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ABSTRACT

Education in South Africa is presently changing from content based to outcomes based
education (OBE). Literature review suggests that OBE is not a new invention. It has had many
names in its history and is rooted in masteiy learning. Unlike mastery learning, which follows a
behaviourist approach only, OBE follows a holistic approach that is consistent with current
learning theory based cn cognitive psychology. OBE, in South Africa, is strongly influenced by
the Australian and New Zealand Curriculum Frameworks. The question remains whether OBE
can be successfully adopted in developing countries such as South Africa.

For change in education to be effective and long lasting, teachers need 0 view the process as
desirable and necessary. Teachers' perceptions of OBE will either aid or hinder its successful
implementation in South Africa. This study investigates the attitudes, perceptions and feelings
of competence of teachers towards OBE. The sample constituted 124 teachers from six
different types of primary schools, namely a Private School and a historically: Black School,
Coloured School, Indian School, White English speaking School and White Afrikaans
speaking School.

The study showed that 64 percent of respondents expressed niegative attitudes towards OBE.
Feelings expressed, amongst others, were that of scepticism (17 percent), insecurity (16
percent), worry {15 percent), confusion (14 percent) and apprehension (seven percent). Only
36 percent of respondents expressed positive atiitudes towards OBE.

The resuits of this study provide reasons for concern. The results indicate that unless major
changes in teacher attitudes towards OBE are developed through appropriate interventions, its

implementation could encounter serious problems.

Key Words: Outcomes Based Education, Mastery Learning, Curriculum Framework,

Aftitudes, Perceptions, Competence.
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CLARIFICATION OF TERMS

Assessment Criteria; Assessment criteria provide evidence that the learner has achieved the

specific outcome. The criteria indicate the observable processes and products of learning
which serve as a culminating demonstration of the learners achievement. The criteria are
derived directly from the specific outcomes and form a logical set of statements of what

achievement could or should look like.
Coanitive Education: Cognitive education stresses cognitive and social modifiability,
metacognition and the education of intellectual and other processes. These approaches and

goals are seen as relevant to all learners, including those with special needs.

Critical Outcomes: Critical cross-field ouicomes are generic and cross-curricular. They

underpin the learning process in all its facets. They are not reslricted to any specific learning
context, but thay inform the formulation of specific outcomes in individual areas of learning for
alt learners at all levels on the NQF.

Curriculum: This term includes all aspects of teaching and learning.

Curriculum_Framewsrk: A curriculum framework is a philosophical and organisational

framework which sets out guidelines for teaching and learning.

Instrumental Enrichment: Instrumental Enrichment is described as a strategy for learning to

learn. It uses abstract, content-free, organisational, spatial, temporal and perceptual exercises
that involve a wide range of mental operations and thought processes. The aim of the
Feuerstein Instrumental Enrichment program is to change the overall cognitive structure of the
performer by transforming his passive and dependent cognitive style into that characteristic of

an autonomous and independent thinker.

Mediated Learning Experience: Mediated Learning is a vital approach that ensures effective

learning. The human mediator interposes himself between the learning organism and the
world of stimuli to interpret, guide and give meaning to the stimuli. Through mediated learning
the individual develops efficient thinking skills which enable him or her to become an

autonomous and independent learner.



Outcomes Based Education (OBE) Approach: Outcomes-Based Education should be driven

by the outcome displayed by the learner at the end of the educational experience (process).

Objectives Of The National Qualifications Framework: The objectives of the National

Qualifications Framework are to create an integrated national framework for leaming. Access,
mobility and progression are key objectives, as is the need for enhancing quality in education
and training. Aftention must be given to the speedy redress of past discrimination in education,
training and employment. Through these objectives, the NQF contributes to the full personal
development of each learner and the social and economic development of the nation at large.

Outcomes: Quicomes are the results of learning processes, formal, non-formal or informal and
refer to knowledge, skills and attitudes within a particular context. Learners should be able to
demonstrate that they understand and can apply the desired outcomes within a certain
context.

Specific Outcomes: Specific outcomes are context specific. They are informed by the critical

outcomes but formulated within the context in which they are to be demonstrated. They
describe the competence which the learners should be able to demonstrate in specific

contexts and particular areas of learning.



1. INTRODUCTION

1.1.  Educaticon In The South African Context

Education and training in South Africa has been characterised by gross inequalities, irrelevant
curricula, ‘chalk and talk’ feaching methods and limited skills training (Marock, 1997). The
fegacy of apartheid can be blarned for the severe inequalities found in all aspects of education
provision as it ensured that education and taining was provided to a selected group of South
Africans only (Foks, 1997).

In our rapidly changing society one of the major challenges that South Africa is faced with is
the need to transform its education and training system which has been dominated by many
years of apartheid educational policy anci international isolation (Butcher, 1997). The outcomes
based education (OBE) curricutum, ptiased into schools from 1998, has been designed to
ensure that all learners, regardless of race, have access to knowledge, understanding and
skills so that individuals can be "life long learners” (Marock, 1997, p.59) and can continuously
develop knowledge and insights with new experience. Educational equality, critical thinking,
problem solving through questioning and inquiry, sharing and co-operation, and effective
communication are encouraged and promoted through OBE (Jansen, 18997; Marock, 1997).

1.2 OBE: A New Invention?

OBE is not a new invertion. It has had many names in iis history, such as Transformation
Education, Competency Based Education, Skills 2000, Perforinance Based Learning, and/or
Results-Based Curriculum. Critics have quoted Dr. Carl Rogers by saying "change the name
of [the reform policy] as fast as necessary to stay ahead of the critics” (Celano, 1996, p.1).

1.3 Defining OBE

OBE may be defined as an educational approach that focuses not only on what students
learn, but how they learn. It starts with the befief that all students van fearn and succeed
(Raburn (cited in Schwarz & Cavener, 1994, p. 327) OBE refers to a "structure at a school and
district level that stresses clearly defined outcomes, criterion-referenced measures of success,

instructional strategies directly related to student abilities and needs, flexible use of time and



2

learning opportunities, recognition of student success, and modification of programs on the
basis of student results” (Blondin-Andrew, 1998, n.1).

1.4 Prevalence Of CBE

Apart from South Africa, other countries in the world such as the United Kingdom, the United
States, Canada, Australia and New Zealand have implemented OBE (Mkhatshwa, 1997).
Literature review on OBE (Brighton, 1995; Reagan, 1997; Roche, 1998; Schiafly, 1993)
suggests a mixture of both positive and negative attitudes towards OBE. Articles such as
"Qutcomes-Based Education: Miracle Cure or Plague™ (Manno, 1894) and "What is OBE: A
White Knight to the Rescue or a Disaster in the Making?" (Bonville, 1996) highlight the
controversial nature of OBE.

1.5 Theoretical Basis Of OBE: Mastery Learning

Literature review does not support a specific learning theory for OBE. Articles by Kruger
(1997) Manno (1994), Schwarz and Cavener (1994) and Slavin (1987), however, suggest that
OBE has deep roots in Mastery Learning (ML), a behavioural/educational method popularized
by Benjamin Bloom in the late 1960s, which became widespread in the early 1980s (Manno,
1994), The principle defining characteristics of ML methods is "the establishment of a criterion
level of performance held to represent mastery of a given skill or concept, frequent
assessment of student progress towards the mastery criterion, and provision of corrective
instruction to enable students who do not initially meet the mastery criterion to do so on later
parallel assessment” (Slavin, 1€87, p.1). The concept of pass/fail is radically altered to
credit/try again (Kruger, 1997). Skinner's behaviour modification techniques are central to

achieving ML resuits (Bonville, 1996).

1.6 Criticisms Levelled Against Mastery Learning

According to Schiafly (1993, p. 5) learners of ML are "recycled through the (iearning) process"
until they meet the requested outcomes. Faster learners are not allowed to progress. They are
given horizontal enrichment or told to do pear tutoring to help the slower learners. Roche
(1998) has criticized ML by stating that through it, objective standards of achievement are lost.
Standards are simply lowered until all students, regardless of intellect or ability, are able fo
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meet those standards (Bonville, 1996; Celano, 1996). Schiafly (1993) states that, mastery
learning, the predecessor of OBE, was a gigantic failure and had to be abandoned in disgrace
in 1982

1.7 How Can OBE Work If ML Has Failed?

The ML and OBE models both assert that all students can learn and that cutcomes or
competencies will be attained through learning processes (Schwarz & Cavener, 1994). The
framework, incorporated by the two models, however, differs. ML follows a behaviourist
approach, while OBE follows a holistic approach that is consistent with current learning theory
based on cognitive psychology. Unlike ML, which defines discrete learning outcomes in terms
of behaviour only, OBE incorporates an understanding of learning outcomes as complex
combinations of personal attributes (such as knowiedge and culture), thus enabling the
performance of a variety of tasks (Preston & Walker, 1993). A constructivist framework, in
which learners construct their own knowledge and are able to make connections, associations
and linkages hetween new and existing knowledge (Udvari-Solner, 1986), is adopted.

Furthermore, in comparison to ML, where students are given horizontal enrichment tasks,
students following the OBE curricula are given expanded "opportunity and support for learning
success" (Schwarz & Cavener, 1994, p. 329). Teachers need to adapt their {zaching style to a
child's learning style (More, 1997), provide enrichment assignments to strong students,
alternative instruction for slow learners, and allow each learner enough time to ensure that the
curriculum is implemented and outcomes are achieved.

In summary, the success of OBE is based on its holistic approach.

1.8. Prominent Models On Which OBE Is Based

Before South Africa's framework for OBE can be looked at, it is essential to examine the
models on which it is based. Both the Australian and New Zealand curriculum frameworks for
OBE have been particularly influential in shaping South Africa’'s new education system
(Jansen, 1997). For this reason Australia's, as well as New Zealand's curriculum frameworks

need to be critically examined.
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1.2 The Australian Curriculum Framework

The competency-based education movement in Austaiia evolved out of an overall
microeconomic reform agenda with an emphzsis .n efficicnoy, effectiveness, costs and
outcomes (Stanley, 1993). Three natiorial reper.s: The Finn Report, the Carmichael Report
and the Mayer Commitee's Report were influential in shaping competency-based education
{Borthwick, 1993).

The seven key competencies, representing a new minimum outcome for schooling that were
identified by the Mayer Committee, included: (1} Collecting, Analysing and Organising
fnformation; (2) Communicating Ideas and Inforination; (3) Planning and Organising
information; (4) Working with Others and in ‘fearns; (5) Using Mathematical ideas and
Techniques; (6) Solving Problems; and (7) Using Tec.inology (Carmichael, 1993).

The Mayer Committee adopted a broad definition of key competencies which acknowledged
that performance is determined not only by skill but also by knowledge and understanding.
Competence was defined as a person's capacity to achieve in a given situation and his or her
ability to transfer knowledge and skills to new tasks and situations (Borthwick, 1993; Holland,
1993). The Mayer Committee stressed its bgiief that the key competencies needed to be
compatible with the broader goals of learning and should form an integral part of general
education. In line with Carmichael's Report (1993) the Mayer Committee emphasised that the
key competencies are "competencies essential for effective participation in the emerging
paiterns of work and work arganisation across industries and occupations" (Randall, 1993, p.
53).

Eight learning areas: English, health, languages other than English, mathematics, science,
studies of society and environment, technology and the arts have been identified by the
Ausiralian Education Council. Each of the learning areas has associated statements and
profiles. Learning area statements elaborate on the ccmmon and agreed goals for schooling,
they dlarify a curriculum area by outlining its essential elements and show what is distinctive to
the area. Profiles comprise a description of the typical progression in learning outcomes
achieved by learners during the years of schocling for each of the eight learning areas. The
profiles consist of: (1) a level statement - which describes the quality of students’ achievement
at a particular level; (2) a list of student outconie statements, organised within strands, which
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describe the skills and knowledge that students gain as they progress in that area of learning;
(3) pointers which assist teachers in understanding the meaning of the outcomes; and (4)
illustrated work samples of student work which are characteristic of the level (Malcolm ,1987 a;
Randall, 1993).

1.10 The Benefits Of Comnetency-Based Education

industry groups, including both employers and warkers, have accepted the key competencies
as being essential competencies that all students should develop through schooling to make
the entry to work as efficacious as possible (Dellit, 1993). Teamwork rather than individual
work; participation in management and multi-skilling rather than separate skill classifications
which are essential for a healthy workforce are promoted (Holland, 1993).

1.11  Criticisms Levelled At Competency-Based Edtcation

Stanley (1993) and Randall (1993) have criticised the notion that outcomes and competence
are linked. Carroll {cited in Staniey, 1993, p.148) indicates that people use a variety of different
strategies in performance, so that one has fo be cautious in deducing particular competencies
from such performance. The assessor's subjectivity furthermore, influences the assessment of
a competent performance.

Asccording to Soucek (1993) performance does not guarantee the presence of knowledge. in
competency-based education the focus is on distinct competence/skill madules rather than on
knowledge and wunderstanding per se. The documents speculate ihat understanding and
knowledge will develop through the skill-learning and skill-testing situations. Competence and
performance are equated as being the same. Narris (cited in Soucek, 1993) has contested this
by stating that competence invalves potential, whereas performance is about executing a task.
Woaod and Power (cited in Soticek, 1893) have aiso described performance and competence
as distinct entities. They believe that successful training requires both knowledge and
understanding, as well as demonstrable performance of tasks.

Stanley (1993) has criticized competency-based education for its provision of minimum
standards through the acquisiton of generic competencies. Psychometric and
neuropsychological research has shown that many individuals are unable to achieve
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competence in all skills and Jeaming areas and demonsirate specificity rather than generality
of ability. Review of expert literature has also indicated that specific skills and ways of thinking
are not fransferable across domains. Competency-based education's emphasis on transfer of
skills may thus be questioned (Stanley, 1993).

Dellit (1993) has questioned the origins of the key competencies and their merit in school
education. Porter, Rizvi, Knight and Lingard (1992, p.53) have argued that the Australian
pedagogy and curricufum 2ie constructed solely with industrial ends in mind. It is increasingly
the employers, not educationalists, who decide what is o be taught in the classroom (Soucek,
1993).

