in the context of the test. This type

of validity, established by examination, would seem to be more favoured by traditionalists as

they believe in examination as the form of assessment.

In the literature review I indicated that it is said that teachers would assess learners in the

way that they understand teaching and learning (Le Grange & Reddy, 1998). Teachers who

still think that the traditional way of teaching is good will also assess learners in the

traditional way. These teachers believe in summative assessment, which is assessment at the

end of the lesson or chapter. Summative assessments are usually tests and examinations. This

kind of validity applies in my study, because it is investigating the way teachers do their

assessment in their classrooms. If learners pass the tests and examinations, the conclusion

will be that they understand the content they were taught. This implies that teachers who use

tests and examinations to establish validity are teachers who still believe in the traditional

way of teaching and assessing learners. The DoE policy, however, advocates the use of

continuous assessment, which is more formative than summative.

3.4.2.2 Construct validity

Kubiszyn and Borich (1996) argue that a test has construct validity since its relationship to

other information corresponds well with some theory. The authors refer to a theory as simply

a logical explanation or rationale that can account for the interrelationship among a set of

variables. They further state that many different kinds of theories can be used to determine

the construct validity of a test; for instance, if it supposed to be a test of arithmetic

computation skills, you would expect scores to improve after intensive coaching in
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arithmetic. If, as the authors argue, it is a test of mechanical aptitude, you might expect that

mechanics would, on average, do better on it than poets.

This kind of validity is also applicable to my study because, as I said when discussing

content validity, teachers assess in the way they understand teaching and learning. These

teachers have their own theories or reasons why they prefer or use a particular form of

testing. Traditional teachers make learners memorise times tables as a reason for learners to

be able to understand multiplication and division when doing Mathematics at school, but

according to the DoE, learners are not necessarily required to memorise tables, but should

understand them and calculate quickly. On the other hand, teachers who are not

traditionalists also have their own reasons and theories when applying forms of assessment

other than tests when establishing validity. These teachers prefer understanding of tables in a

practical way as opposed to merely memorising them.

To establish validity in my own research I visited my three participants at their schools,

because I thought they would feel free to answer questions in a place and environment they

were used to. I told them they could be free when answering questions because the interview

was confidential and the tape recording would be destroyed and burnt. I read the questions in

the interview schedule and also gave it to them to read in order to verify that what I read was

in the schedule. During the interview I told my participants to relax and to be free. As I was

interviewing I used eyeballing, which is looking at the participant and back to my transcript

to make sure that I was writing what was said by the participant. (Eyeballing is advocated by

Willis, Jost & Nilakanta, 2007.) After the interview I gave my participants the transcripts to

read in order to check that I had written what they said.

Validity is also used in research practice. In research, the instrument used by the researcher is

said to be valid if it does what the researcher intended. It is important for any researcher that

they use an instrument that is reliable and valid when doing research. If the research

instrument does not do what it is supposed to do, it may produce misleading data. It is

important to use an instrument or method which is reliable or valid and produces consistent

results and does what it is supposed to do, so that the data collected can be used for

improvement and social justice. My research methods and instruments had construct validity

because the information I got corresponded well with the theory that teachers are still not

clear about assessment.
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3.5 Conclusion

I have indicated in this section how I collected data from the three participants in this study,

and give the reasons why I chose the participants, as well as why I chose interviews as the

method of collecting data. Interviews give participants a chance to discuss their interpretation

of the world they live in and their own perceptions or views (Cohen, Manion & Morrison,

2003). I also indicated that I got consent from the DoE, school principals and participants.

Ethical issues involved in the interviews, such as confidentiality (Vithal and Jansen, 1997),

were also discussed. In the next chapter the data analysis is outlined.
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CHAPTER 4. DATA ANALYSIS

4.1 Introduction

The purpose of this study was to investigate the assessment practices in Grade 4 Mathematics

classrooms. In this chapter the data collected from the three participants are analysed.

The participants were three teachers from three different contexts. The method of collecting

data was one-on-one semi-structured interviews. An interview schedule with questions to be

answered by the participants was used. The interviews were also recorded by tape recorder as

a back-up for data collection, and the transcripts used to write down the responses from the

participants. All responses pertaining to assessment practices by the three participants were

written down and recorded. During the discussions with the three participants, the data I

collected resulted in the following themes: teachers having been issued with or having seen

the policy; teachers’ understanding of the policy; teachers’ assessment practices and

assessment according to policy; teachers’ assessment and challenges facing teachers when

assessing learners. Firstly, let me give a description of the participants in this study.

4.2 Research participants

The data were collected from three teachers in three different schools within different

contexts in the province of KwaZulu-Natal. The first participant was from Ukhozi Primary

School (pseudonym), which is the school at which I teach and is a semi-rural school,

meaning that it is not a completely rural school. Ukhozi Primary has about 600 learners. The

second participant came from Imbali Primary School (pseudonym), which is about 40 km

from the town of Port Shepstone. This school is situated in a deeply rural area, and there

were about 350 learners. The third participant came from Impangela Primary School

(pseudonym), which is situated in a semi-urban area, about 20 km from Port Shepstone, with

about 400 learners. I chose these three participants from different contexts since I thought

this would encourage the obtainment of interesting and valuable data.

4.3 Key research questions

It is important to be clear about the research questions which the study was trying to answer,

which were the following:
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 What is teachers’ understanding of the assessment policy?

 What are the assessment practices of Grade 4 Mathematics teachers?

 What are the gaps between policy and practice?

4.4 The interviews

The three participants were visited in their schools. I asked for permission to interview the

participants from their principals. I told my participants to feel free to answer questions, and

that they were also free to refuse to answer questions if they wanted to. I told my participants

about the ethical issues involved in doing the research. I informed them that the interview

was confidential and that all the tapes recording would be destroyed after the interview.

The three participants were interviewed using interview schedules. The interviews were

semi-structured and one on one; six questions were asked. I also asked other probing

questions in order to be clear about what I was asking as well as to try and get clear data.

Vithal and Jansen (1997) support this when they say that probing questions can be asked

during the interview in order to get more clarity.

