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Abstract

This thesis sets out to obtain an understandinghat it means to be an assessor in
higher education, more especially within the Rhddewersity context. The concept
of assessment, a highly contentious and complew jss examined against a
background of competing understandings of the pand purpose of higher
education, including the striving for excellencestes the call to more equitable
ideals associated with a mass higher educationraiming system. An overview of
salient issues is presented in which both tradifi@md alternative paradigms of
measurement and assessment theory are explored wiithv to considering
foundational principles upon which sound assessipttice should be based.
Specific methods and instruments of assessmeixarained with the purpose of
evaluating their potential for empowering studeagsctive participants in their own

learning and in the assessment process.

In a field in which much of the literature seekgnmwved assessment merely through
the administration of increasingly sophisticateskegsment techniques, a
phenomenological investigation offered a unique whynderstanding the meaning
assessors make of their practice. Making use depth interviews with five lecturers
at Rhodes University the researcher, interactirg personal manner with people not
viewed as experimental objects but as human shjassisted participants in moving
towards non-theoretical descriptions that accuyatdlected their experience.
Insights contained in the data were synthesisedraadrated into a consistent
description of the essential nature of the expegethe primary endeavour of the
phenomenologist being to transform naive experi@moemore explicitly detailed
conceptual knowledge.

The essence of how these educators understanddiveias assessors at Rhodes
University is perhaps best encapsulated by a ceraite sense of agency or initiative
on their part. While participants make use of aetgrof assessment strategies, they
are conscious that assessment cannot be viewsdlation from other aspects of



their teaching and the curriculum. Not only do tinegke use of different assessment
methods but, conscious of accommodating the divegses of students, understand
their responsibility in terms of providing learningportunities to assist students in
meeting the course outcomes and fulfilling theirgpdial. Rather than allowing
pressures from within and outside of the acadenuydiate, these lecturers, with
significant hard work, courage and a capacity éflective practice, have embraced

the challenges associated with higher educati@nsiate of transition.
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Chapter 1. Introduction

We are the hollow men

We are the stuffed men

Leaning together

Headpiece filled with straw. Alas!
-T.S. Eliot (1925)

1.1 Preamble

Assessment cannot be divorced from the valuepiesents. The Higher Education
Quality Committee (HEQC) points out, in Dgaft for Improving Teaching and
Learning Resourceshat it considers assessment practices to be am#@ator of the
“health” of teaching and learning in institutionshigher education (Council for
Higher Education, 2003:59). In the words of Rowat{£987:1) “if we wish to
discover the truth about an educational system w&t took into its assessment

procedures”.

However, we may ask, what is a “healthy” organ@atr system? The notion of
excellence within an institution is a value-lademcept. While the “modernist”
conception of the higher educational institutioraarganisation in “pursuit of
Truth” (Lemmer,1997:19) is strongly contested imdar of a more utilitarian view of
the university as an instrument for social and eoun development (see Light and
Cox, 2001; Lemmer, 1997 Maasen and Cloete, 200@uld argue, in the words of
Barnett (1992:62), that “whatever else we may berasted in...there remains at the
heart of education the individual student, his@réducational development and the

guality of that development”.

While we have no choice but to “ride the storm”glui and Cox, 2001:11) of change
which is sweeping over institutions both nationahd internationally, | would argue
that there is a danger of losing sight of our resgality “to defend academic values
and practices from the worst excesses of exterimaliypsed frameworks of

excellence” ibid.). To allude to the Biblical adage of “gaining thbole world but



losing one’s soul” (Mark 8:36), it is my convictidhat if we focus exclusively on our
responsibility towards increased efficiency an@etitveness within our institutions
without balancing our efforts with the accompanyaiglienge of the shift towards
equity and student based learning (see Kraak, 20p0~xe may be in danger of
producing not only graduates but faculty members ke T.S. Eliot’s “hollow men”

will be “shape without form...gesture without motion”

1.2 Experience, Preconceptions and Understandings

| have worked for fifteen years as an Academic Digu@ent consultant at Rhodes
University during which time the focus of my worshmoved from interacting
exclusively with students to being involved withvdping staff in their capacity as
educators within the institution. In addition tarmga trained teacher, my
qualifications include a Masters Degree in PsyatmlaVhile | have never formally
practiced as a psychologist, | have been unalderiduct my work, whether with
students or lecturers, without a profound resparcsdéme of the principles considered

fundamental to the successful psychotherapeutiowetier.