In competency-based education there is a danger of creating the impression that economic
productivity at both macro and micro-level will be enhanced through education and training.
The assumption, contained in the compete oy agerds, that unemployment will be lessened
once the skill level of young people has improved, is however, an ideological hoax (Porter,
Rizvi, Knight and Lingard, 1992). Soucek (1993) believes that one of the problems with
competency-based skilling is associated with its tendency to divide and separate clusters of
skills, without providing useful structures for the learners to make connections between these
discrete skills. In competency-basad education, educational concerns are reduced to the
discrete area of technical knowledge. A person's lifeworld interests (world of personal
experiences and interests) are subsumed under systemic interests (focusing on workplace or
industry). The competency movement denies society its capacity to think critically. It does not
permit the person to invest an emotional effort in the learning task. The learner perceives the
task as belonging to someone else and may not be challenged to autonomously and creatively
resolve the task (Beevers, 1993; Soucek, 1993). When students work in groups a "bystander
effect" (Weiten, 1992, p. 607) may result,

Porter, Rizvi, Knight and Lingard {1992) have criticized the lack of attention given to a theory of
learning and teaching within the competency-based movement. According to Preston and
Walker (1993) the holistic approach to education is often ignored. Instead the behaviourist
approach to education which is geared towards economic productivity is adopted. The

deficiency of the [atter approach is that it docs not give significance to attribuies (knowledge,
capabilities, skills, attitudes) and does not describe how they are struciured into competencies
which enable the person or group to achieve a set of tasks to an appropriate standard and
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thus make the individual or group competent in that role.

112 Teachers' Attitudes Towards Competency-Based Education

Dellit (1993) has found that teachers in general are responsive to Mayer's list of competencies
and recognize the value of competency-based education. Teachers are, however, still
uncertain of the origin of competencies, are sceptical about assessment and reporting
procedures and are concerned about the impact on their workloads. They experience difficulty
adapting their teaching style to a child's learning style and are confused by the terminology of
competency-based eduation (Schwarz & Cavener 1994). David McKinnon (cited in Burrow,
1893, p.112) highlights some of the dominant paradigms that exist in Australian schools: "The
control of the learning process is still placed with the teacher and not the student.
Fragmentation of the learning process occurs socially through streaming and technically
through compartmentalisation of school subjects. Extrinsic rewards for work and achievement
in the form of marks, grades, cettificates, position in class, prizes and teacher approval remain
predominant. An uneven reward structure based on competition rather than co-operation in
which success for some means failure for others prevails. Rule conformity is still highly valued
as the normative basis of learning and school work. Hierarchical school organisation
characterised by superordinate/subordinate relations between students, administrators and
teachers, and between high and low status subjects continues to dominate school
management”. it appears that much more teacher training on competency-based education is
needed for it to be implemented successfully.

1.13 The New Zealand Curriculum Franiework

The New Zealand Curriculum Framework specifies seven essential learning areas: Language
and Languages, Mathematics, Science, Technology, Social Sciences, the Arts, Health and
Physical Well-being; which depict in broad terms the knowledge and understanding which all
students need to abtain. The essential learmning areas provide the framework within which the
essential skills: Communication Skills, Numeracy Skills, Information Skills, Problem-Solving
Skills, Self-Management and Competitive Skills, Sacial and Co-operative Skills, Physical Skills,
Work and Study Skills; attitudes and values are developed (Te Anga Marautanga o Aotearoa,
1993).
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Al the essential skilis are vital if the individual is to achieve his or her potential and to
participate fully in society, including work. The teaching curriculum needs to ensure that all
learners have the apportunity to develop the full range of the essential skills to the best of their
ability. As attitudes to learning are influential in shaping the process, quality and cutcomes of
learning and assessment, the New Zealand school curriculum is geared towards encouraging
positive attitudes towards learning. Commonly held values such as honesty, reliability, respect
for others, respect for the faw, tolerance, fairness, caring or compassion, non-sexism, and
non-racism are reinforced through the school curriculum. I is hoped that the school curriculum
will help learners to develop and clarify their own values and beliefs and respect values and
attitudes which are different from their own (Te Anga Marautanga o Aotearoa, 1993).

Various forms of assessment are employed within the New Zealand Curriculum Framework.
School-based assessment is used to diagnose individual student's progress and enhance
teaching and learning by ascertaining learning strengths and weaknesses, evaluating students'
progress against the demarcated achievement objectives, and reviewing the usefulness of
teaching programmes. Assessment at key transition points (school entry, form 1 and form 3)
will help to determine the needs of grouips of students as they enter new phases of schooling
and help teachers to target resources more productively. School achievement records, which
also contain details about the scholars involvement in school activities, provide collective
information on a student's school achievement which is passed on from year to year and from
school to school. National Monitoring Standards are there to evaluate educational standards
on a national level. The objective is to provide information on how well overall national
standards are being sustained and where improvements mignt be needed (Te Anga
Marautanga o Aotearoa, 1993).

Nine principles guide the curriculum in New Zealand schools:

1. It establishes direction for learning and assessment in New Zealand schools

2. It fosters achievement and success for all students. At each level, it clearly
defines the achievement objectives against which students' progress can be
measured

3. It provides for flexibility, enabling schools and teachers to design programmes
which are appropriate to the learning needs of their students
it ensures that learning progresses coherently throughout schooling

5. It encourages students to become independent and life-long learners.
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{t provides all students with equai educational opportunities
It recognises and values the unique position of the Maori in the New Zealand
society and ensures that all students will have the opportunity to acquire some
knowledge of Maori language and culture
t reflects the multicultural nature of New Zealand society

9. It relates learning to the wider world

1.14 The Australian And New Zealand Curriculum Framework Compared

The Australian curriculum and the New Zealand curriculum are both guided by similar
education principals. Both curricula make use of Key Competencies or Essential Skills
(Appendix A), incorporate essential learning areas and make use of similar assessment
procedures (Borthwick, 1993; Te Anga Marautanga o Actearoa, 1993). The main distinction is
the use of different terminology. The benefits of competency-based education and criticisms
levelled at competency-based education are also applicable to the New Zealand Curriculum
Framework. In comparison to competency-based education in Australia, the New Zealand
Curriculum Framework however, appears to incorporate more of a holistic educational
approach, thus enhancing its success.

115 Education In South Africa: The Past

Education under the apartheid regime in South Africa emphasised compliance, conformity and
passive absorption of information (Skuy, Young, Ajam, Fridihon & Lomofsky, 1998). Rather
than being outcomes based, the previous education system was content based. Education
was focused on knowledge and was separate from training which focused on skills. Education
failed as it did not prepare the leamner for life in the South African society and in the workplace
(Kros, 1997; OBE, 1997).

1.16 OBE In South Africa: Background, Origins And Model!

The new structure for education and training in South Africa, called the National Qualifications
Framework (NQF) is designed to promote lifslong feuining, integrate education and training,
recognise learning gained outside of formal institutions and allow for flexible, portable credits
and qualifications (French, 1997). Overseen by the South African Qualifications Authority
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(SAQA), the NQF is based on principles derived from the White Paper "Education and
Training in a Democratic South Africa”, published in March 1995 (Mkhatshwa, 1997, p.2),
principles derived from the Australian Curriculum Framework, the New Zealand Curriculum
Framework and work done in Canada, England and Scotland. The NQF distinguishes between
three bands of education: General Education and Training (Grades 1 - 9, or Adult Based
Education and Training), Further Education and Training (Grades 10 - 12) and Higher
Education and Training (French, 1897) (Appendix B). In NQF proposals, teaching is shifted
from an emphasis on content coverage to a focus on core competencies or outcomes
(Appendix C) which learners should be able to demonstrate in different fields of study (Jansen,
1997).

Eight learning areas, closely resembling Australia's learning areas and New Zealand's
essential learning areas, with cross curricular emphasis have been identified (Monyckolo &
Potenza, 1997): (1) Languages, Literacy and Communication; (2) Human and Social
Sciences; (3) Mathematical Literacy, Mathematics and Mathematical Sciences; (4)
Technology; (5) Natural Sciences; (6) Arts and Culture; (7) Economic and Management
Sciences; and (8) Life Orientation.

Each of these Learning Areas will have general or critical cross-field outcomes (Marock, 1997;
OBE, 1997). Critical cross-field outcomes (also known as key competencies in Australie or
essential skills in New Zealand) are generic and cross-curricular. They underpin the learning
process in all aspects, are not restricted to any specific learning context and underlie all
qualifications. The following critical cross-field outcomes were adopted by the SAQA (French,
1997; Kruger, 1997). The ability to:

- identify and solve problems in which responses dispiay that responsible
decisions using critical and creative thinking have been made

- work effectively with others as a member of a teain, group, organisation,
community

- organise and manage oneself and one's activities responsibly and effectively

- collect, analyze and critically evaluate information

- communicate effectively using visual, mathematical and/or language skills in
the modes of oral and/or written presentation

- use science and technology effectively and critically, showing responsibility towards the
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environment and health of others
- demonstrate an understanding of the world as a set of related systems by
recognising t at problem-solving contexts do not exist in isolaiion.

In addition to the general or critical outcomes, each of the 8 Learning Areas will also have
specific outcomes (Appendix D). Specific outcomes describe the competence which learmers
should be abie to demonstrate in specific contexts and particular areas of learning at certain
‘vvels. Specific outcomas should serve as the basis for assessing learners' progress (Kruger,
997). Specific outcomes and the 8 learning areas will become more specialized (Appendix E)
as the child progresses from the Foundation Phase (Grade 0 - Grade 3) to the Intermediate
Phase (Grade 4 - Grade 6) and from the Intermediate Phase to the Senior Phase (Grade 7 -
Grade 12) (Marock, 1997; OFE, 1997).

The Continuous Assessment Model (CASS) has been proposed as an assessment model for
South Africa (Kruger, 1997). OBE assessment methods must take into account all features of
the expected outcomes and be appropriate for the age and maturity of the learners. The
purposes of assessment entail: "measuring the achievement of set standards (for individuals,
groups or sectors), systems monitoring or quality assurance, measuring capability (knowledge,
skills and values), measuring generic competencies such as transfer of learning and
application of learning in a context, measuring progress in a learning situation or learning
pathway, selection for access (to jobs or further education and training), opening access,
motivation, diagnosis of learning problems, diagnosis for remediation, evaluation of learning
programmes, driving socio-economic change and enhancing productivity, through the
recognition of prior learning and/or experience" (GDE, 1997). Suggestions for the assessment
of learners on the OBE curriculum include: portfolios, observation sheets, written assignments,
pen and paper tests, interviews and oral presentations, peer/mentor assessment, self
assessment, projects, practical assignments, simulations, external assessors and computer-
assisted assessment (OBE, 1997).

117 The Implementation Of OBE In South Afiica

The following time frame was proposed by the Department of Education: Grades 1 and 7 in
1998, Grades 2 and 8 in 1999, Grades 3 and 9 in 2000, Grades 4 and 10 in 2001, Grades 5
and 11 in 2002 and Grades 6 and 12 in 2003 (Kruger, 1997). Due to implementation difficulties
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OBE was introduced only to Grade 1 in 1998. Grade 2 and Grade 7 will be targeted in 1999
(Sinclair, 1999). The Department of Education has been conducting National In-service
Education Programmes for tsachers throughout the implementation period of OBE.

118 The Benefits Of OBE For Scuth Africa

On a theoretical level OBE appears to have many advanfages. These include increased
teacher autonomy, improved attendance, enhanced student self-esteem and high
achievement of learner outcomes (Schwarz & Cavener, 1994). Through OBE, curriculum
design, as well as teaching becomes learner centred, flexible and innovative {Malcolm, 1997).

Marock (1997) believes that OBE has an important role to play in the socialisation process of
children and in the formation of values that are considered influential to society. OBE prepares
learners for higher education and work. It provides the learner with thinking skills, life skills and
sacial skills which are of paramount importance in the work place. Godsell (1997) believes that
people who will succeed in the 21st century information society will be those who can link data
and judgemnent, correlation and cause, analysis and action, and manage competition and co-
operation. The general and specific outcomes of OBE, as well as the notion that education is a
lifelong learning process, will ensure that new knowledge, skills and attitudes are constantly
developed with new experience {Foks, 1997).

1.19. Problems Standing in The Way Of A Successful Implementation Of OBE

Hofmeyr (1997), Jansen (1997), Schwarz and Cavener (1997) believe that a paradigm shift
from content based education fo OBE is difficult fo achieve. According to Skuy (1997) the new
proposed curriculum does not give clear guidelines as to how a student can be transformed
from a passive to an active learner, or from a rote learner o a critical thinker. It does not
provide the mechanisims for enhancing the learner's motivation, nor does it indicate the
approach that will permit learners to develop the ability to research and analyze things for
themselves. Furthermore, a gap between learning theory and OBE exists.

According to Malcolm (1997 b & c) a shift from content centred/teacher centred education fo
learner centred education is furthermore complicated by the huge classes ranging from 60-100
students, the lack of resources (water and electricity) and the presence of eleven official
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languages. The teacher's difficulty in believing and respecting students’ knowledge, as well as
his or her different cultural background and beliefs hinders the success of learner centred
education.

Jansen (1997) states that highly competent teachers with refined curricular, pedagogical and
assessment skills are needed in order to make a change from content based edication to
OBE possible. Results from the National Teacher Education Audit in 1995 (Hofmeyr, 1997)
revealed that teacher education in South Africa is extremely fragmented. Teacher education
institutions operate in solitude. The field of education does not appear to have a national vision
and purpose and its crucial part in national reconstructicn and development is very poorly

understood.

Furthermore a shift from a fopic-based curriculum to one that is outcomes based is difficuit to
accomplish as national in-service training programmes for the OBE curriculum is paor
(Jansen, 1997). Hofmeyr (1997) states that the impact of in-service programmes on improved
teaching and learning is questionable because of the short courses or workshops offered

without any follow up for teachers in schools.

Another criticism levelled at OBE stems from the fact that the national curriculum framework
has not been sufficiently debated. Its successful implementation will depend on hcw educators
and learners will respond fo it, regardless of how goed it may sound theoretivally. Monyokolo
and Potenza (1997) claim that there is no evidence to suggest that OBE can be applied to
developing countries. Although OBE may seem appropriate to address the needs of South
Africa, importing models from contexts that do not look like South Africa's may be
shortsighted. Foks (1997) highlights the fact that in countries such as Australia, New Zealand
and Scotland - complex and time-consuming bureaucratic structures and processes have
undermined implementation and that there is nothing to suggest that this will not be the case in

South Africa.