The six main questions that I asked the participants were the following:

 “Do you have an assessment policy?”

 “Do you understand the assessment policy?”

 “How do you implement the policy?”

 “Which assessment techniques or forms of assessment do learners enjoy most?”

 “Do you get support from the school (management) and teachers in terms of

implementing assessment?”

 “What challenges do you encounter when implementing the policy?”

The data are discussed below according to themes which came up during the interviews as

well as the answers to the interview schedule questions. Participant number one, from

Ukhozi Primary, is referred to as First Participant (FP); the second participant, from Imbali

Primary, as the Second Participant (SP); and the third participant, from Impangela Primary, is

referred to as the Third Participant (TP). Demographics – age and yrs of experience?
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Table 4.1 Description of the participants

Participants Gender Age Exp. School name School context

1st Part. Female 50yrs 30yrs Ukhozi Prim. Semi-rural area

2nd Part. Female 44yrs 25yrs Imbali Prim. Deep rural area

3rd Part. Female 43yrs 25yrs Impangele Prim. Semi-urban area

4.5 Conclusion

This chapter has shown an analysis on what was the purpose of the study. The description of

the research participants have been given although their schools have been given

pseudonyms. That was done to protect their schools and also to observe ethical issues

involved when doing the study. The description of the participants is also given in a figure or

template showing the age, years of experience, gender and the area of their respective

schools. The method of collecting data has been analyzed and the key research questions

given.
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CHAPTER 5.  DISCUSSION AND FINDINGS

5.1 Introduction

The purpose of this study was to investigate assessment practices in Grade 4 Mathematics

class. The aim of the study was to try and find out if teachers practice what is indicated in the

assessment policy for the new NCS. The DoE’s assessment guidelines on Mathematics

(2002b) and National Protocol on Assessment (2005b) indicate quite clearly how assessment

in Mathematic should be done.

5.2 Discussion

5.2.1 Impact of non-availability of information from the DoE

The first interview question that I asked my participants was: “Do you have an assessment

policy?”

It was apparent that the three participants did not have the DoE policy, and in two cases

neither had they ever seen it. FP said “No, I don’t have the policy, I have never seen it.” I

could see from her face that she had no idea of the policy or how it looks. I tried to explain

the policy and what the purpose of such a policy was.

SP’s response was: “Yes, we do have assessment policy which we did with teachers in my

school.” I further explained that the assessment policy I was asking for was the one which

comes from the DoE, not the one which is the internal arrangement by the school. The

response was then: “There was no assessment policy which was given to us by the DoE”. It

was again evident that the policy of the DoE had not been given to the participant, or perhaps

the participant saw it and did not realise that it was the policy.

TP responded as follows: “Yes, I do have the policy. I think I got it last year (2005), and it is

called protocol on assessment.” I asked the participant if she was work shopped on the use of

assessment policy. After further questioning, it seemed that TP was given the assessment

policy but did not know what was required by it.
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I found it confusing as to why the other participants had not been given the assessment

policy. Perhaps they had received it but did not realize that it was the policy, or they may

have lost it.

This finding implies that it would be very difficult for the three participants to implement the

new assessment policy, if they do not have the policy. The first two participants seemed

willing to follow or learn from the policy; their main reason for not using it would the

unavailability of the assessment policy to them.

5.2.2 Teachers’ understanding of and approach to assessment

The three participants that I interviewed all agreed that there is a need to understand the

assessment policy in order to assess learners accordingly. It is believed that good education

involves good assessment. Murphy and Torrance (1988) support this when they say that good

education by definition encompasses good assessment.

Teachers will assess learners in the way they understand teaching and learning. Le Grange

and Reddy (1998) state that the way in which the teaching and learning process is understood

influences the kind of assessment practices that are used. According to the authors,

traditional assessment is based on a certain understanding of what the educational process is

trying to achieve, with a certain form of assessment to match that. The new curriculum, the

NCS, is based on a new understanding of the learning and teaching process and therefore

requires a different form of assessment.

The DoE (2002b) in the policy document Revised National Curriculum Statement Grades R-

9 Schools Policy For Mathematics, states that continuous assessment is the main method that

should be used, so teachers are expected to implement continuous assessment as stated by the

policy.

5.2.3 Understanding of the assessment policy

I asked questions to see if participants knew what is expected from them when they are

assessing. The policy dictates what is to be done when assessing learners. The question I

posed to each participant was: “Do you understand the assessment policy?”
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The response from the first participant was: “How can I know and understand assessment

policy? I don’t have the policy and I have never read it.” I further probed this participant as

to if she has ever heard anything about the new assessment policy, and her response was: “I

only heard about it at workshops which were organized by the DoE. I think I am doing what

they told me to do.” This response was interesting - although she did not have the assessment

policy, she knew that she had been work shopped on how to implement the assessment

policy. I teach in the same school as the first participant, and indicated that my rationale for

doing this study was that my Grade 5 learners did not seem to like other forms of assessment

than tests. However, according her she was doing what she was told to do at the workshops.

The response by the second participant was “No, we don’t understand the assessment policy,

but we meet with other schools for help like school clusters and workshops.” I asked the

participant if she attended workshops organized by the DoE and she said “We did not have

enough workshops and we are still not clear about how to assess using other forms or

techniques of assessment like projects.” Projects are one form of assessment in the

assessment policy document of the DoE. As I interviewed, this participant was willing to get

to know about assessment policy and willing to learn from what we were discussing about

assessment. The problem she alluded to was not having enough workshops to be really clear

about the policy. Hence the policy may be in place but may not be understood.

The third participant said “Yes, I know assessment and I assess the way we use to assess, and

I also assess using the knowledge we get from the DoE.” This suggested that there was some

understanding of the assessment policy, since she had also agreed that she attends workshops

organised by the DoE.

Responses of the three participants to this question showed that the DoE did workshop

teachers on the policy, although they (the teachers) might not have been very clear about it,

as suggested by the second participant when she said that there were still forms of assessment

she was not clear about using. She also correctly alluded to projects as one of the assessment

techniques.

The DoE (2005b) in the policy document The National Protocol on Assessment for Schools

in the General and Further Education and Training Band Grades R-12 gives details on how

teachers should assess learners in the Mathematics classroom. There are also other policy
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documents on assessment, such as the DoE’s (2002b) Revised National Curriculum

Statement Grades R-9 Schools Policy for Mathematics, which I mentioned earlier.

The new approach to assessment advocated by the policy is an alternative to traditional

assessment, and teachers are expected to practice this as the definitive policy provided by the

DoE.

With this question I was also trying to get information on how the teachers practiced

assessment. Although I did not observe what they were doing, their responses convinced me

as to what was taking place in the classroom during assessment.

5.2.4 Implementation of the policy

The third question I asked was “How do you implement the policy?” I wanted to know

exactly what the teachers do in class, which was also going to show if they understood the

assessment policy. FP said “I assess my learners by giving them tests. I also give them

investigation and projects.” This question was not easy for her - she was not at ease in giving

me the answer, especially after having said that the tests are given as assessment. She

mentioned other two forms of assessment, investigation and projects, after I further probed

whether she was giving only tests as assessment.

 This implies that tests dominate her assessment, and perhaps she does a bit of other

assessment. It must be remembered that this participant was from the school at which I

taught, and that one of the reasons I decided to embark on this study was because I saw that

her learners from Grade 4 Mathematics, when they graduated to my class which is Grade 5,

did not seem to like other forms of assessment apart from tests. A probing question on this

was how often did the participant assess, and the response to this was that she assessed

periodically by giving monthly tests. This is not in line with the assessment policy, because

according to the DoE learners should be assessed continuously: the chief method for

assessing learners in NCS (2002) is continuous assessment. Continuous assessment

encompasses formative assessment, which means that learners are given feedback

interventions all the time.

The second participant’s response on how she implements the assessment policy was “I give

my learners work to do and after that I assess them.” I asked this participant about what form
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of assessment she usually used to assess learners, and she said “I usually give tests because it

is easy to control and see who did not write.” This showed that the participant was using the

form of assessment that she was comfortable with, not all forms of assessment as stated by

the assessment policy. I further asked if other forms of assessment are also done in the class,

and SP agreed reluctantly, which again showed that although other assessment forms or

strategies are given, tests still dominate.

The third participant’s response to the question on implementing the assessment policy was

“I assess learners after having given them work.” Our internal assessment policy states that

we must assess learners at the end of the week or at the end of the month. The participant

went on to say “These weekly and monthly tests are mostly done in the classroom in the form

of controlled tests.” Once again, the response implies that (like with the other two

participants) although they may know of or carry out other forms of assessment, they still

believe in testing.

It is not wrong to administer tests when assessing learners. According to the DoE (2005a)

National Curriculum Statement, General Education and Training: Assessment Guidelines for

Mathematics Intermediate and Senior Phases policy document, assessment should include a

variety of assessment strategies or forms, such as tests, projects, investigations, assignments,

oral demonstrations, homework, examinations and portfolios, to mention a few. The policy

document also states that assessment should be informal and formal. It goes on to say that

assessment should be ongoing (continuous), which means that it should be done daily and all

the time. I have already alluded to continuous assessment as the chief method of assessing

learners in the NCS assessment guidelines for Mathematics (DoE, 2005b) document.

Most authors or writers, including Le Grange and Reddy (1995), define traditional

assessment as confined to or based on pencil and paper tests and examinations. It would seem

that the three participants I interviewed still believe in testing as a way of assessing learners.

According to Wood (1987), whose view is different from the traditional, assessment is

regarded as providing a comprehensive account of an individual’s functioning in the widest

sense, drawing on a variety of evidence, qualitative as well as quantitative, and therefore

going beyond the testing of cognitive skills by pencil and paper. Continuous assessment, as I
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have indicated, also seems to be a more comprehensive alternative to traditional assessing,

and includes assessing skills, attitudes and values.

5.2.5 What do learners prefer?

The fourth question I asked my three participants was “Which assessment techniques or

forms of assessment do learners enjoy most?” I asked this in order to know or to investigate

which assessment technique was comfortable for and enjoyed by learners when they are

assessed by teachers. The rationale for my research was prompted by what I experienced

when assessing my Grade 5 learners in Mathematics: I saw that they are not used to being

assessed in other ways and liked testing.

The response from FP was: “They enjoy a test because I give it after I have explained to them

and it is easy to control, it is not like giving learners homework, projects and assignments

which are done by a few.” I asked the participant why that is happening and she said “Some

learners do not stay with their parents, they come from broken families and there is no one to

remind them and see to it that they do their homework.” She went on to say that some parents

are illiterate and cannot help their children when they are doing homework. This shows that

there are challenges facing the new approach on assessment as stipulated by the policy; for

example, homework is one of the assessment strategies which should be implemented by the

teachers. The response suggests that homework is still a big challenge to teachers and

parents. Learners do not finish their homework and parents are not literate enough to help

their children with it. I will discuss this more when I look at challenges facing

implementation of the new policy on assessment.

SP’s response was: “They like projects, especially those who are struggling in tests.” I asked

her if the parents of her learners support or help their children when doing projects, because

projects are similar to homework in that if not completed at school, they have to be done at

home. The response was that parents do help their children, although it is not easy. The

school usually calls a parents’ meeting and reminds parents about their responsibilities, one

of them being to take care of their children’s school work. The response suggests that the

participant knew about other forms or strategies of assessment, since some learners enjoyed

projects, one of the strategies in the policy. I also found it interesting that the parents of

learners at this participant’s school do respond when it comes to giving support to their
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children. Perhaps the school has a policy on how to deal with the challenge of involving

parents in school matters and in giving support to their children. The response also taught me

that what happened in the first participant’s school was not necessarily what happened that of

the second participant.

TP’s response was: “My learners enjoy assignments or projects, although they encounter

problems because their parents are not learned.” I asked if all learners were doing

assignments, since the first participant had indicated that she encountered problems when

giving homework and projects which needed support from parents. The response was: “A

project is not done by all learners, and also parents do not help their children with

homework.” This implies that although the three participants usually gave learners tests as

assessment, some learners did not like it. They preferred assessment which was not as strictly

controlled as tests. In my experience I have also found that learners tend to prefer work that

is done practically and informally.