126 Studies Investigating South African Teachers' Attitudes And Perceptions
Towards OBE

To date, published and empirically sound research, investigating South African teachers'
aftitudes and perceptions towards OBE, remains unavailable. Informal survey studies by
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Malcolm (1997 b), Mostert and Reagan (1997), however, suggest that teachers in South Africa
are confused and apprehensive about OBE,

Western Cape teachers are questioning whether the "outcomes based curriculum will work in
South Africa, where circumstances differ from those in countries from which it has been
copied” (Mostert & Reagan, 1997, p.1). Educators have expressed concerns that increasing
frustration, classes of 50 - 60 pupils per teacher, high stress, over-hasty implementation of the
system and a lack of sufficient information could create chaos. The acting principie of Maitland

econdary School (cited in Mostert & Reagan, 1997) remarked that the changes were "being

rushed" and were "bound to fail as long as the imbalances of the past were not addressed "
(p.1).

According to Mostert and Reagan's ariicle most principals and teachers in black township
schools are positive towards OBE. However the radical Pan Africanist Student Organization
has criticized the government for implementing the new curriculum while black schools are
facing a crisis. Literature review on OBE in the United States suggests that opposition to OBE
primarily comes from conservative groups and religious-right organizations. Studies have also
shown that teachers at private schools are less concerned and worried about OBE as they are
able to follow and implement their own curricula design (Manno, 1994).

Informal studies have suggested that teachers' attitudes towards and perceptions of OBE are
predominantly negative. Research by Skuy, Fridjhon and O'Carroll (1598) on the "educational
goals of educators :nd teachers in South Africa” however, shows that teachers favour an
educational system that is outcome-based and cognitively oriented, despite the previous

emphasis on content and rote iearning.

1.21 The Importance of Teacher Attitudes And Perceptions For Educational Change

For change in education to be effective and long lasting, ali people irvolved need to view the
process as desirable and necessary. Studies of educational innovation (Huberman, cited in
Skuy & Vice, 1996, p.135) suggest that desirable change is linked to a person's perception of
a situation and his or her understanding of a variety of options that exist as solutions. Support
for external or internal change to the education system has to be generated amongst the
whole society. Twichin and Demuth (cited in Skuy & Vice, 1996, p.136) siress the importance
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of teachers' perceptions, attitudes and behaviour in determining the success or failure of new
projects in schools. A teacher’s age, language, level of qualification, year teaching qualification
was obtained, exposure to workshops, socio-economic status and type of school taught at
may influence his or her attitudes towards and perceptions of educational innovations.

Results from Skuy and Vice's (1996) study, examining attitudes of white teachers towards
racial integration showed, for example, that Afrikaans speaking teachers (the language of the
dominant group under the apartheid regime) displayed the most negative attitudes towards
integration. Similarly, a study by Christie (1998), examining the attitudes of professionals at
schools towards mainstreaming children with special needs, showed that teachers' attitudes
differed with age and experience. Lack of exposure and training was also a major cause of
teachers’ negative attitudes towards mainstreaming.

The success of OBE is dependent on teachers' attitudes towards and perceptions of OBE. It is
important to identify factors that stand in the way of implementation so that the educational
change can be effective and long lasting.

2, THE STUDY

2.1 Rationale

Education in South Africa is presently undergoing fundamental change. The new political
dispensation in South Africa has replaced the content based, rote-learning based curriculum of
the apartheid regime with an OBE approach.

OBE is not a new invention. It has had many names in history and has deep roots in Mastery
Learning. Unlike mastery learning, which incorporates a behaviourist approach, OBE follows a
holistic approach that is consistent with current learning theory based on cognitive psychology.
Counfries such as the United Kingdom, the United States, Canada, Australia and New
Zealand have implemented OBE (Mihatshwa, 1997). OBE in South Africa is particularly
modelled on the Australian and New Zealand curriculun: frameworks. Eight learning areas,
each with general or critical cross-field outcomes, have been identified by the SAQA.

OBE is seen to have many benefits for South Africa. It prepares learners for higher education
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and work, develops criical thinking, increases teacher autonomy, enhances student's seli-
esteem and produces a high achievement of learner outcomes {Schwarz & Cavener, 1994).
The lack of sufficient in-service training programmes for teachers, big classes, language
difficulties and high stress levels among teachers in South Africa (Mostert & Reagan, 1997)
may, however, hinder a successful implementation of OBE. The lack of attention given to a
theory of learning and teaching, the lack of clear guidelines as to how a learner can be
transformed from a passive fo an aclive learner (Porter, Rizvi, Knight & Lingard, 1992; Skuy,
1997), teachers’ difficuities in deducing particular competencies from learners performance
(Carroll, cited in Stanley, 1993, p.148) and the hierarchical school organisation, characterised
by superordinate/subordinate relations between students and teachers (David Mc Kinnon,
cited in Burrow, 1993), may further stand in the way of ensuring a smooth transition from
content based education to OBE.

To date, only informal surveys (Malcolm, 1997 b; Mostert & Reagan, 1997) invesfigating
teachers’ attitudes, perceptions and competence fowards OBE have been published. An
informal study by Mostert and Reagan (1997) on teachers' attitudes towards OBE suggests
that teachers in South Africa are confused and are apprehensive about OBE. Educators
express concerns that increasing frustrations, over-hasty implementation of the system and a
fack of sufficient information could create chaos. A study by Skuy, Fridihon and O' Carroll
{1998) however illustrates that teachers favour an educational system that is ouvtcome-based
and cognitively oriented, despite the previous emphasis on content and rote learning.

Siudies have suggested that teachers' attitudes towards OBE are influenced by political
orientation (Mostert & Reagan, 1997) and types of schools taught at (Manno, 1994). Studies
by Skuy and Vice (1998) and Christie (1998) have shown that teachers' attitudes towards
eriucational innovaticits are influenced by language, age and training received.

For change in education to be effeciive and long lasting, teachers need to view the process as
desirable and necessary. The competence and attitudes of teachers will either aid or hinder
the successful implementation of OBE. It is important to iderdiy doubts, concerns and
resistance towards OBE in order fo design interventions that will motivate teachers fo
successfully adopt OBE. The purpose of the present study was fo assess teachers' aftitudes
towards and perceptions of OBE in South Africa. Teachers' feelings of competence in refation
to OBE were also examined. A further aim was to discover whether an adequate number of
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training courses on OBE have been provided.
Education in South African schools is undergoing systemic change. It can thus be postulated
that teachers' attitudes and feelings towards OBE will vary according to age, years of teaching

experience, exposure to OBE training, type of school taught at and political orientation.

2.2 Research Hypotheses

Thr= following six research hypotheses were formulated for the study:

The majority of South African school teachers will be negative towards OBE,
The acceptance of OBE will vary negatively with age.

The acceptance of OBE will vary negatively with years of teaching experience.
The acceptance of OBE will vary negatively with exposure to OBE training.
The acceptance of OBE will vary according to the type of school.

IS A

The acceptance of OBE will vary according to a teacher's political orientation.

2.3. Sample

The sample constituted 12« teachers from six different types of primary schools, namely: (1) a
Private School; and a historically (2) Black School; (3) Coloured Schoonl; (4) Indian School; (5)
White School - English speaking; and (6) White Schoo! - Afrikaans speaking.

The return rate for the questionnaires was as follows: 100 % for the historically White English
speaking school, 86 % for the historically White Afrikaans speaking school, 77 % for the
historically indian school, 77 % for the Private School , 61 % for the historically Coloured
School and 29 % for the historically Black School (refer to Appendix F to obtain the number of
respondents for each school).

Biographical details of the sample of teachers, i.e. gender, age, home language, political
orientation, level of qualification, year teaching qualification was obtained, length of time taught
at present school, grades currently taught, position held at school and type of syllabus
followed, is given in Table 1 below:
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Table 1: Frequencies And Percentages For Biographical Details Of Teachers
Independent Varlable" - . =" - Seaiee il Frequeney ol o Y%
Gender
Male 32 26
Female g2 74
Independent Variable " = 00w o -Frequency %
Age
20-25 13 11
26-29 12 10
30-34 14 11
35-39 20 16
40-49 46 37
50-59 15 12
60 + . 4 3
Language
Afrikaans 38 32
English 75 62
Isizutu 3 3
Sesotho 2 2
| Xitsonga 2 2
Political Grientation
ACDP 0 0
ANC 10 26
DP 25 66
Freedom Front 0 0
IFP 0 0
NP 2 5
PAC 0] 0
UbMm 1 7
T ~
Qualification
Teaching Diploma 50 40
Teaching Diploma plus Further Studies 42 34
Teaching Degree 14 11
| Teaching Degree plus Postgraduate Studies 18 15
Year Teaching Qualification Was Gbtained
1997 g 7
1995-1996 9 7
1992-1994 7 [5)
1989-1991 11 9
| Before 1989 i 86 71
Length Of Time Taught At Current School
U-6 months 8 6
7 months - 1 year 12 10
2-3 years 24 20
4-6 years 22 18
7-9 years 18 15
10-15 years 20 16
1j 6 years + 19 15
| Grades Taught At School
| Nursery School 0 0
| Grade ) 6 5
i % 8
2
_Grade 3 23 19
rade 4 33 13
_Grade 5 38 31
ade 6 44 36
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Grade 7 i 49 40

__alur_e_Qf_Amamnms_nt
109 90
_Eamme_sjaff_mgmber _ — — 12 : 10
| il ; - . .

_State school syllabus 94 76
| Private school svliabus ] 0
| State school syllabus and private school syllabus combined 29 24

2.4  Procedure

2.4.1 The Gauteng Educational Aid Centre was contacted to abtain the names of one school

242

243

24.4

24.5

246

247

2.4.8

2.4.9

in each of the six specified categories of schools to yield the best representative
sample.

The Gauteng Department of Education was notified of the planned study and
permission was granted to conduct the research.

A questionnaire was designed to assess teachers' attitudes, perceptions and feelings
of competance towards OBE.

A pilot stucly involving seven black teachers, who did not form part of the final sample,
was conducted, to test whether there were any items that teachers had difficulty
understanding and to test whether each item was precisely phrased to elicit the
answers that the researcher sought. Ambiguous items were rephrased and were
clearly defined and superfiuous items were left out.

The questionnaire was submitted to the Gauteng Department of Education for approval
and further scrutiny. This resulted in the questionnaire being further refined.

The principals of the six schools, chosen for the study, were contacted telephonically to
request permission for their staffs' participation in the study.

The questionnaires were personally delivered to and collected from the six different
types of schools. Each school was given one week to complete the questionnaires.
The principals were given specific directions for handing out and collecting the
questionnaires on the same day, thus minimising the risk of questionnaires not being
returned.

For the purposes of confidentiality and to enhance the likelihood of truthful answers,
teachers were not required to identify themselves by name.
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2.5 Measure

2.51 Questionnaire On OBE

A guestionnaire was selected as a measuring instrument to assess the attitudes, perceptions
and feelings of competence of 124 teachers towards OBE. A copy of the questionnaire is
contained in Appendix G.

2.5.2 The Siructure Of The Quastionnaire

The quzstionnaire was based on an extensive literature review on OBE. It comprised six
different sections. Sections One to Five consisted of questions that were mainly of the closed
type, Teachers were provided with a limited choice of answers. Section Six was open-ended.
Here teachers were given the opportunity to voice their opinion and personal understanding of
OBE. Section One was included so that hypothesis two, three, four, five and six could be
investigated. Sections Two, Three, Four, Five and Six were constructed to test hypothesis
one.

Section One was constructed as follows: Thirteen questions requested biographical
information. The variables obtained were: gender; age group; home language; political
orientation; name of the school; level of qualification; year qualification was obtained; length of
time taught at current school; years of teaching experience; number of classes taught;
maximum number of pupils in their class; minimum number of pupils in their class; grade(s)
currently taught; whether they were full-time or part time staff members; and whether or not
the school followed the state school syllabus.

Section Two contained 26 statements on CBE. A four-point scale was constructed from which
the respondents had to choose whether they "strongly disagreed”, "disagreed", "agreed" or
"strongly agreed". The statements were designed to assess teachers' attitudes towards and
perceptions of OBE (statements 2, 3, §, 6,7, 8, 9, 10, 11, 12, 13, 16, 22, 25 and 26), feelings
of competence in relation to OBE (statements 1, 2, 14, 15, 22 and 23), perceived
implementation difficulties (statements 8, 17, 18 and19) and requirements for OBE to be a
sucoess (statements 4, 20, 21, 23 and 24).
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Section Three and Section Faur were presented mainly in multiple-choice format. in Section

Three, teachers were given eight muitiple-choice questions in which they were asked to mark
the one box that was more/most true and two open ended questions. The questions were
designed to assess teachers’ perceptions of education in South Africa (questions 1 and 2),
knowledge of OBE (questions 3, 4 and 5) and attitudes towards and perceptions of OBE
training programmes (questions 6, 7, 8, 9 and 10).

In Section Four teachers were given four questions and were instructed to mark the box or
boxes that applied to them the most. The questions were designed {o assess teachers'
attitudes towards OBE (question 1), knowledge of OBE (questions 2 and 3) and knowledge of
content based education (question 4).

In Section Five teachers' feelings of competence with regard to OBE were assessed. A four
point scale was constructed from which teachers had to chose whether their feelings of
competence towards OBE and their feelings of competence towards the assessment
procedures identified in OBE were "poor”, "less than adequate", "adequate” or "good".

Section Six comprised ten sentence completion exercises which allowed teachers to express
their opinions related to attitudes, perceptions and feelings of competence towards OBE
{sentences 1, 2, 3, 5 and 7), OBE's assessment techniques (sentence 9), training
programmes (sentence 10), content based education (sentence 6) and education in South
Africa (sentences 4 and 8), Teachers were also able to voice their opinion on OBE ur fer

general comments.

The overlap in content and issues tested between the different sections of the questionnaire
was aimed at fending credibility to the answers given by teachers in each of the sections.

2.6. Statistical Analysis

The data gathered from the study was subjected to relevant statistical analyses:

2.6.1 The Cronbach Coefficient Alpha was calculated for statements on OBE, feelings of

competence towards OBE and feelings of competence towards the assessment procedures of
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OBE. The Cronbach alpha coefficients for the three categories of items were 0.77, 0.86 and
0.90 respectively, indicating that the test components were reliable.