The question which arises with this question is why then do the three participants stick to

testing as a form of assessment? It would seem that although they know about other forms or

strategies, they preferred the one which is easy to control, although they might know that

tests are not the assessment strategy preferred by the learners.

It was apparent from the interviews I had with my three participants that they were not doing

what is exactly stated in  the DoE policy in terms of how to assess learners using continuous

assessment as the chief method, would give them  minimum problems from their learners.

Challenges here will be discussed later.

5.2.6 School support in implementing assessment

The fifth question I asked was “Do you get support from the school (management) and

teachers in terms of implementing assessment?”

FP said: “We have just started our school subject committees and we have not yet discussed

assessment in the committee.” She was honest in her response; when I came to that school as

a teacher there were no subject committees. Teachers did not get together to discuss their

respective subject issues, including assessment. I first introduced the idea of subject

committees there, to try and make teachers support one another in terms of teaching and
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learning issues, including policies and finally assessment as a vital part of the curriculum. I

was the chairman of the Mathematics subject committee. Therefore, at that stage there was

no formal support for the teachers in implementing assessment. I asked this question because

usually, in a well organised school, there are subject committees where teachers get together

to support one another.

The same question was posed to the second participant, who responded that she does get

support from fellow teachers, although she thinks it is not enough. She went on to discuss

assessment. I asked SP how often the teachers met; she was hesitant and not sure about this,

and ended up saying they meet twice a term. To me it seemed that they seldom met, if they

met at all. If a policy existed as to how many times they would meet in month, term or so, it

would not be difficult to remember how often they did so.

The DoE stipulates it as a policy that each and every school should have subject committees

where teachers come together to discuss issues of teaching and learning. The DoE also

advises neighbouring schools to cluster so that they can supplement one another in

connection with subject issues. One of the subject issues to be discussed was assessment,

where teachers could also discuss the challenges they faced when assessing learners.

The third participant said that teachers in her school do help each other if one asks for help.

This response was a little confusing; it was like saying that it was optional to meet or to be

helped – if you ask you would be, if you didn’t nothing would be done.

Responses from the three participants suggest that in the three schools there are no proper

structures to give support to teachers as required by the DoE. In the first participant’s school,

subject committees have just been formed, and nothing much had yet been done. FP agreed

that they had not discussed assessment issues. The second participant’s school does not have

subject committees, and as for teachers supporting each other, there is an element of doubt

since SP can’t remember how often they meet. TP’s response also suggests that they do not

meet in a proper structured way as in subject committees, just on an individual, one to one

basis.

The following analysis looks at the question “What challenges do you encounter when

implementing the policy?” Some challenges facing the participants came out during
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responses to the previous questions. It is important to state that the challenges facing teachers

when assessing were common to all three schools where I interviewed the three sources of

data. I have gathered the responses and ordered them into sub-topics.

5.3 Challenges facing teachers when implementing the policy

Before analyzing the challenges facing teachers when implementing the assessment policy, I

must state that all the participants agreed that it is important to be clear about the policy and

assessment. It was agreed that assessment plays an integral part when it comes to the

execution of the curriculum. I have already referred to Murphy and Torrance (1988), who

stress that good education encompasses good assessment – which is exactly what prompted

this study.

5.3.1 Too many learning areas in Grade 4

The first concern which dominated discussion with the three participants was that there are

too many learning areas for young children who are doing Grade 4. It must be remembered

that these children come from the foundation phase, where only have three learning

programmes. Suddenly there is a big leap, because in Grade 4 they do eight learning areas. It

came out from the interviews that the learners are confused by too many teachers coming to

teach them, whereas in Grade 3 they are taught by one teacher. Assessment then becomes a

big problem, because children end up not knowing which learning area to study. I think this

concern from the participants is valid, because I also hear teachers in my own school

complaining about learners being confused by too many learning areas. When my Grade 5

learners come to me at the beginning of the year, it is sometimes difficult for them to turn to

the page you are referring them to.

5.3.2 Learners’ home background

The three participants agreed that learners’ home background affects the learning of the child

at school. Most learners, as the FP alluded to, come from broken families. Very few learners

stay with both their parents, and some do not have parents at all but live with their

grandparents. According to the assessment policy, parents are very important stakeholders of

the school. They need to take care and become responsible for their children’s work. It is
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hard for the learners to do their homework if there is no one to motivate and remind them

about their school work.

The biggest challenge to teachers is that when learners are given assignments, projects and

homework, they do not complete them. FP indicated that it sometimes takes a whole month

to remind and beg them to complete their work so that it is recorded in the assessment

schedule. This is the reason why FP prefers other forms of assessment. As she says:

“Children do not do their homework. Test is most preferable to give because it is written in

your presence and they finish it at the same time.”

5.3.3 Parental involvement

According to the policy, parents play a vital role in their children’s work. Grade 4 learners

are still very young and depend on their parents to remind them about everything concerning

their learning at school. Some of their responsibilities are neatness, punctuality and

commitment to their schoolwork. During the interview the age of the children was raised by

SP, who said: “Mathematics is a difficult subject and most learners are very young and can’t

cope with the amount of work they are expected to do.” This again puts emphasis on the

importance of parental involvement in their children’s work.

The DoE (2002b?) in the NCS for Mathematics under the heading ‘Managing assessment’ in

the sub-topic ‘People involved in assessment’ states that the school and the teachers have

overall responsibility for assessment of learners. Teachers are expected to create a valid,

reliable and credible assessment. The document goes on to say that provincial policies should

ensure the involvement of learners, school assessment teams, district support teams, support

services and parents as appropriate. So, it is clearly stated that parents are involved in the

assessment of the learners. Teachers need to give feedback about the performance of learners

to parents, and parents also need to give feedback to teachers in the form of a written letter or

verbally in the meeting where parents are called to the school to check their children’s

performance.

The role played by the three pillars of the school - teachers, learners and parents - is vital. If

one stakeholder is not taking responsibility it will be hard for the implementation of the

assessment policy to be done with success.
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5.3.4 Overcrowded classes

Large numbers of learners per classroom was also highlighted as a big challenge when

implementing assessment policy. Teachers need to give individual attention to all learners

and also to give immediate intervention as learners do their work. Formative assessment

needs to be done. The DoE (2005a) through its policy document states that formative

assessment is developmental and is used to inform teachers and learners about their progress.

The document goes on to state that formative assessment improves teaching and learning by

giving teachers direction and enabling them to adapt to learners’ needs. Formative

assessment or assessment for learning as the document puts it, involves both teacher and

learner in a process of continual reflection and self-assessment, and is interactive in that the

teacher uses thought-provoking questions to stimulate learner thinking and discussion. This

type of assessment is crucial to the implementation of assessment policy - but is not possible

if there are too many learners in a class.

The three participants agreed that the number of learners should be reduced so that it is

possible to give intervention and feedback as quickly as possible to learners. Le Grange and

Reddy (1998) refer to formative assessment as being conducted as the learning process takes

place and used to influence or inform the learning process. The authors use examples where

the Mathematics teacher moves from learner to learner to provide immediate intervention and

feedback. Again, this is not possible in an overcrowded class.

5.3.5 Learners’ commitment to their school work

The three participants were concerned that learners do not commit themselves to what they

are doing. Assessment needs dedicated learners, because usually you have to learn before

assessment. The assessment policy requires that teachers do informal daily assessment. The

document states that learners’ progress should be monitored during daily learning activities.

This informal daily monitoring of progress can be done through question and answer

sessions, reflections, observations, short assessment tasks completed during the lesson by

individuals, pairs or groups, or homework exercises. Assessment should include self

assessment, peer assessment and group assessment. All above assessment strategies need

learners who are committed to their work. Another point which came up here was the issue

of discipline.
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5.3.6 Discipline

The three participants raised the issue of discipline when discussing assessment. They agreed

that teaching and learning is not possible where there is no proper discipline. The main

concern on discipline was learners coming late to school, especially in winter. The main

cause for coming late is that some of the learners have no one at home to wake them up on

time. If parents are there, they go to work earlier than them. After the parents have gone,

learners take control of themselves and decide when to leave home. Another concern, raised

by TP, was absenteeism. Learners absent themselves for trivial reason. They stay alone

during the day and there is no one to question them. If they are absent, they lose out on

school work and that affects their assessment, which is continuous. (The chief method of

assessment in the NCS is continuous assessment, which is done all the time.)

Those who come late miss the first period and miss instructions from teachers when they

give them assessments. Another concern is learners who do not complete work on time. They

are given an assessment and a date to complete the work, but do not complete it. Very few

finish their work, especially assessments in the form of projects and assignments. Other

learners are ill disciplined in the classroom, and influence other learners; it is not easy to

punish them, and corporal punishment is prohibited. Here I asked why the teachers do not

use other forms of punishment than corporal punishment. The response was that alternative

punishment is mostly carried out after school or during breaks, and cannot be effected during

teaching because it needs supervision from those same teachers who are teaching. Proper

teaching cannot take place if the learners are ill disciplined.

5.3.7 Resources

The three participants all agreed that teaching and learning resources were the main

hindrance to effective and good assessment of learners. There are resources which are

disposable or waste material which learners can get and use for free, but learners are

expected to buy some of the materials. Most of the learners come from disadvantaged

families and don’t have money to buy the required resources for assessment such as projects,

making models, making a collage and shapes.
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5.3.8 Teacher support

Teacher support is very important at school. Teachers need to supplement one another in

terms of information they need to effect good assessment practices. Earlier I alluded to the

question I asked my participants where I wanted to know if they get support from their

school and teachers. Their responses showed that the support they get is minimal, and they

still need support teams at school like subject committees where academic issues are

discussed - including all challenges that face teachers when assessing learners.

5.4 Findings of the study

The findings of the study show how teachers perceive assessment of Mathematics and what

do they actually do in the classroom when they are assessing Mathematics. They also give an

indication of the challenges teachers face when implementing the assessment policy in the

classroom.

5.4.1 Understanding and implementation of assessment

During the interviews it became clear from my three participants that they don’t have

assessment policy documents. If they do have them in the school, they are kept in the office

or stockroom. This suggests that they do not have assessment policies in the files.

All schools were supplied with policy documents for all the learning areas in 2002. In 2005

all schools were supplied with assessment policies for the new curriculum, NCS. The third

participant said that she did have the assessment policy and had received it in the previous

year (2005).

Every learning area has its own policy document with learning outcomes and assessment

standards, and the last part of each learning area statement is on assessment. All procedures

on how assessment should be done are written in this assessment section of each document.

There is a new document specifically for assessment of Mathematics in the NCS (DoE,

2005a).

The data I obtained from the three participants in response to the second question made it

clear that they did not clearly understand the assessment policy. FP said it was impossible for
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her to know and understand the assessment policy because she did not have it and had never

read it. It became clear that although schools had the policy, some teachers, like the first

participant, had not handled it. It would suggest that she was relying on information she had

gathered from the workshops, because when questioned further, she said she was doing what

she got from the workshops. This was interesting, because this would have meant they were

not workshopped on the new assessment procedures (you just said she went to workshops so

I don’t understand how you can make this latter statement – please clarify – confusing).

I knew that the information given by the first participant (FP) in this regard was credible

because I was also teaching at the same school. The foundation phase teachers and Grade 4

teachers tend not to use the policy documents; they usually did what was comfortable to

them, which is why I introduced subject committees for them to discuss teaching and

learning issues including assessment.

Responses from the second participant (SP) underlined the finding that teachers were not

clear about the assessment policy. The data show that there are not enough structures in the

schools to be used by teachers to sit down and discuss teaching and learning issues, including

assessment policy. Teachers rely mainly on workshops that they attend or are organized by

the DoE. The policy is clear about this issue, when it says that there should be assessment

teams within the school and also subject committees where assessment issues are discussed

and planned. SP stated that she attends workshops organized by the DoE and those

workshops are not enough.