2.6.2 Statistical procedures used to test hypothesis one: (a) The frequency and percentages
of the continuum of teacher responses across the six schools were computed for Sections
Two, Three, Four, Five and Six to determine the attitudes, perceptions and feelings of
competence of teachers in refation to OBE. (b) The average number of hours on OBE teacher
training was calculated to help explain negative or positive attitudes towards OBE. (c) A
principal component analysis was conducted on Section Two to determine whether the total
variation in the data could be described with a much smaller number of components.

2.6.3 Statistical procedures used to test hypotheses two, three, four, five and six: The

Getieral Linear Models Procedure was used fo defermine the presence of a significant
difference across teachers’ ages, year of qualification, exposure to OBE training, different
school types and political orientation. A multiple compariseon test, the Bonferroni (Dunn) T test,
was used to determine where the significant difference occurred.

3. RESULTS

34. Hypothesis One: The Majority Of South African School Teachers Will Be
Abprehensive Towards OBE

3.1.1. Facter Structure

The factor structure of the 26-item scale of Section Two (composed of closed statements) was
analysed in a principal component analysis. Eight components were initially retained by the
Eigen value criterion, i.e. there were eight values > 1, and rotated by Harris-Kaiser oblique
rotation (Appendix H). The rotated factor pattern revealed eight principal components,
however, the fifth principal component was loaded on by only two items, and the seventh and
eighth principal components were loaded on by only one item (Appendix [). A scree plot of the
Eigenvalues (Appendix J) was done, to determine whether the last three identified principal
components could be discarded. Results indicated that there were not enough items to
support the last four principal components and they were accordingly dropped from the
analysis. The remaining four principal components were shown to have satisfactory internal
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consistency and together accounted for 47 percent of the variance in the scores. Four factors,

each measuring a different construct, were yielded in Section Two.

The first component measured teachers’ general attitudes and perceptions towards OBE and
accounted for 20 percent of the variance in the scores. The second component measured
teachers’ feelings of competence towards OBE and accounted for ten percent of the variance
in the scores. The third component measured difficulties associated with the implementation of
OBE and accounted for nine percent of the variance in the scores. The fourth component
measured teachers’ requirements for OBE to be successful and accounted for seven percent

of the variance in the scores.

3.1.2 General Attitudes Towards And Perceptions Of Education In South Africa

Resuilts of the open-ended question of Section Six (Appendix K) revealed that a large
proportion of teachers (23 percent of the sample of teachers) were concerned about education
and the standard of education in South Africa. Table Two illustrates teachers' perceptions of
education in South Africa. Results were obtained from the open-ended questions of Section
Six.

Table 2 Teachers' Perceptions Of Education In South Africa
In-South Africa Education st = = o confe Fredqueney b oo %
In turmoilfin a crisisflacking clear dlrectton 22 23
Deteriorating 18 198
Not given top priority 17 18
Struagling due to lack of funds 8 8
Essential 8 8
Unbalanced 6 6

Of a fairly high standard 4 4
Undergning tremendous change 4 4

In danger due to lack of discipline 2 2
Stable in white schools 1 1
Trying to change too many aspects at once 1 1
Only now awakening 1 1

Of major concern 1 1

Too content based 1 1
Trying to come together 1 1

Total number of responses given by teachers =95

3.1.3 General Attitudes And Perceptions Towards OBE

Appendix L contains a table comparing the percentage of agreement expressed by the
teachers to the statements contained in Section Two. To determine the extent of positive and
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negative attitudes towards OBE all negative statements of Section Two and responses given
on the four-point scale were reversed. It could thus be deduced that teachers who marked
boxes one and fwo had negative attifudes and perceptions towards OBE, while teachers, who
responded by ticking boxes three and four had more positive aftitudes towards OBE. An
analysis of results indicated that 63 percent of the sample of teachers (27 percent strongly
opposed, 36 percent apprehensive) displayed a negative attitude towards OBE. Only 37
percent of the sample of teachers were positive in their response (28 percent positive, nine
percent very excited). Results from the operni-ended questions of Section Six corresponded
with these findings by showing that 48 percent of the sample of respondents were negative, 20
percent of respondents were uncertain and only 12 percent of respondents were positive in
their atfitude tc were.s OBE (Table Three).

Table 3 Teachers' Attitudes Towards OBE

Teachers'atitudes towards OBE arer - 4. . Frequsney. . ] .
Negative 58

Divided/uncertain 24
Positive 14
Sceptical 11

Indifferent/apathetic
Apprehensive

Stereotyped
Scary
One of nervousness
One of non commitment
Important
Responsive

.A_a_;_n_s_»mwcof-\;g%o\?
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Total number of responses given by {eachers = 118

3.1.4 How Do Teachers Feel About OBE?

Results from Section Four (Appendix M) suggest that the majority of teachers (57 percent of
the sample of teachers) are sceptical when they hear of OBE. 27 percent of teachers indicated
that they were confused, 18 percent of teachers felt anxious and 16 percent of teachers felt
negative towards OBE. 25 percent of the sample of teachers demonstrated positive feelings
towards OBE, 21 percent of teachers indicated curiosity and 15 percent of teachers indicated
excitement towards OBE. Table Four lists teachers’ negative, positive and neutral feefings
towards OBE, obtained ftum the open-ended questions of Section Six.
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Table 4 Teachers' Feelings Towards OBE

When | hearof OBE {feel: ~ -~ . Fraquency R
Negative Responses =~/ . ¢ . B8 ¢ e
Sceptical 15 i7

Insecure 14

Worried 13

Confused 12
Apprehensive

Negativé;

Incompetent

Frustrated

Unprepared
Inexperienced
Depressed

Disillusioned
Upset

Stressed
Despondent

That it is a waste of time and money

Positive Responses At
Positive
Excited
Interested
Curious
That we should give it a chance
Confident
Prepared and ready in Grade One
Neittral Responses .
That it is not the only educationa! way

That teachers need {o find out more

2]

s [ [ oo s o feo for o N~ R [ 56

e o [ s [ [ oo [R R T [ I o o [ro o oo [ [ oo fon

Total number of responses given by teachers=118

3.1.5 OBE : Success Or Failure?

Results from the open-ended questions of Section Six (Appendix N) indicate that teachers are
unsure as to whether OBE will succeed or not. 42 percent of the sample of respondents
believe that OBE wili fail. Of the 42 percent, teachers have indicated that OBE is a waste of
time and money (3€ percent), is good in theory but not in practice (29 percent), is too broad
and unstructured (10 percent), is not necessary as content based education produced
satisfactory results (seven percent), is impractical (tive percent) and is geared to produce

lower standards of ed'ication (two percent).

40 percent of the sample of teachers believe that OBE will succeed. Of the 40 percent,
teachers have indicated that the principles of OBE are good (33 percent), that its pupil oriented
and flexible approach can accommodate a wide range of learners (23 percent) and that it is
more effective than content based education (18 percent). 13 percent teachers feel that OBE
is necessary in South Africa but should be used in conjunction with other methods.
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3.1.6 Feelings Of Competence Towards OBE

The percentage of respondents who expressed positive feelings of competence in relation to
the items comprising each of the principal components was computed, and compared to the
percentage who expressed negative feelings of competence. Results from Section Two
indicated that most teachers {75 percent of the sample of teachers) did not feel well prepared
for OBE and that their knowledge of the assessment techniques for OBE was poor (65
percent). An analysis of Section Five, however, revealed that 43 percent of the sample of
respondents indicated that their feelings of competence with regard tu the variety of different
assessment procedures identified in OBE were adequate, while 21 percent rated their feelings
as being good. Most highly rated were written assignments, pen and paper tests, oral
presentations, projects, practical assignments and simulations (Table Five).

Table 5 Teachers' Feelings OFf Competence With Regard To The Variety Of
Different Assessment Procedures [dentified In OBE

: “»'"LESS‘IHAN () : i B
. ADEQUATE f ADEQUATF: B GOOD
= | COMPET! ENCE COMPETENCE COMF’ETE‘\ICE
L : b n e Frequency O, | Froguency | " 0%~ {-Frequency | " Of - | Frequency |~ 'O -
Self-assessment bv leamers 30 29 28 27 36 34 11 11
Porifolios 13 13 34 35 39 40 1 1
Written assignments & 8 7 7 51 51 35 35
Pen and paper fests 5 <) 13 13 48 47 36 35
Oral presentations 5 5 13 13 47 44 41 39
Peer assessment 12 12 38 37 40 39 14 14
Prolects 7 7 16 16__ 1 51 48 32 30
Practical assignments 5 5 13 13 53 52 32 31
Simulations 7 7 38 28 55 55 10 10
External assessors 15 15 44 44 33 33 8 8
Computer assisted assessment 18 18 39 39 32 32 10 10
| AVERAGE : 11 ) 25 ) 43 21"

A further analysis of Section Five (Table Six) revealed that teachers' feelings of competence
with regard to the methodology of OBE clustered around the median.

Table 6: Teachers' Feelmgs of Competence With Regard To OBE

-~ LESSTHAN | B
0| ADEQUATE - ADEQUI-‘TE - .GO0D ¢
: COMPETENC‘E ‘COMPETENCE COMPETENCE

L N o : i Frequency. |~ 9 [ Fréquency: | 04 Fraquency [ of
Focusing students on the learning 7 7 37 36 50 48 10 10
outcomes of OBE

The principle of continuous assessmernt 3 3 28 26 48 45 28 26
in OBE

Providing students with the opportunity 5 5 25 24 56 53 20 18
to develop critical outcomes
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Teaching the eight leaming areas of 7 7 45 43 42 40 10 10
OBE

Ability to assess students using OBE| 13 12 40 38 46 43 7 7
assessment critetia

Employing OBE teaching methodology 11 11 36 34 48 46 10 10
Ability to successiully implement OBE 7 7 44 44 53 50 3 3
Classroom management with OBE 11 10 H 29 51 48 14 13
AVERAGE - R B 8 34| 47 T 12

3.1.7 Attitudes Towards The Assessment Procedures Of OBE

Results obtained from the open-ended questions of Section Six showed that 60 percent of the
total sample of teachers’ attitudes were negative, 32 percent of teachers' attitudes were
positive and eight percent of teachers' attitudes were neutral with regard to the assessment
techniques of OBE. Table Seven illustrates teachers' negative and positive responses.

Table7 Teachers' Attitudes Towards OBE's Assessment Techniques
|.When [ hear cf OBE's' assessment tachnlgues Yfeels - oo oot ) Frequencey |-
| Negative Responses. . AN el .64
Worried 12
Confused 10

Insufficiently prepared

That there will not be enough time in a school day to implement it
That more training for educators is necessary

Uncertain

Anxious

Sceptical
_Upset

That we shouid not have o change

Negative

Exhausted before starting

| That the assessment techniques are unrealistic for the large class situation

That more pupils will slip through the safiy nets

(SIS Y AYEHEI Y o Y1) g Pt o o2

That there has not been enough research done

S (XY (Y (0] (11371 N0 red 1 IS RN PG XY /Y (XY 1] (R E XN (TR Y
XY i

_Positive Responsés & ¥ 32
Positive 35
That teachers have been assessing like that all the time 21
| Competent 15
That it is ¢hild centred 9
Interested lo learn more 6
Excited 6
That we should move away from final examinations to continous assessment g

That perhaps there will be a change in South Africa

Total number of responses given by teachers = 106

Although many teachers were apprehensive in their attitude towards the assessment
techniques of OBE, an analysis of Section Four (Appendix M) showed that most teachers
agreed with the principals of OBE assessment: 79 percent of the sample of teachers indicated
that assessments should happen all year through; 67 percent believed that assessment was
integral to learning and teaching; 58 percent stated that assessment should focus on how well
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learners apply skills; 55 percent believed that assessment is about understanding what pupils
have learnt; and 43 percent of respondents indicated that assessments should not only be in
the form of examinations. The idea that assessment should happen only at the end of the
year, that assessment should onlv involve examinations, that assessment is about comparing
students’ performance to one another, and that assessment is separate from learning and
teaching was rejected.

3.1.8 QBE Training

Results from Section Three (Appendix O) indicated that teachers, on average, have received
eight hours uf teacher training on OBE (SD = 14.53). Most training has been in the form of
multiple workshops (28 percent), workshops and lectures (26 percent). 25 percent of
respondents indicated that they had not been exposed to any form of OBE training. Despite
the provision of in-service training programs for teachers, an analysis of Section Two showed
that 81 percent of the sample of teachers (Appendix L) felt that they had not received
adequate training on OBE. Results from Section Three revealed that 87 percent of teachers
(Appendix O) felt that an inadequate number of training courses on OBE has been provided.
According to 91 percent of the sample of teachers (Appendix O), the quality of OBE training is
inadequate. Table Eight summarises teachers’ attitudes and perceptions towards fraining
programmes on OBE, obtained from the open-ended questions of Section Six.

Table 8 Teachers' Attitudes And Perceptions Towards OBE Training Programmes

- Training brogrammes on OBE: are e T T T Frequency %

Negative Responses ! T e @ L 106 i 88

Inadeguate (not achieving the objectives and aims) 62 58

Insufficient/not available for all 18 17

Paorly presented 10

Not properly co-ordinated/chaotic 5

Exaggerated

Boring

A joke

Do not prepare teachers for the problems faced in the classroom

Discouraging

Qverwhelming

Y Y A Y (R (21 )

Patronising

Positive Responses : R i - S0

Vitaliimportant

Good 33

Necesgsary to equip teachers with skills 25

Adequate

Neutral Responses el

Focused on emphasising racial equality 33

Should be set on a reqular basis 32

_x_x_\;‘,;_um.b_.p.l'i"_x_x_;_;_xmm
(98]
(]

Still in the initial stages 33

Total number of responses given by teachers = 121
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3.1.9 Teachers' Attitudes Towards Contenit Based Education

An analysis of the open ended questions of Section Six (Appendix P) revealed that the
majority of teachers (57 percent) displayed positive attitudes towards content based education.
Of the 57 percent, 28 percent of respondents felt that content based education was
acceptable, 20 percent of respondents felt that content based education guaranteed higher
educational star.dards and results and 19 percent of respondents felt that it was necessary to
teach certain subjects. Teachers felt that content based education was valuable (nine
percent), structured and orderly (seven percent). 34 percent of respondents displayed
negative attitudes towards content based education. Of this 34 percent of respondents,
approximately half agreed that content based education was inadequate while approximately a
quarter agreed that it was outdated. Teachers felt that content based education was inhibiting
(18 percent), unchallenging (three percent), lacking in discipline (three percent) and that it was
encouraged by lazy teachers (three percent).