Although teachers may try to use other strategies of assessment, they are not clear about how

to allocate marks for these assessment strategies when they give them to learners. Maybe that

is why they resort to tests, because they are easy to mark.

Data from the third participant (TP) indicated that in her school they do understand the

assessment policy. She indicated that she does have the assessment policy, and correctly

named it. What was questionable from her response was whether they had been work

shopped on the assessment policy.

The study also wanted to ascertain what assessment practices were being carried out by

teachers inside the Mathematics classroom. The responses from SP showed that tests
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dominate her assessment. The National Curriculum Statement, General Education and

Training: Assessment Guidelines for Mathematics Intermediate and Senior Phases (DoE,

2005a) recommends the following forms of assessment in Mathematics: mathematical

investigation; projects; assignments; tests and examinations; class work and homework.

Other forms of assessment that can be used in the process are: presentations; brainstorming;

simulation; observation; interviews; structured questions; and questionnaires.

FP indicated (after my probing question) that she sometimes give investigations and projects.

This confirms to me that tests were the main form of assessment she used. This also confirms

my rationale for doing the study: learners graduating from Grade 4 to Grade 5 (my class) did

not seem to be used to other forms of assessment other than testing. The previous paragraph

indicates how many different forms of assessment should be administered by teachers, in

particular when they are assessing Mathematics. However, according to the findings of the

study, very few forms of assessment are being used by the participants. The policy also

stipulates how many tasks or activities should be given in a term.

The response from SP confirmed that she does not follow the policy when assessing learners.

She said she usually gives a test because it is easy to control and she can see who did not

write. So for SP assessment was also dominated by tests. TP said she assesses learners after

giving them work. The participant was not clear on what form of assessment she gives, but

insisted that she assesses learners at the end of the week or end of the month (usually tests are

given at these times). The assessment forms provided in the new policy are an alternative and

new approach to assessment, although they include what is known as traditional assessment

forms - tests and examinations. The data I collected imply that the participants are still stuck

in the traditional way of assessing learners.

Another finding which confirmed the gap between policy and practice came out when I asked

which form of assessment technique was most enjoyed by learners. It came as no surprise

when the first participant said tests - because she gives them after explaining what is

supposed to be done. Still, we cannot be very sure about this - if learners are constantly given

a particular form of assessment, they will get used to it. However, the learners may also like

other forms of assessment which are practical, like projects and investigations - but if these

are not given, it is not easy to tell if they enjoy them or not. Learners by nature enjoy

practical work, because they tend to be active.
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The first participant also gave reasons why tests dominate her assessment; she said that when

learners are assessed in the other ways, like homework, projects and assignments, they do not

finish it all and that disrupts everything, because some would be left with no marks in the

schedule. Reasons for learners not finishing work, she said, included the fact that the learners

are often from broken families. Some learners have single parents and some have no parents

at all to remind them and to see to it that they do their homework or assignments.

The second participant gave a different view from the first. SP said that the learners -

especially those struggling in tests - liked projects. She was also asked if parents help their

children if they are given projects and homework. Again her response was different to the

first participant: she indicated that the parents do help their children when doing homework

and assignments. She said that she calls meetings with parents and reminds them about their

responsibilities, one of them being helping their children with their school work on an

ongoing basis. Meeting parents to talk about school and their responsibilities is required by

the policy, which states that parents are one of the stakeholders involved in the assessment of

their children.

The third participant’s response was that the learners enjoy assignments and projects,

although the learners encounter problems because their parents are illiterate. This supports

what was said by the second participant. I further asked TP if all learners enjoy projects and

assignments, and she said that although learners enjoy projects, not all learners complete

them. The participant also reiterated that some of the learners enjoy testing. This confirms

once again that testing is carried out more than other forms of assessment. Tests are taken as

a once-off assessment. One of the reasons for giving tests only is that the teacher does not

have to worry about reminding learners about the completion and submission of work. The

policy aims to go beyond assuring strength of recall or memory only, and requires that skills,

attitudes and values be assessed.

The data also showed that the reason for participants not being clear about the assessment

policy was lack of support from the schools and staff members. There are structures (subject

committees) to support assessment in some schools. These committees give teachers a

chance to air their views and concerns. This first participant indicated that they have just

started school subjects committees and have not yet discussed assessment. Forming subjects

committees is one of the duties of the school management team. For the team to manage
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assessment they need to have discussed the policy, and everybody needs to be clear on what

to assess and how to assess as stated in the policy document. I was a member of the school

management team at FP’s school and started subject committees, and chaired the

mathematics committee.

The second participant gave a different response to the first; said she does get support from

her teachers, but does not think that it is enough. She went on to say that they met with other

teachers to discuss assessment. When I asked SP about how she understood the policy, her

response was that she does not understand the policy, although they meet with teachers

within the school and other teachers from other schools.

The third participant said that one does get help from other teachers if you ask for it. This

shows that assessment structures like subject committees or special committees on

assessment do not exist in TP’s school, but help is only given if you ask for it and not in a

formal, structured way. Hence, the data gathered on this issue revealed that a proper structure

for assessment does not exist in the schools where I interviewed participants. If the structures

exist, they are there in name but not properly utilised.

5.4.2 Challenges teacher face when trying to implement assessment policy

Other important findings of the study were about the challenges teachers faced when trying

to implement assessment policy. The responses of the teachers seemed to indicate that there

are many challenges affecting proper implementation of the assessment policy. These

challenges seem to be common to all three of the different schools in different contexts.

The first challenge facing teachers is that already alluded to of teachers not being clear about

the assessment policy or the assessment. How then can they be expected to assess as they are

expected to assess? They also receive very little or no help in terms of clarifying assessment.

The second challenge is that of parental involvement. The study has revealed how difficult it

is to assess learners who do not stay with their parents. Learners are sometimes given

assessments to complete at home, and then do not have assistance with this or with making

sure it is done. The study showed that teachers might use this as once of the reasons why

other forms of assessment are not administered. It also came out that some parents were said
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to be negligent because they were not taking responsibility for their children and reminding

them about their homework; this affected completion of assessment and giving feedback on

time.