Results from Section Four (Appendix M) indicated that 51 percent of the sample of teachers
felt that content based education promoted problem solving, sharing of information between
learners (35 percent), critical thinking (32 percent) and co-operation between learners (29
percent). Only 27 percent of the sample of respondents believed that content based education
did not promote critical thinking, problem solving, sharing and co-operation between learners.

3.1.10 Teachers' Knowledge Of OBE

An analysis of Section Three (Appendix O) showed that the majority of teachers (48 percent)
did not know which theory OBE was based on. 36 percent of respondents thought that OBE
was based on a particular cagnitive learning theory, while 16 percent of teachers thought that
OBE was based on a particular behavioural learning theory. Results (Appendix O) further
suggested that teachers were unsure about their role in OBE, 83 percent of the sample of
teachers believed that the role of the teacher is that of a mediator who needs to take
responsibility for the learning of the student, illustrating ideas and applying teaching skills to aid
understanding. 45 percent believed that the role of the teacher is that of a facilitator who sets
up the learning situation and then leaves the child to explore the task for himself. The majority
of teachers (75 percent), however, agreed that students could play an active role in developing
part of their curriculum. Teachers believed that OBE will enhance student self-esteem (40
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percent), achieve learning outcomes (37 percent), prepare learners for higher education and
the world of work (31 percent), increase teacher autonomy (nine percent) and improve learmner
attendance at school (seven percent). A quarter of teachers believed that none of the above -
mentioned factors would be achieved through OBE.

3.1.11 Factors Hindering A Successfu! Implementation Of OBE

Results from the principal component analysis (Section Two) indicated that 88 percent of the
sample of teachers acknowledged the presence of implementation difficulties with regard to
OBE. 92 percent of teachers felt that the large classes in the South African schools would
hinder a successful implementation. 92 percent of teachers felt that the provision of resources
was essential for OBE to be successful. 63 parcent of respondents felt that a common cultural
background between learners and teachers was important for OBE to be successful. 72
percent of teachers were unsure as to how they could transform learners from passive to
active students. 60 percent of respondents indicated that it would be difficult to identify
particular competencies of learners, as learners use a variety of different strategies in their

performance.

Responses obtained from the open-ended questions of Section Six (Appendix Q) indicated
that 16 percent of teachers felt that OBE would fail because of the lack of state funding. Ten
percent of respondents believed that OBE was unrealistically enforced in a short time. Six
percent of teachers felt that classes were far too big. Five percent believed that incompetent
teachers would hinder a successful implementation of OBE and four percent felt that OBE's
terminology was too confusing. A proportion of teachers (18 percent) questioned the rationale
of implementing OBE in South Africa when it has failed in other countries.

3.1.12 Proposed Soiutions

Results from Section Two suggested that the majority of respondents (87 percent) felt that
cognitive or thinking skill programmes should be introduced to aid teachers in understanding
and implementing OBE. Under "Furlher Comments" in Section Six the following solutions were
proposed: 12 percent of teachers felt that regular, nation-wide workshops on OBE should be
held that allowed for implementation periods and feedback sessions. 11 percent of teachers
feli that trainers with more skills should host the OBE workshops. Seven percent of teachers
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felt that the old education system should not be totally discarded, but that the good points
should be taken from the old and the new systems to make education a success in South
Africa. Six percent of teachers felt that OBE worked well in first world countries where facilities
are adequate and where educators are well equipped and thoroughly trained. They proposed
that South Africa should consider a gradual adoption of OBE in line with economic restraints.
Five percent of teachers felt that departmental funding was essential for OBE to succeed.
Three percent of teachers felt that a constant re-evaluation of OBE was necessary.

3.2. Hypothesis Two: The Acceptance Of OBE Will Vary Negatively With Age

The General Linear Models Procedure and the Bonferroni Critical Values Approach were used
to determine whether there were any significant interaction effecis across the ssven different
age levels. Results indicated that there were no significant differences in attitudes, perceptions
(F[6; 115] = 0.79, not significant) and feelings of competence (F[6; 101] = 0.93, not significant)
towards OBE across the different age groups.

3.3 Hypaothesis Three: The Acceptance Of OBE Will Vairy Negatively With Years Of

Teaching Experience

The General Linear Models Procedure and the Bonferroni Critical Values Approach were used
to determine whether the acceptance of OBE varied with years of teaching experience.
Results indicated that teachers' aftitudes, perceptions (F[4; 117] = 0.4, not significant) and
feelings of competence (F[4; 103] = 0.25, not significant) towards OBE did not vary with years
of teaching experience.

3.4 Hypothesis Four: The Acceptance Of OBE Will Vary Negatively With Exposure
To OBE Training

The General Linear Models Procedure and the Bonferroni Critical Values Approach were used
to determine whether the acceptance of OBE varied with exposure to OBE training. Results
indicated that teachers’ attitudes, perceptions (F[4; 112] = 0.8, not significant) and feelings of
competence (F[4, 102] = 1.4, not significant) towards OBE did not vary with exposure to OBE

training.
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3.5 Hypothesis Five: The Acceptance Of OBE Will Vary According To The Type Of
School

The Gereral Linear Models Procedure and the Bonferrani Critical Values Approach was used
to determine whether the acceptance of OBE varied according to the type of schoo! at which
teachers taught. Results indicated that teachers' attitudes, perceptions and feelings of
competence towards OBE (F[5; 102] = 1.85, not significant) were not significant across the
different types of schools. A comparison of teachers' responses o the open-ended questions
of Section Six, across the different types of schoois, however showed that the Private Schoal,
the Historically Black and the Historically White Afrikaans speaking school were more negative
in their attitudes towards OBE than the other three schools (Table Nine). Results, however,
are qualitative and must be treated with caution.

Table 9 Teachers' Attitudes Towards OBE Across The Six Different Types Of

[ Historically vically "] *Private - Historically. 1 Historically T "Historically
Afkgans - white' ) Sehoal”, | Black ] * Coloured, | indian.”
5 " schodf L school ] scheo! | School
R ] Cimos ol v s e E e nagl
| Negative 61 % 75 % 33% 42 %
Ambivaient 29% - - 8%
Positive - 25% 33% 8%
Sceptical 7% - 11% 17 %
| Indifferent - - 4% - 11% %

3.6 Hypothesis Six: The Acceptance Of OBE Will Vary According To A Teacher's
Political Orientation

The General Linear Models Procedure and the Bonferroni Critical Values Approach were used
to determine whether the acceptance of OBE varied according to a teacher's political
orientation. Results indicated that teachers' attitudes, perceptions (F[3; 34] = 1.96, not
significant) and feelings of competence (F[3, 33] = 0.82, not significant) towards OBE did not
vary according to their political orientation. Results must however be interpreted with caution
as only 38 teachers of the total sample of 124 teachers revealed their paiitical orientations.
Results may be invalid as an insufficient number of responses were obtained.
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4, DISCUSSION

4.1 Interpretation Of Findings

The investigation revealed that more than haif of South African teactiers hold negative
perceptions and attitudes towards OBE. Hypothesis One, stating that the majority of South
African school teachers will be negative about OBE, was thus confirmed.

It is noteworthy that no significant difference in attitides and perceptions were found between
teachers of different age groups, between teachers with differant years of teaching
experience, between teachers with different amounts of exposure to OBE training, between
teachers working at different types of schools and between teachers' political orientations.
Hypothesis Two, Three, Four, Five and Six, based on Manno's {1994), Moster and Reagan's
(1997), Christie's (1998), Skuy and Vice's (1996) findings, were thus rejected.

4.2 General Discussion Of The Findings

The majority of teachers appeared to be concerned about education in South Africa. Teachers
indicated that they were worried that the standard of education is rapidly deteriorating in South
Africa. A large number of teachers felt that due to departmental subsidy cuts, staff reductions
and lack of available resources, education in South Africa is facing a crisis. The
implementation of OBE, under such circumstances, was viewed with much scepticism.
Feelings expressed were that of confusion, apprehension, uncertainty and anxiety. These
feelings mirrored the feelings obtained from Mostert and Reagan's (1997} informal studies on
teachers' attitudes towards OBE. A minarity of respondents indicated positive feelings,
curiosity and excitement towards OBE.

Teachers were divided as to whether OBE would fail or succeed in South Africa. Respondents
believed that a lack of resources, large classes, cultural differences between learners and
teachers and incompetent teachers would stand in the way of OBE becoming a success.
Teachers felt unsure as to how students could be transformed from passive to active learners.
In general they felt that OBE was unrealistically enforced in a short time. Teachers questioned
how OBE could succeed in South Africa when it had failed in so many other countries. These
findings bear a strong resemblance to various concerns expressed respectively by Malcolm
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(1997), Skuy (1997), Jansen {1997) and Hofmeyr (1997).

Teachers did not, however, dismit's the principles and methodology of OBE as being absurd.
This concurs with Dellit (1993), Skuy, Fridihon and O'Carroll's (1998) studies which suggested
that teachers prefer an educational approach that is outcomes-hased and cognitively orieated,
despite previous emphasis on content and rote learning. In Skuy, Fridjhon and O'Carroli's
(1998) study, stimulating students’ desire to learn was ranked as the most important goal of
education. Rote learning, conformity to a norm was ranked the least important goals in
education. Simitar results were obfained from this study. Furthermore, over half the teachers
surveyed in this study felt that OBE would encourage independent, life long learners. Teachers
felt that student self-esteem would be enhanced through OBE. This corresponds to Marock's
{1997) and Foks' (1997} belief that OBE has an important role to play in society. The fact that
the majority of teachers displayed positive atlitudes towards content based education rather
than OBE, suggests that teachers feel more comfortable and famifiar with it.

Although the majority of teachers displayed negative aftitudes towards and perceptions of
OBE, somewhat less negative results on teachers' feelings of competence towards OBE were
obtained. These were still unsatisfactory in that only approximately half the teachers surveyed
indicated that they would be able to focus students on the learning outcomes of OBE, provide
students with the opportunity to develop critical outcomes, teach the eight learning areas of
OBE, employ OBE teaching methodology, successfully implement OBE and manage their
classroom with OBE. The majority of teachers, despite indicating that they felt negative
towards the assessment procedures of OBE, felt that the principals of OBE assessment
(focusing on how well learners apply skills and understanding what pupils have learnt) were
applicable to education in South Africa. A large proportion of teachers indicated that they felt
that their knowledge of OBE's assessment procedures was poor. Questions, asking teachers
to rate their feelings of competence with regard to portfolios, written assignments, pen and
paper tests, oral presentations, peer assessment, projects, practical assignments and
simulations, however, revealed that the majority of teachers felt relatively competent with
regard to these assessment procedures. Results suggest that teachers feel comfortable
implementing these assessment procedures and have probably made use of them for years.
Resuits showed that teachers need to improve their feelings fowards external assessors,
computer assisted assessment and self-assessment by learners. This finding suggesis that
many teachers are still unfamiliar with these OBE assessment technigues.




Although the majority of teachers surveyed answered negatively when asked about OBE in
general, their responses tended to be more positive when questioned about the specific
aspects of this teaching approach. This suggests that teachers have not been fully briefed as
to what OBE entails and that they do not associate these specific teaching aspects with OBE.
It appears that teachers feel threatened by the broad notion of OBE. Teachers view the
concept of OBE as being abstract and intangible. They do not know how it translates into
practice. As in Dellit's (1993) findings teachers are sceptical about assessment and reporting
procedures, are negative in their attitudes towards OBE and are concerned about OBE's
impact on their workloads. Results from this study, however, show that when questions about
OBE become more specific, teachers feel more competent towards OBE's educational

approach.

Negative attitudes towards OBE may further stem from disorganised and poorly presented
workshops that do not prepare teachers for problems faced in the classroom. Most
respondents were very negative in their attitudes towards OBE training courses. The findings
supported the findings of Hofmeyr (1997} and Jansen (1997) that in-service programmes for
OBE were poor, insufficient and inadequate. Skuy, Young, Achmat, Ajam, Fridihon and
Lomofsky (1998) have elaborated this by stating that the cognitively-orientated OBE is not
matched by the preparedness of the teachers for its implementation.

4.3 Proposed Solutions To Help With OBE Implementation Difficulties

A large proportion of teachers in this study proposed that regular, intensive OBE trairing
programmes at schools be introduced to teachers. This finding reflects Jansen's (1997) belief
that school-wide intervention programmes are of greater value than the provision of sporadic
or periodic workshops that affect one or two teachers. Furthermore, teachers indicated that
competent and skilled trainers should host OBE workshops and that an eclectic educational
approach, combining content based education with OBE, should be adopted. Many teachers
believed that it was necessary to monitor and re-evaluate OBE on a regular basis. This
concurs with Jansen's (1997) notion that a monitoring and evaluating system is needed in
order to trace the impact that the changes will have on the South African education system.
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More than half of the teachers surveyed indicated that they were unsure as to how a paradigm
shift from content based education to OBE could occur. Jansen (1997) attests that the
following is needed tfor a paradigm shift in education to occur: in-service education for all
teachers using the OBE curriculum as an entry point; political commitment; support from
NGOs; the business community; the provincial education departments and teacher
organisations; and quality improvements for the large community of disadvantaged schools in
South Africa. This corresponds to Huberman's {cited in Skuy & Vice, 1996, p. 135) belief that
all people in a society must be involved for change in education to be effective and long

lasting.

Foks (1997) states that in order for OBE to be adopted successfully nevs mindsets regarding
all aspects of learning, need to be adopted. These include ideas about its designs, its delivery,
its management, its administration and the way in which resources to support it are allocated
and managed. Results from this study, however, indicate that teachers feel that South Africa at
present has problems in bringing about such radical and massive changes.

A large proportion of teachers in this study indicated that they did not know what theory OBE
was based on. This finding reflects Porter, Rizvi, Knight, Lingard (1992) and Skuy's (1997)
recognition of the existence of a gap between learning theory and implementation. The
majority of respondents felt that cognitive programmes or thinking skill programmes should be
introduced to teachers to aid in the understanding and implementation of OBE. Rather than
“re-inventing the wheel and not taking cognisance of what already exists", Skuy (1997, p.1)
proposes that cognitive programmes or thinking skili programmes, based on Feuerstein's
theory of Structural Cognitive Modifiability (SCM) with its central and underlying construct of
the Mediated Learning Experience (MLE), could be used to promote the implementation of a
cognitively-oriented OBE curriculum.

According to Skuy (1997, p. 8) “the value of Feuerstein's theory and its various components is
that it provides a specific analysis of the processes underlying OBE's critical cross-field
outcomes and the methods and tools for achieving them". Feuerstein’s Instrumental
Enrichment (IE) thinking skills programme may, for example, be of great value ‘o OBE. IE's
cognitive and metacognitive programme (Feuerstein, 1979) provides a cognitive foundation for
teachers and students who will be exposed to OBE, as it enables the bridging of concepts or
cognitive operations from the Instruments into all subjects or learning areas (Skuy, Young,
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Ajam, Fridihon & Lomofsky, 1998, p. 8). Through Feuerstein's theory, OBE's holistic and
cognitive approach to education (Preston & Walker, 1993), which is often ignored, may be
incorporated.

Results from this study indicated that approximately half of the teachers surveyed believed
that the role of the teacher is that of a facilitator who sets up the learning situation and then
leaves the child to explore the tasks for himself. The other half believed that the role of the
teacher is that of a mediator who needs to take responsibility for the learning of the student,
illustrating ideas and applying teaching skills to aid understanding. These two types of teacher
responses reflect Feuerstein's two modalities of learning: The Direct Learning Experience
through direct exposure to stimuli and the MLE, which builds on Vygotsky's critical concept of
mediation, where direct experience with environmental stimuli is transformed through the
actions of an experienced intentioned and active human being (Feuerstein, Rand, Hoffman
and Miller, 19803. '

MLE does not only explain the conditions under which optimal learning occurs, it also provides
the dimensions of teacher-student interaction necessary for optimal cognitive and
socioemotional learning to oscur (Feuerstein and Feuerstein, 1991), MLE provides {eachers
with the ability to develop a mediational, interactive style of teaching which enables students to
become effective communicators, analytical and creative thinkers, who can gather and
organise informatioi and conduct research. MLE ensures that the teacher's role changes from
being a transmitter of knowledge to a mediatar and {acilitator of learning, while the expectation
for the student changes from a passive receiver of knowldege 0 an autonomous learner,
reflective thinker and problem solver, who is actively involved in his or her own learning and
construction of knowledge, The paradigm shift from passive to active learner, required for OBE

to succeed, is made possible.

To summarise, teachers' attitudes towards and perceptions of OBE could become more
positive with the provision of sufficient and high quality training courses on OBE, that are
hosted by skilled professionals. The provision of cognitive training programmes, based on
Feuerstein's theory of Structural Cognitive Modifiability, may also produce a shift in attitudes. A
study by Skuy, Young, Ajam, Fridihon & Lomofsky (1998) suggests the usefulness of an IE
based programme in providing teachers with the appropriate attitudes and skills for
implementing the OBE approach. Teachers may feel more positive towards OBE if they feel
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that policy makers, NGOs, business communities, educators, teachers and students support it.

4.4  Shortcomings And Limitations Of The Research

This study examined teachers' attitudes, perceptions and feelings of competence towards
OBE in South Africa. The sample, consisting of 124 teachers, was drawn frori six different
types of schools in and around Johannesburg. Although the sample ' as thus fairly
heterogenecus, the external validity of the research may be questioned. The study did not
consider the influence of geographic location on results, as teachers' attitudes and perceptions
towards OBE may differ across South Africa's nine provinces. The results of the present study,
which suggest that the majority of teachers are negatively disposed to OBE, may not be a true
reflection of the feelings and perceptions of the total population of South African teachers.

A further bias is found in the cultural/ethnic compuosition of the study's sample. The sample of
teachers was unequal across the six different types of schools. Only a small proportion of
black and coloured teachers participated in the research. It is thus uncertain whether the
attitudes and perceptioris of black and coloured teachers towards OBE are adequately
represented. Also, teachers' attitudes, perceptions and feelings of competence may vary
among schools in the same category, such as, for example among histerically (1) White
English speaking schools, (2) Black schools, (3) Coloured schools, (4) Indian schools, {3)
White Afrikaans speaking schools and (6) Private Schools. This is because each school has
different srhool dynamics and is composed of different teachers with different personalities.

A bias in teachers' age groups and year teaching qualification was obtained was also evident.
Results indicated that a large proportion of teachers was between 40 and 49 years old and
that most teaching qualifications were obtained before 1989. The external validity of
hypothesis two (the acceptance of OBE will vary negatively with age) and hypothesis three
(the acceptance of OBE will vary negatively with years of teaching experience) may thus be
questioned. Furthermore only a minority of teachers indicated that they were teaching Grade
One. The majority of teachers were thus not directly affected by OBE. Interesting research
results could have been achieved by comparing teachers' attiudes towards and perceptions of
OBE across the different grades.
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A further shortcoming may have been in the way in which the survey was conducted. The
researcher could have handed out the questionnaires to the teachers during break and could
have collected them immediately after break. By doing so, the researcher could have
eliminated the risk of teachers discussing the questionnaire. This may also have improved the
return rate of questionnaires.

A limitation of the questionnaire was that it was not translated into the teachers' home
language. By doing so, clarity, meaning and understanding of the statements and questions on

OBE may have been enhanced.

4.5 Suqgestions For Further Research

The study was limited to assessing teachers' attitudes, perceptions and feelings of
competence towards OBE in and around Johannesburg and should be conducted nation-wide
to enhance the external validity of the research. Historically White English Speaking, White
Afrikaans Speaking, Black, Coloured, Indian and Private Schools, as well as Rural Schools
and Special Education Schools should be included tu obtain @ comprehensive view of
teachers' attitudes and perceptions fowards OBE across South Africa.

A large proportion of the teachers surveyed felt that cognitive programmes or thinking skill
programmes should be introduced to teachers to aid in the understanding and implementation
of OBE. Using a workshop based on Feuerstein's theary of Structural Cognitive Modifiability as
the experimental variable, a nonrandomized control group pretest-posttest design could be
utilized, to determine the impact of cognitive thinking skill programmes on attitudes and
perceptions of teachers towards OBE. The two teacher groups shouid be matched as closely
as possible.

To determine the impact of OBE training on teachers' atfitudes towards OBE, a pretest-
posttest control group design, using intensive OBE training (incorporating Feuerstein's thinking
skills programmes) as the experimental variable, could be conducted. By maiching the two
teacher groups in terms of exposure to OBE training, age, years of teaching experience,
gender, home language and grades taught, it could be determined whether inte /e training
courses on OBE have a positive impact on teachers' attitudes and perceptions towards OBE.



40

4.6 Summary And Conclusion

Education in South Africa is undergoing fundamental change. The change involves a paradigm
shift from content based education to OBE. OBE, strongly influenced by the Australian and
New Zealand curriculum framework, is designed to promote lifelong learning, integrate
education and training, recognise learning gained outside of formal institutions and allow for
flexible, portable credits and qualifications (French, 1997).

The attitudes, perceptions and feelings of competence of teachers in South Africa will either
aid or hinder a successful implementation of OBE in South African schools. Research has
shown that the majority of teachers in the present study are negatively disposed towards OBE.
This finding correlates with informal studies on teachers' attitudes towards OBE in South Africa
{Mostert & Reagan, 1997). Faciors hindering a successful implementation are the country's
lack of available funds and rescurces, the large pupil : teacher ratio, the inadequate and
insufficient number of training courses on OBE, and high stress levels among teachers (Fox,
1997; Jansen, 1997; Malcolm, 1997). Monyokolo and Potenza (1997) have further voiced their
concern that educational models, imported from contexts that are different from South Africa’s,
are short-sighted. A large proportion of teachers in this study echoed this finding.

In OBE, teachers need to be competent in focusing students on learning outcomes, provide
students with the opportunity to develop critical outcomes, teach the eight learning areas of
OBE, employ OBE teaching methodology, assess students using OBE assessment criteria
and successfully manage a classroom with OBE. Research has shown that approximately half
of the teachers surveyed in this study felt competent enough to apply OBE, thus
demonsirating that OBE may succeed. Promising as this may sound, much more work on
OBE still needs to be done to increase the comfort levels of those teachers who still fesl less

than competent towards OB,

Cognitive thinking skill programmes and intensive QBE training programmes, hosted by skilled
trainers need to be implemented in order to enthance teachers' aftitudes, perceptions and
feelings of competence towards OBE. The impact that OBE has on South African education
should be monitored, with regular nation-wide studies assessing these attitudes, perceptions

and feelings of competence.
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The voices of teachers are often ignored in South African education. It is hoped this research
has provided some useful information to educational policy makers regarding teachers'
attitudes towards and perceptions of OBE and ideas to enharnice its success.
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Appendix A:
Comparison Of Key Competencies, Core Skills, Workplace Know-How And Essential
Skilis
(Borthwick, 1993, P.32)

AUSTRALIA UK {NCVQ) USA (SCANS) NZ
Key : Core Skills Worliplace Essential Skills
Competencies Know-How {
Callecting, Communication Information Information Skills
Analysing and Foundation Skills -
Organising (Basic skills)
information )
Communicating Communicalion Information Communication
Ideas and Personal Skills Foundation Skills ~ Skills
Information {(improving own (Basic skills)

leaming and

performance)

- Planhing and Personal Skilts Recourens Soff- management |
Organising {(impreving own Founcladion Skills ~ Skilis !
Activities leaming and {(Parscnal quaiities) Work and Study !

performance) Skills

Working with Personal Skills Interpersonal Skills  Sccial Skills i

Cthars.and in (Working with Work and Study |

Teams others) Skills |
Using Numeracy: Foundation Skil: ~ Numeracy Skills

Mathematical Ideas Application of \Jdasic skills} :

and Techniques  number |

Sclving Problems ~ Problem Sciving Foundation Skl Numeracy Skills "

(Thinking Skills) - Decision-making i

_ . Skills ’

Using Technology  Information Technology Inforrnaticn Skills !
Technology Systems Commurication

’ Sidlls :
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Appendix B:
The National Qualifications Framework

QF Levels, Qualification / Certificate Categories and Providers .
_Levels Higher Education’
5-8 . -
Il Research - Higﬁer' - Initial Profess. ZNati_on"al‘
) -Degress - | Degress. Employmt’ Diploma “ '
Levels - Further Education Certificate
2-4 -
Senior .. Technical Privgte Industry Lzbodr | N _‘
Seccndery | Colleges . | providers | education | market | G°
Schools | Commer- P & training | sche- | O.
I " cial ' © oo {mes’ s
| Colleges C
Level General Education Certificate *
1 ' .
Grade 9 - | (Current Std 7) ABET 4 (Adult Basic
Grade 7 - | (Current Sid §) ABET 3 - 'Educztion
Grade & - | (Current Std 3) ABET 2 3nc{ -'
Grade 3 - | (Current Std 1) ABET 1 Training)
Educare '
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Appendix C:
Content Based Education Compared To OBE
{OBE, 1997, P. 2, 3)

Contents Based __;, Qutcomes Based

Education

.* teachers transmit information;
teacher-centred;

o syllabus and content is

- independent of the pupil/student's
- experience; .
“a focus on facts and information;

* does not give credit for knowledge
or skills acquired outside of the
formal education situation;

* rigid, compartmentalised subjects
with an expected corpus of
knowiedge in each.

= rote leaming (parrot fashion)
without necessarily understanding;
= teachers often lecture to impart
information;
= pupils/students are passive
leamners with teachers responsible
for delivering information and
knowledge;
= students/pupils all work at the
- same pace dictated by the teacher

without taking into account different *

levels of ability;

« knowledge of syllabus contents;

METHCDOLOZY
Teaching Style

Fducation

PRINCIPLES

« educators are facilitators of
learning;
* laamer-centred;

- *» awide variety of expected

outcames ensure acquisition of
knowledge, understanding, skills,
attitudes and values;

o fearning is relevant to real life
situations and experience of the
learner;

* focus on application of knowledge;

© builds on skills and knowledge
already acquired;

¢ cross-curricular integration of
knowledge and skills to prepare
learners for real life,

o critical thinking, reasoning,
research, reflection and action;

» learners engagein
group/team/pairwork, debate, role
play, experiments;

¢ learners are active and take
respansibility for their learning by
being actively invalved in res .arch,
debate and experiments;




Contents Based
) Educatmn
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Outcomes Based
Education

METHODOLOGY

e students/pupils do not have

leaming expectations exp!amed to

them;
< a single style af teaching is used
. which does nat take into accaunt
different styles of leaming;

* {earners are able to work at their
own pace;

* leamers know what outcames they ~
are expected to achieve;

« avariety of approaches are used
in the leaming pracess giving
oppartunity for all leaming styles

. to be accommodated.

~ Use of Learning Materials

. - *textbooks concentrateon . ...

; delivering the content of the ..
:  syllabus;

¢ assessment af knawledge of

0 of year exams;

3 el assessment focuses on retention
TEEEEEEE ofknowledge;
+ = assessment is by teachers and

external examiners who mark work

( :&: and calculate a finaj result in
== nusmerical terms.

 leamers taught not to question
anything they leamn which prevents
them from thinking far themselves;

e hecause they have been relianton
a teacher to canduct their leaming,
students stop learning once they
leave formal education;

e unable to apply knowledge aad
understanding, on leaving formal
education, the student lacks the
ability to take his/her placain
saciety effectively at the outsat.

syllabus contentviatestsand end .

. RESULT

© naw leaming materials encourage
an eclectic approach, taking into
account a wide range of resources.

Assessment

» cantinuous assessment throughout
3 phase to give an overall picture
af anindividual leamer’s progress;

# assessment is broad, covering a
number of assessment criteria
which include skills, knowledge,
understanding, attitudes and
values;

» assessment includes teacher's

assessment, self-assessment, peer A
assessment, resultingina { AIL
descriptive statement of what vy
a learner has achieved. Q 'ﬂ asTL

© 8 mﬁﬁm

= learners l=am to question and to- i
have a persorial responsa to what
they leam —this encourages critical
thinking:

« because learners have acquired
the skills for learning, they will be
encouraged to continue to learn
for life;

« ability to undarstand and apply
skills enables learners to take their
place in society and workplace as
a well rounded cmzen.

n
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Appendix D:

Specific Qutcomes Of OBE

LANGUAGES, UTERATURE
AND COMMUNICATION

make and negatiate meaning and
understanding;

show critical awareness of language usage;

respand ta the aesthelic, affective, cultural
and social values in texts;

aceess, pracess and use information from
a variety of sources and situations;

understand, knaw and apply language
structures and canventions in cantext:

use fanguage far leaming;

use appropriate communication strategies
for specific purposes and situatians.