The third challenge that emerged is that of learners who are not committed to their work. I

have already alluded to the fact that they are not completing their work on time - this hinders

learning and teaching progress because teachers have to go back to the old assessment when

these are not completed on time. Although it came out from analysis that some learners love

practical work like projects, it is a challenge when they are not completed it on time.

The fourth challenge raised by participant is that of limited resources when it comes to

constructing items for projects. Some materials are not easy to get and can only be bought

from shops, and are expensive. Most parents do not work and depend on social grants or

pensions given by the government, so cannot afford these.

5.Conclusion

The interview I carried out with my three participants provided me with the information I

was hoping to obtain. The interviews were also very interesting in terms of what is done by

teachers when they are assessing learners. They also revealed challenges encountered by

teachers when teaching and assessing learners. I was fortunate in this study to have access to

very experienced teachers to provide the data (nowhere do you indicate how much

experience they had). According to Van Manen (1990), personal experience counts for a lot.

My three participants also seemed to be open and genuine in what they were telling me. The

main challenge faced by the teachers seemed to be the lack of information about assessment.
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CHAPTER 6. RECOMMENDATIONS AND
CONCLUSION

6.1 Recommendations

From the data I collected through interviews with the three participants in the study, it

became clear that it is important that all teachers should have their own copy of the DoE

assessment policies. It also became clear that although schools may have had policies,

teachers did not have their own copies. My recommendation is that the DoE should make an

effort to make sure that each teacher does possess an assessment policy, so that they are clear

about the policy. This could be achieved through school visits by the subject education

specialist.

In order for the assessment to be done correctly by the teachers, they should understand and

be clear about the policy. The data that I collected revealed that teachers do not fully

understand the policy. Among the reasons given as to why the teachers did not assess

learners with other forms of assessment was that they did not how to do so. More workshops

need to be held at districts, circuit and ward level, to ensure that teachers understand what

they must do when assessing the learners. These workshops should be held regularly, and not

be just once-off. Networking should also be encouraged by the DoE at circuit, ward and

school level.

The participants referred to a number of challenges experienced in assessment, an important

one being parents who are absent or illiterate and cannot help their children with home work

and projects, and also parents who do not take responsibility for their children. The National

Protocol on Assessment (2005b) clearly states that parents are important stakeholders of their

school, and part and parcel of the assessment of their children. Parents need to be encouraged

to attend Adult Basic Education and Training so that they are literate and can help their

children with school work. The DoE needs to remind parents about their responsibilities, and

the school needs to communicate to parents during government body meeting about what is

expected from them. Parents also need to be assisted and workshopped around what is

expected of them.
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6.2 Conclusion

Assessment is a very important component of the curriculum - good education will always

have good assessment (Murphy & Torrance, 1998). For the curriculum to be carried out

correctly, teachers need to be clear about the policy, and the policy should be given to

teachers. The teachers should also be supervised in order to see if they are carrying out the

correct assessment practices. Proper assessment structures need to be put in place at school

level for teachers to use whenever they need help.
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 23 DAN PIENAAR ROAD
                                                                                               PORT SHEPSTONE
                                                                                               4240

                                                                                         06-02-2006

THE PRINCIPAL
IMPANGELE PRIMARY
UMZUMBE
4225

Dear Madam

Re: REQUEST FOR PERMISSION TO CONDUCT RESEARCH INTERVIEW IN
YOUR SCHOOL

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of doing this study is to find out what assessment practices are

done by teachers when assessing mathematics. I chose the teacher from your school because

when I facilitated OBE last year, they seem to be not clear about how to go about when

assessing. I only request your teacher to give her views on assessment as policy and as

practice. There will be no financial expenses incurred as I will visit your school. The

interview will be tape-recorded and the data will be confidential. It will take one hour and it

will be done once. After I have used the data I will burn the cassettes so that no one uses it or

get hold of it. No one will know about the interview. Only I and your teacher will know. The

teacher is free to decide not to participate and also can withdraw during the interview.

Nothing will be done to her. Please do not hesitate to contact me about more details of the

interview.

Yours faithfully

_______________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039-684 6744
                                 After hours: - 039 682 3034

                  Cell no.: 083 694 7953

Contact person (my supervisor). Office hours: - 031 260 3688
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                                                                                      23 DAN PIENAAR ROAD
                                                                        PORT SHEPSTONE

                                                                                               4240
                          06-02-2006

THE PRINCIPAL
IMBALI PRIMARY
UMZUMBE
4225

Dear Madam

Re: REQUEST FOR PERMISSION TO CONDUCT RESEARCH INTERVIEW IN
YOUR SCHOOL

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of doing this study is to find out what assessment practices are

done by teachers when assessing mathematics. I chose the teacher from your school because

when I facilitated OBE last year, they seem to be not clear about how to go about when

assessing. I only request your teacher to give her views on assessment as policy and as

practice. There will be no financial expenses incurred as I will visit your school. The

interview will be tape-recorded and the data will be confidential. It will take one hour and it

will be done once. After I have used the data I will burn the cassettes so that no one uses it or

get hold of it. No one will know about the interview. Only I and your teacher will know. The

teacher is free to decide not to participate and also can withdraw during the interview.

Nothing will be done to her. Please do not hesitate to contact me about more details of the

interview.

Yours faithfully

_______________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039-684 6744
                                 After hours: - 039 682 3034
                                         Cell no.: 083 694 7953

Contact person (my supervisor). Office hours: - 031 260 3688
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 23 DAN PIENAAR ROAD
       PORT SHEPSTONE

                                                                                               4240
                                                                                               06-02-2006

THE PRINCIPAL
UKHOZI PRIMARY
PORT SHEPSTONE
4225

Dear Madam

Re: REQUEST FOR PERMISSION TO CONDUCT RESEARCH INTERVIEW IN
YOUR SCHOOL

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of doing this study is to find out what assessment practices are

done by teachers when assessing mathematics. I chose the teacher from your school because

when I facilitated OBE last year, they seem to be not clear about how to go about when

assessing. I only request your teacher to give her views on assessment as policy and as

practice. There will be no financial expenses incurred as I will visit your school. The

interview will be tape-recorded and the data will be confidential. It will take one hour and it

will be done once. After I have used the data I will burn the cassettes so that no one uses it or

get hold of it. No one will know about the interview. Only I and your teacher will know. The

teacher is free to decide not to participate and also can withdraw during the interview.