HUMAN AND SOCIAL SCIENCES

demanstrate a criticat understanding of
how South African society has changed
and developed;

demonstrate a critical understanding of

(OBE, 1997, P.5)

MATHEMATICAL LITERACY, MATHEMATICS  ARTS AND. CULTURE
AND MATHEMATICAL SCIENCES
demanstrate understanding about ways af ~-.

woarking with numbers; »
manipulate number pattemns in different .
ways;

demnnstme urdersmndlng af the histaricat
devel af ics invariaus.
soclal and cultural contexts:

critically analyse how mathematical
relationshigs are used in sacial, patitical
and ecanarmic refations;

meastire with competence and confidence

in a variety of cantaxts

use data fram various contaxts ta make

informed judgements;

describe and represent experiences with

shape, space, time and mation, using all

avaitable senses; .
yse naturai forms, cultural praducts

pattemns of sacial development;
participate actively in premoting a just,
demacratic and equitahie society;

make scund judgements about the
development, utilisaton and management
of resaurces;

critically understand the role of tachnelogy
in sacial development;

demonstrate an understanding of
intarrelationships brtween saclety and
natural Jevelopment;

{dress social and al issues
In order to promote development and sacial
justice;
analysa forms and processes of
arganisations;

use a range of skills and tachniques in the
Human and Sacial Sciences context.

.

TECHNOLOGY

understand and 3pply the Technological
Process to salve problems and satisfy,
needs and wants;

apply a range of technalogical knovriedge
and skitls ethically and respansiblys; .
access, pracess and use data for
technolegical purposes;

select and evaiuate products and systems;
demonstrate an ynderstanding of how
different sacieties create and adapt

- technological salutians to pardeular

prablems;

demonstrate an understanding of the
impact of techniology;

demonstrate an undetstanding of haw
technolagy might reflect different biases,
and create rasponsible and ethical
strategies to address them.

and pracesses as representatlons of shape,
space, and time;

usa mathematicat language to communicate
mathematical ideas, cancepts
generalisations and thought processes;
use various logical processes to farmulate,
test and justify conjectures.

NATURAL SCIENCES

use pracess skills to invesiiguls yhonomena
related ta the Natural Sciences;
demonstrate an uruerssandng of it apts
and principles, and acquiist ioovied o in
the Natural Sciences;

apply scien:ific knowladge and skils to
prablems ift innavative ways;

demanstrate an understanding of iaw
scientific knowledge and skills coperibuie
ta the management, development &Gu.
utilisation of natural and other resoure.5;
use scientific knowledge and skills to
suppart respansible decislon-making;
d knowledee and under

of the relalionsh’y between science and
culture;

demonstrate an understanding of the
changing and contested nature of
knowledge in the Natural Sclences;
demonstrate knowledge and understanding
af ethical issues, bias and inequities refated
ta the Natural Sciences;

demonstrate 2n understanding of the
interaction between the Natural Sciances
and socio-ecanomic development.

"

apply knowledge, techniques and skills to
creats and be critically invalved in arts and
culture pracesses and praducts;

use the creative pracesses of ares and culture:
ta devetop and apply sacial and inceractive:
skills;

reflect on and engage :ritically with ans
experience and works;

demc an und ding of the origins,
functlons and dynamic nature of culture;

experience and anafyse the rale of the mass
media in papular culture and its impact cn
multiple farms of communication and
expressfon in the arts;

use art skills and cultural expressions ta make
an economic contribution to seif and society;
demonstrate an ability to access creative arts
and cultural processes to develop seif esteem
and pramate healing;

acknawledge, understand and pramote
histarically marginalised arts and cuftural
forms and practices.

ECONOMIC AND MANAGEMENT SCIERCES

engage in entrepreneurat activities;
demanstrate personal rale in emnumic
enviranment;

demanstrate the princigles of supply and
demand and the practices of praductian;
demanstrate managerial expertise and
administrative proficiency;

eritleally analyse ecanomic ard financial data
fo make decisions;

evaluate different economic systems fram
various perspectives;

demonstrate actions which advance sustained
ecanomic grawth, reconstruction and
develapment ki Sauth Africa;

avaluate the interrelationships betwesan
econamic and other environments.

LISE ORIENTATION

L

.

.undarstand and accept themselves as unique

unt w2ethevhile human beings;

use skilk: and “Hisplay attitddes and values
that improve relaisciships In family, group
and community;

respect the rights of peaple ta hold persanal
beliefs and values

demans:rate value and-respec: for human
rights as reflected in Ubuatu and other simiiar
philasophies:

practise acquired life and decision making
skills

assess career and other opportunities and
set goals that.will enable them to make the
best use of their patential and talents;
demanstrate the values and attitudes
necessary for a heaithy and balanced lifestyle:
avaluate and participate in activities that
demonstrate effective human mevement and
devalopment,
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Appendix E:
The Structure Of The New OBE Cu

ulum

ITic

.6,7)
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3

1997

(OBE,

oy, Mathemaics Naturat Selences Technology
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o al e me en
u.:.nr arning POBEMTE,. AT e R ri_..umesunamdnnm Man mnuaos\nmau .
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Appendix F:
Number Of Respondents For Each Of The Six Schools

P e +o ‘Numberof - .| - Percentage of | Percentage of -

. “¢ Type of-School. Questionnaires : s %~ respondents. -|- Questionnaires |
s el S handed odt ot 8 b e b ratymed

Historically Indian School 30 19 77

Historically Coloured 18 9 61

School

Historically White School 28 24 19 86

- Afrikaans Speaking

Historicaily White School 32 32 26 100

- English Speaking

Private School 38 28 23 77

Historically Biack School 21 6 4 29
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Appendix G:
Questionnaire On OBE

Division of Specialised Education

UNIVERSITY OF THE WITWATERSRAND, JOHANNESBURG

Private Bag 3, WITS 2050, South Africa - Telegrams “Uniwits’ + Fax (011) 716-8030 - Telephane (011) 716-1111

19 May 1998

Dear Teacher

As you know, education and training in South Africa is presently undergoing rapid
transformation and change. The goal of the new Curriculum 2005, to be phased in from
1998, is to create a shift from a content based education curriculum to an Outcomes
Based Education curriculum. T

The following- Questionnaire asks for your opinion on a number of issues relating to
Outcomes Based Education (OBE). By completing this Questionnaire, you can help us
researchers gain an understanding of your attitudes, perceptions and feelings of
competence towards OBE. Your answers will alsc be helpful indicators of what is still
needed to successiuily implement OBE.

The Questionnaire is anonymous - your name must not be given. Please answer
questions frankly and please don't discuss the Questionnaire with other teachers whilst
completing it. We value your individual opinion.

Thank you very much for your assistance

Yours faithfully,

@7

CB Giessen-Hood (Mrs.)
BA Honours (Applied Psychology)
M.Ed Educational Psychology Intern

e
M Skuy PhD
Clinical and Educational Psychologist

Professor of Specialised Education and
Head of the Division
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Questionnaire on Outcomes Based Education (OBE)

Section1: Biographical Information
In the followlng questions, please mark the appropriate box with an X.

Flease indicate whether you are :

| Male i
| Female |

How old are you':

20-25 20 - 49
26-29 50 - 59
30-34 60 +
35-39

What is your home language :

Afrikaans IsiZuly Setswana

English Sepedi Tshivenda

isiNdebele Sesotho Xilsonga

IsiXhosa Seswati

Other {please specify) : .

What is your political orientation : THIS QUESTION DOES NOT HAVE TO BE FILLED IN - YOU ARE FREE TO LEAVE IT UNANSWERED
ACDP Freedom Frant [PaC ! 1
ANC IFP {UDM ] j
DP NP

Other (please specify) :

What Is the name of your schoo!

Please indicate your leve! of qualification:

Teaching Diploma

Teaching Diploma plus Further Studies
Teaching Degree

Teaching Degree pius Postgraduate Studies

Other (please specify) :

Plesse indicate the year your teaching qualificalion was obtained

1997

1395 - 1996
1992 - 1994
1989 - 1991
Before 1989

Please Indicatz the length of time taught at your present schaol ;

0 - 6 months 7 -9 years
7 months ~ 1 year 10 - 15 years
2 -3 years 16 years +

4 - 6 years
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i1
12.

13.

14,

15.

Section 1 : Biographical Information (Continued)

How many years teaching experience do you have ;
How many classes do you feach :

What is the maximum number of pupils in your classes ;
What [s the minfmum nurﬁber of pupils In your classes :

Please indicate the Grade(s) you are currently teaching

Nursery School

Grade 0

Grade 1

Plaase indicate if you are:

58

Grade 2

Grade 3

Grade 5

Grade 4

Grade B

A {ull - time staff member |

A part - time staff member {

Does your school follow the state school syllabus:

Yes

Mo

Grade 7
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Section2: Statements on Cutcomes Based Education (OBE)

A number of statements on OBE are given. You are expected, for each statement,
to give the answer which applies to you the most. There are no right or wrong answers.

Please indicate whether you :

Strongly disagree Disagree Agree Strongly agree
1 2 3 4
Example: South African T.V. is good

[ 1 ]2 120 4 |

This means that you agree that South African T.V. is good. However, you are not extremely excited about it, or you

would have placed your X in the "Strongly Agree” box.

1. | My knowledge of OBE is good 1 2 3 4

2. | 1have received adequate training on OBE 1 2 3 4

3. | | am confused by the new terminology of OBE 1 2 3 4

4, 1 More research on OBE is needed before it can be implemented successfully 1 2 3 4

5. | The transition from content based education to OBE will be easy for me tc achieve 1 2 3 4

6. | Ifind it difficult to adapt my teaching style to a child's individual learning style 1 2 3 4

7. | I will be able {o judge if students have achieved the learning outcomes of OBE 1 2 3 4

8. | Learners use a variety of different strategies in their performance so that it becomes 1 2 3 4
difficult in determining the particular competencies used in such performance

9, | There is no need to transform South Africa's education system from content based 1 2 3 4
education to OBE

10, | OBE will help to improve the economic performance of South Africa 1 2 3 4

11, | OBE will provide all students with equal educational opportunities 1 2 3 4

12. | OBE will encourage independent learners 1 2 3 4

13. | OBE will encourage life long learners 1 2 3 4

14. | OBE will mean more work for teachers as they will have to design programs 1 2 3 4
which are appropriate to the individual learning needs of their students

15, | My knowledge of the assessment techniques for OBE is good 1 2 3 4

16, | | do not understand the principle of continuous assessment 1 2 3 4

17. | In the OBE teacher training | have received, clear guidelines were given as to how 1 2 3 4
students can be transformed from passive to active learners

18. | The large classes in the South African schools will hinder a successful 1 2 3 4
implementation of OBE ’

19. | The provision of resources is essential if OBE is to succeed 1 2 3 4

20. | A common cultural background between learners and teachers is important for 1 2 3 4
OBE to be successful

21. | Highly competent teachers are needed in order to make a change from content based 1 2 3 4
to OBE possible

22. | I feet well prepared for OBE 1 2 3 4

23. | Cognitive programmes or thinking skill programmes should be introduced to teachers 1 2 3 4
to aid in the understanding and implementation of OBE

24. | Itis necessary to monitor the impact that OBE will have on South African education 1 3 3

25. | OBE will lower the standards of academic achievement in our education system 1 2 3 4

26. | OBE is more likely than the former education system to develop fulfilled human beings 1 2 3 4




60

Section 3: - Questions on Outcomes Eased Education {OBE)

The foliowing questions are in Multiple Choice format. Please mark with an ¥, the QONE box
yvhich is more / most true ;

1. | The field of education has a national vision and purpose

The field of education has no unitary policy

2. | Schools operate together in sharing ideas

Schoals operate in isolation from each other

3. | OBEis based on a particular cognitive learning theory

OBE is based on a particular behavioural learning theory

| do not know which theory OBE is based on

4, | The role of the {eacher is a fransmitter of information, passing on facts and rules to students

The role of the teacher is a mediator who needs to take responsibility for the learning of the
student, illustrating ideas and teaching skills to aid understanding

The role of the teacher is a facilitator who sets up the learning situation and then lzaves the
child to explore the task for himself

5. | Students can play an active role in developing part of their curriculum

Students cannot play an active role in developing part of their curriculum

6. | In-service training programs for OBE are provided for teachers

In-service training programs for OBE are not available for teachers

7. | An adequate number of training courses on OBE has been provided for teachers

An inadequate number of training courses on OBE has been provided for teachers

8, | The quality of OBE training is adequate

The quality of OBE training is inadequate

Please give answers to the following questions :

g, |havereceived , hours of teacher training on OBE.
{number)

10, My training in OBE has been in the form of :

(eg. Lecture(s), Workshop(s), Series of Workshops, No Training)
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Ry

Section4: Further Questions on Outcomes Based Education (OBE)

The following questions are in Multiple Cnoice format. Please mark with an X the boxes
which apply to you the most {you may mark  MORE THAN ONE box) :

When { hear of OBE | feel :
anxious

excited

confused

positive

negative

curious

skeptical

Assaessment is integral to leaming and teaching
Assessment is separate from learning and teaching
Assessment should happan only at the end of the year
Assessment should focus on how well learners apply skills
" Assessment should happen all year through
Asszssment should only involve examinations
Assessment should not only be in formn of examinations
Assessment is about understanding what pupils have learnt

Assessment is about comparing students’ performances

OBE will:

Increase teacher autonomy

Tmprove learners attendance at school
Enhance student self-esteem

Achieve learning outcomes

Prepare learners for higher education and the world of work
None of the above

The education system that South Africa followed before OBE was introducad promoted ©

Critical thinking

Problem solving

Sharing of information between learmers

Co-operation between learners

None of the above
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Section 5: Questions relating to feelings of competence

In the following questions, please mark the appropriate box with an X

How would you rate your feelings of competence with regard to :

. less than q i g
1. | Focusing students on the learning outcomes of OBE POOT | 4 dequate | 298QUate | goO
00 less than d ¢ d
2. | The principle of continuous assessment in OBE poor adequate adequate goo
oor less than d . d
3. | Providing students with the opportunity to develop critical outcomes P adequate | equate]  goo
less than
4. | Teaching the eight learning areas of OBE peor adequate adequate | good
oor less than | d X 4
5. | Ability to assess students using OBE assessment criteria P adequate adequate)  goo
6 | E . . . paor less than adequate good
. mploying OBE teaching methodulc gy adequate
less than
7. | Ability to successfully implement OBE poor adequate adequate|  good
less than
8. | Classroom mariagement with OBE POOT | dequate adequate|  good
A variety of different assessment procedures have been identified in OBE. Please rate your feelings of
competence with regard to:
. poor less than adequate| good
1. | Self-assessment by learners adequate
less than
2. | Portfolios poor adequate adequate good
less than
3. | Written assignments poor adequate adequate|  good
less than
4. | Pen and paper tesis poor adequate adequate | good
less than
| 5. | Oral presentations POOT | adequate adequate|  good
poor less than adequate good
6. | Peer assessment adequate
less than
7. | Projects poor adequate adequate good
less than
good
8. | Practical assignments poor adequate adequate | goo
less than
d
9, | Simulations poor adequate adequate| goo
less than
) uate ood
10, | External assessors poor adequate adeq g
lesis than
deguate ood
11. | Computer assisted assessment poor adequate aceq g
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Section6: Sentence Completion on Outcomes Based Education (OBE)
Please complete the sentences by writing what first comes to mind:

When | hear of OBE 1 feel

OBE will succeed because

OBE will fail because

In South Africa education is

Teachers' atlitudes towards OBE are

Content based education is

OBEis

| am concerned

When 1 hear of outcomes hased education's assessment techniques | feel

Training programmes on outcomes based education are

Any further comments regarding Outcomes Based Education:

Thank you for the time that you have spent completing this questionnaire!