Nothing will be done to her. Please do not hesitate to contact me about more details of the

interview.

Yours faithfully

_______________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039-684 6744
                                 After hours: - 039 682 3034
                                         Cell no.: 083 694 7953

Contact person (my supervisor). Office hours: - 031 260 3688
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                                                                                          23 DAN PIENAAR ROAD
 PORT SHEPSTONE
4240
06-02-2006

THE GRADE 4 MATHEMATICS TEACHER
UKHOZI  PRIMARY
PORT SHEPSTONE
4225

Dear Teacher

Re: REQUEST TO INTERVIEW YOU DURING MY RESEARCH

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of this study is to find out what assessment practices are done

in grade 4 mathematics. I chose to interview you because you wanted to know more about

assessment when we were in OBE workshop. I think the interview will help you because by

doing this research, the department will know the problems encountered by teachers and the

department will rectify them. You will only give me your views about assessment through

interview and I will use the tape-recorder to record the interview. The interview will be

confidential between you and me. After I have analyzed the data I will burn the cassettes so

that no one gets hold of them. No financial expenses will be incurred. You are free to refuse

this interview and you are also free to withdraw during the interview. Please do not hesitate

to contact me about more details of the interview.

Yours faithfully

_____________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039 684 6744
                                After hours: - 039 682 3034
                                     Cell No.:- 083 694 7953
Contact person (my supervisor). Office hours: - 031 260 3688



84

                                                                                               23 DAN PIENAAR ROAD
            PORT SHEPSTONE

                                                                                               4240
                                                                                               06-02-2006

THE GRADE 4 MATHEMATICS TEACHER
IMPANGELE  PRIMARY
UMZUMBE
4225

Dear Teacher

Re: REQUEST TO INTERVIEW YOU DURING MY RESEARCH

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of this study is to find out what assessment practices are done

in grade 4 mathematics. I chose to interview you because you wanted to know more about

assessment when we were in OBE workshop. I think the interview will help you because by

doing this research, the department will know the problems encountered by teachers and the

department will rectify them. You will only give me your views about assessment through

interview and I will use the tape-recorder to record the interview. The interview will be

confidential between you and me. After I have analyzed the data I will burn the cassettes so

that no one gets hold of them. No financial expenses will be incurred. You are free to refuse

this interview and you are also free to withdraw during the interview. Please do not hesitate

to contact me about more details of the interview.

Yours faithfully

_____________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039 684 6744
                                After hours: - 039 682 3034

                          Cell No.:- 083 694 7953
Contact person (my supervisor). Office hours: - 031 260 3688
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  23 DAN PIENAAR ROAD
                                                                         PORT SHEPSTONE

                                                                                                4240
                             06-02-2006

THE GRADE 4 MATHEMATICS TEACHER
IMBALI  PRIMARY
UMZUMBE
4225

Dear Teacher

Re: REQUEST TO INTERVIEW YOU DURING MY RESEARCH

I am currently studying at the University of KwaZulu Natal. I am Master of Education

student specializing in curriculum. My research topic is: Investigating assessment practices in

grade 4 mathematics. The aim of this study is to find out what assessment practices are done

in grade 4 mathematics. I chose to interview you because you wanted to know more about

assessment when we were in OBE workshop. I think the interview will help you because by

doing this research, the department will know the problems encountered by teachers and the

department will rectify them. You will only give me your views about assessment through

interview and I will use the tape-recorder to record the interview. The interview will be

confidential between you and me. After I have analyzed the data I will burn the cassettes so

that no one gets hold of them. No financial expenses will be incurred. You are free to refuse

this interview and you are also free to withdraw during the interview. Please do not hesitate

to contact me about more details of the interview.

Yours faithfully

_____________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039 684 6744
                     After hours: - 039 682 3034

                                     Cell No.:- 083 694 7953
Contact person (my supervisor). Office hours: - 031 260 3688
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                23 DAN PIENAAR ROAD
                                                                                                PORT SHEPSTONE

 4240
06-02-2006

THE SEM
SAYIDI CIRCUIT OFFICE
PRIVATE BAG X880
PORT SHEPSTONE
4240

Dear Sir

I am a teacher under your ward. I am a student at the University of KwaZulu Natal. I am

doing Master of Education. I request to interview three Grade 4 Mathematics teachers. They

are from Imbali Primary, Impangele Primary and Ukhozi Primary. The interview is

confidential and the teachers are free to refuse or withdraw from the interview. My research

topic is: Investigating assessment practices in Grade 4 Mathematics. I think this research will

help the department to know what is happening in schools in terms of the assessment

practices. Please contact me for more details.

  Yours faithfully

_____________________
MR T.T. MEMELA

My contact numbers are: office hours: - 039 684 6744
                                After hours: - 039 682 3034
                                     Cell No.:- 083 694 7953
Contact person (my supervisor). Office hours: - 031 260 3688
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DECLARATIION OF THE PARTICIPANT

I ________________________________(full names of the participant), accept your request

to interview me in my school. I have understood the contents of your letter. I have also

understood that I am not forced to be part of the research and that I can withdraw from

interview any time I feel to do so.

_______________________                         _______________________
Signature                                                          Date
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SEMI-STRUCTURED INTERVIEW SCHEDULE

SCHOOL: ______________________________________

GRADE: _____________________________ DATE:_______________________

LEARNING AREA: _________________________________

NAME OF THE TEACHER: __________________________

TOPIC: An investigation n of assessment practices in Grade 4 Mathematics.

1. Do you have an assessment policy?

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

2. Do you understand the assessment policy?

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

3. How do you implement the policy?

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

4. Which assessment techniques or forms of assessment do learners enjoy most?

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________

_____________________________________________________________________
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5. Do you get support from the school (management) and teachers in terms of

implementing the assessment?

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

6. What challenges do you encounter when implementing the policy?

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________
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