64

Anpendix H;

Table O Zigenval 138

B R R R g R ; -3 - TR R % = -
Eigenvalue 53001 | 25292 |2.3804 | 1.8eC0 |1.4051 | 1.3786 |[1.1635 | 1.0172
Proportion 0.2038 | 0.0973 | 0.0916 [ 00727 |0.0540 | 0.0530 | 0.0448 | 0.0391
Cumulative 0.2038 | 0.3011 | 0.3927 | 0.4654 | 0.5194 | 0.5724 | 0.6172 | 0.6563

g

Eigenvalue | 0.9318
Proportion 0.0358
Cumulative 0.6922
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Appendix |:
Factor Pattern Of The Principal Components

{* = items loading onto factors)

Ruesfiari] Factor1..| Facior2 | Factond | Factor4 | Faciof’ J- Factor6 | Factor] | Factord
1 (G.38718 *0.46414 | -0.32232 | -0.14880 0.24671 -0.32755 0.04813 0.13877
2 *0.41962 | *0.45671 -0.23204 0.17182 0.22505 *0.41402 0.05321 0.09584
3 0.10741 -0.00741 0.06252 -0.37386 | *0.62656 0.02301 -0.20736 § -0.16035
4 0.15704 -0.30615 0.27590 -0.10820 | 0.30954 -0.43123 | -0.20756 0.22556
5 *0.56560 0.08957 -0.29863 -0.19421 -0.27162 0.14739 0.08695 0.06028
6 *0.48232 0.29278 0.02711 -0.35768 -0.38165 -0.06937 -0.03189 -0.28288
7 *0.57709 0.10538 -0.28281 -0.10010 | *-0.44802 | -0.09727 0.16456 0.02681
8 *0.407835 0.28774 0.30259 -0.51141 -0.13681 -0.01919 -0.17278 0.34062
9 *0.55053 -0.29887 0.20700 -0.24807 0.29161 0.00430 0.15476 -0.33547
10 *0.77312 | -0.28264 0.03292 -0.00390 0.10732 0.01120 -0.12278 | -0,03775
11 *0.57651 -0.28039 0.09580 0.21015 -0.05103 0.18056 -0.15362 | *0.57234
12 *0.61126 | -0.32707 | -0.15513 0.20365 0.00491 0.41218 0.17518 -0.12633
13 *0.70992 -0.31329 -0.02458 0.14444 0.11293 0.10585 0.14833 0.07187
14 0.16045 *0.44065 0.29473 0.32683 -0.10341 -0.00832 | -0.34114 | -0.32580
4 0.38805 *0.48174 | -0.35883 0.03776 0.18418 0.12672 -0.13122 | -0.17256
16 -0.02485 0.37867 -0.19089 | -0.23524 0.21098 0.25712 *0.53750 0.14974
17 0.27140 -0.05774 -0.33126 *0.48064 0.09463 0.19282 -0.30293 -0.09091
18 0.21791 0.19377 0.37701 *0.60782 -0.00842 -0.19638 0.29892 0.03251
19 0.10234 0.38963 0.34901 *0.45520 0.22082 0.030986 0.31146 0.01597
20 0.32756 0.19745 0.30528 -0.08675 0.08508 *0.50934 | -0.24930 0.21509
21 0.19174 0.06230 *0.61919 0.13509 -0.26531 -0.17241 0.11974 -0.05844
22 *0.53211 *0.40670 | -0.33518 0.17545 0.02059 0.01211 -0.28904 0.04970
23 -0.18873 | *0.56280 | *0.42233 | -0.06657 0.11394 0.33160 0.04918 0.18640
24 0.12336 0.29548 *0.55636 | -0.20273 | -0.02129 0.16648 0.04190 -0.29985
25 *0.76881 -0.14333 0.23359 -0.08890 | -0.08818 | -0.27809 0.12642 -0.07128
26 *0.63033 | -0.27508 0.21513 -0.01581 0.09039 -0.00090 0.16555 -0.06114
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Appendix J:

Scree Plot Of Eigenvalues

- Eigenvalues

r w
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Appendix K:

Percentages And Frequencies Of Teachers' Concerns

{am concerned:®

1. Frequency | "

=

About education in general/the standard of educatlon in §
South Africa

25

SR
w

Implementation difficulties of OBE

18

—_
~J

That teachers are not trained for OBE

16

-
4}

About the success of OBE

14

-
w

That pupils will not progress as they did before

About financial issues

About the assessment procedures of OBE

That South Africa will land up with illiterate pupils

That children will not be able to fail in OBE

About the inability of facilitators to train teachers adequately
on OBE

NN~

WWWWDD

That anything that previcusly worked is abolished

About OBE for the undisciplined learners

About ideas that are forced down on teachers

That not all educators will do justice o OBE

About OBE training for educators in rural areas

About the confusion in our education system

That we have gone from one exireme to the next

About South Africa's first OBE matric

That there are too many confusing and complicated terms
used in OBE

LY PULY pULY JUEY PIFY QUL Jiry Y I N )

JEE'S JUKY JEEY UTY DI JEEY JARY EES P XN

About the lack of research into OBE

=y

-

About the lack of awareness of OBE

About the lack of enthusiasm shown by teachers

Total number of responses given by teachers = 109
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Appendix L:
Percentages Of Toachers' Responses To Statements On OBE

‘1 Strongly /| 'Disagree | Agri
disagreé | ool

My knowledge of OBE is goad 7 35
i have received adequate fraining on OBE 24 56
| am confused by the new terminology of OBE 13 37
More research on OBE is needed before it 2 6
can be implemented successfully
The transition from content based education 9 26 51 14
to OBE will be easy for me to achieve
1 find it difficuit to adapt my teaching style to a 26 46 22 6
child’s individual learning style
| will be able to judge if students have 9 27 50 14
achieved the learning outcomes of OBE
Learners use a variety of different strategies 6 34 48 12
in their performance so that it becomes
difficult in determining the particular
competencies used in such performance
There is no need to transform South Africa’s 14 33 30 23
education system from content based
education to OBE
OBE wili help to improve the economic 30 40 23 7
performance of South Africa ,
OBE will provide all students with equal 26 46 24 4
educational opportunities
OBE will encourage independent learners 14 21 52 13
OBE will encourage life long learners 15 33 43 9
OBE will mean more work for teachers as 5 13 45 37
they will have to design programs whick are
appropriate to the individual learning needs of
their students
My knowledge of the assessment techniques 15 50 30 5
for OBE is good
| do not understand the principle of 35 47 13 5
continuous assessment
In the OBE training | have received, clear 25 47 20 8
guidelines were given as to how students can
be transformed from passive to active
learners
The large classes in the South African 5 3 28 64
schools will hinder a successful
implementation of OBE
The provision of resources is essential if OBE 5 3 30 62
is to succeed
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A common cultural background between
leamners and teachers is important for OBE to
be successful

33

37

26

Highly competent teachers are needed in
order to make a change from content based
to OBE possible

15

32

47

1 feel well prepared for OBE

48

17

Cogpnitive programimes or thinking skill
programmes should be introduced to teachers
to aid in the understanding and

| implementation of OBE

10

53

{ It necessary to monitor the impact that OBE
will have on South African education

72

OBE will lower the standards of academic
achievement in our education system

25

41

29

Obe is more likely than the former education
system to develop fulfilled human beings

18

35

40
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Appendix M:
Percentages Of Teachers' Responses To Section Four

| When thearof OBE1fsel .~ . %7 v L7 Frequency.
Anxious 22 18
Excited 18 15
Confused 33 27
Positive 31 25
Negative 20 16
Curious 26 21
Sceptical 70 56

- Teachers'percaption obassgssment: = v -\ o7 5 Frequency . % o5
Assessment is integral to leamning and teaching 83 67
Assessment is separate from learning and teaching 1 1
Assessment should happen only at the end of the year 0 0
Assessment should focus on how well learners apply 72 58
Assessment should happen all year through 98 79
Assessment should only involve examinations 0 0
Assessment should not only be in form of 53 43
Assessment is about understanding what pupils have 68 55
Assessment is about comparing students’ performance 8 6
OBEWIll: T g o L0 Freguency e Yo L]
Increase teacher autonomy 11 9
Improve learners attendance at school 8 6
Enhance student self-esteem 50 40
Achieve leaming oufcomes 46 37
Prepare leamers for higher education and the world of 38 31
None of the above 32 26
‘Cantent pasad sducation promoted: .~ = 1-\. - Frequency .. - T % -
Critical thinking 40 32
Problem solving 63 51
Sharing of information between learners 43 35
Co-operation between learmners 36 29
Nane of the above 34 27
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Appendix N:

i GBS ... Freguency _

OBE is gomg’to‘ f‘akil — — 42 B

OBE will faibecause itis: - S ,

A waste of time and mbhe{,\ - 15 36 :
Goad in theory but not in practice 12 29
700 broad and unstructured 4 10
A dubious system 3 7
Unpractical 2 5
Not a clear reflection of a child's performance 2 5
Geared to produce lower standards 1 2
Difficult because pupils' knowledge is limited 1 2
Causing further confusion 1 2
Farfetched/unrealistic 1 2

Reasons Given For Why It Is Felt That OBE Witl Succeed

OBE is going to succeed: 40 40
OBE will succeed because jtis: .. S .
Based on good principals - 13 33
Pupil oriented and flexible 23
Necessary in South Africa but should be used in 7 18
conjunction with other methods

More effective 18

Viabie in smal! class units

A challenge
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Appendix C:

Percentages Of Teachers’ Responses To Section Three

B B T B T i Frequency ] " %,
The field of education has a national vision and purpose 56 52
The field of education has no unitary policy 52 48

I R i e I e e e - Frequency - %
Schools onerate together in sharing ideas 53 46
Schools operate in isolation fiom each other 63 54

I T S e s “Frequency AR
OBE is based on a particular cognilive learning theory 39 36
OBE is based on a particular behavioural learning theory 18 16
| do not know which theory OBE is based on 53 48
R AR ST - Frequency - %
The role of the teacher is a transmitter of information 2 2
The roig of the teacher is a mediator 62 53
The role of the teacher is a facilitator 53 45
e e T e e e e e s T - Frequency A
Students can play an active role in developing part of their curriculum 85 75
Students cannot play an active role in developing part of their curriculum 29 25
S T R e L e e L e T T * Frequency Y.
In-service training programs for OBE are provided for teachers 62 55
In-service training programs for OBE are not available for teachers 50 45
e e N - Frequency %
An adequate nurnber of training courses on OBE has been provided 14 13
An inadequate number of training courses on OBE has been provided 97 87
R I A T e Frequency - %
The quality of OBE training is adequate 10 9
The quality of OBE training is inadequate 99 91
OBEtraiging raceived " - o “Fraquensy %.
One workshop 7 6
Multiple workstiops 33 28
Lectures 18 15
Workshops and lectures 30 26
No training 29 25
Mean number hours of téacher traihing on OBE- ST -Frequency e
8.17 110 14.53
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Appendix P:

Teachers' Perceptions Of Content Based Education

Contenthasedieducationis;: ./ 00070 2fa Fraesgiicy L%
Negative Responses. - : L0132 e 34
Inadequate 16 34
QOuidated 7 50
Inhibiting/limiting/rigid 5 2R
Not based on skills 1 16
Urichallenging 1 3
Lacking discipline 1 3
Encouraged by lazy learners 1 3
“Positive Responses . ", ) ‘54 57
Acceptable to a certain extent 15 28
A successful education/of a good standard 11 20
Guaranteed to produce higher standards and results 10 19
Necessary for many types of leamners/certain subjects 5 9
Valuable 4 7
Disciplined/structured/orderly 3 6
A safer way in a very uncertain South Africa 2 4
Adequate 2 4
Practical 1 2
Based on the progress of the individual 1 2
Neutral Responses ..~ & i 8 ]

Total number of responses given by teachers = 94




74

Appendix Q:

Teachers' Perceptions Of Why OBE Wil Fail

“OBE will fail because:” . - -7 ] Frequency %
Of inadequate teacher fraining BT 31
Resources are inadequate/lack of funding 22 17.7
it is unrealistically enforced in a short time 13 10.5
Of the high pupii numbers 8 6.5

| Teachers are incompetent 7 5.6
lts terminology is too confusing 6 4.8
South Africa is not ready for OBE 4 33
Children cannot think for themselves 4 3.3
Of the lack of good facllitators 3 24
Learners are not allowed to fail when necessary 3 24
Of lack of discipline 2 1.6
Of multi ingualism in the classroom 2 1.6
Of its lack of structure 2 1.6
Very few practising educators are exciied about it 1 0.8
Cultural differences 1 0.8
Teachers are not given encugh support 1 0.8
it has failed in other countries 1 0.8
Teachers are disillusioried 1 0.8
Of mismanagement 1 0.8
The administrative aspects will take too much time 1 0.8

Total number of responses given by teachers = 124
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