My personal philosophy as someone involved in staffelopment has echoed that of
Webb (1996:36) who states that “the feelings, eamstiand humanity of people have
always played a central part in the educationakaif development encounter”.
Inspired by the writings of Carl Rogers (see esgbgiRogers, 1969, 1980) | am
committed to the belief that the demonstrationuldies such as authenticity,
empathy and understanding are critical conditiartsonly for personal growth, but
also indeed for the intellectual and educationaktgyment of educators and their

students.

Rogers speaks of understanding as the basic comditibeing human; by being
heard the person is released from his or her loesdi (Rogers, 1980 cited in Webb,
1996:51). His views in this respect have much imemn with the phenomenological

approach, with its focus drearingand understanding the meaning individuals make



of their “lived” worlds. Due to my belief in undéasmding as paramount to the human
condition, | have chosen to conduct this reseaithmthe phenomenological
paradigm, an approach which attempts not to exjlairtodescribehow the person

makes sense of his or her world.

For the phenomenologist there is no such thingpbgettive” truth. Reality is
described in terms of how the human being undedstaninterprets his or her world,
the world to which he or she is indissolubly cortedcFeelings, perceptions and
intuitions move to “centre stage” in the phenomegalal study where the meaning a
person makes of his or her world, rather than thertd” itself, is always primary. It

is my contention that by better understandingdlithesl worldof assessors, we will
gain a deeper insight into some of the elementsctivaribute to sound assessment

and educational practice.

1.3 Statement of Research Question

The central research question for this thesis is:

How does the lecturer within a higher educationalnstitution understand

him or herself as an assessor?

This study sets out to obtain a better understgnalinvhat it means to be an assessor
in higher education. Since the aim of a phenomagicéd study is always to
understand the human being within the context ®bhiher lived world (refer to
Chapter 3 for a comprehensive analysis of the phenomenabgigproach), this

study includes an examination of the how the assasterprets his or her practice

within the context of a changing understandingighlr education and its purposes.



1.4 How this Study is Organised

Chapter Two offers a selective review of assessment literatorsidered against the
background of the changing nature and purposegbignieducation. In keeping with a
phenomenological approach in which the person dammoanderstood in isolation
from the world, this study begins with an overviefithe institutional and broader
societal context in which the Rhodes Universityadar finds himself or herself.
Alternative paradigms of measurement and assesshemry are explored with a
view to extracting foundational principles upon aihsound assessment practice is
based. A range of approaches and tasks are examitred view to evaluating their

potential for optimising student learning.

Chapter Three presents an overview of the essential principhesraethodological
considerations governing a phenomenological appraad how these are applied

within the context of this study

Chapter Four presents the first Situated Description for the fassessors in the
study. The unique structure of what it means faheaf the individuals to be an
assessor within his or her specific context is giviehese, as well as all subsequent
descriptions, are based on Meaning Units obtair@d the participants’ protocols,

which appear in thA&ppendix.

Chapter Five extends the specific descriptions presented iptbeious chapter to
include a focus on what is commonly known in exigtd writings as the human

lifeworld or Lebenswelt

Chapter Six shifts the focus from the unique structure of theipular phenomenon
towards a description which brings together themsal elements of what it means to

be an assessor.



Chapter Sevenhighlights the central themes emerging from thislgt elucidated in
relation to those aspects of the assessment awatezhal literature, which enable a

deeper and more critical understanding oflivexd experiencef the participants.

Chapter Eight is a critical review of the research in which aaleation of the
appropriateness of the phenomenological methothisistudy is considered. An
examination of the central findings of this reskarscused as a platform to highlight
the strengths, limitations and associated challeagewell ethical considerations in
relation to a phenomenological approach to humamse. Suggestions for future

research are given.



Chapter 2: Literature

The idea that any testing technique can reform
our schools is the height of technological
arrogance(Madaus; Raczek and Clarke, 1997:
22)

Equitable assessment...presents the test taker as
an active thinker, capable of “reading” people

and situations, including tests. Teachers too are
active thinkers who can play a major role in the
process of reforming assessm@aénishi,

1997:35)

2.1 Outline of this Chapter

This thesis sets out to obtain an understandinghat it means to be an assessor in
higher education, more especially within the Rhddewersity environment. Since
assessment is not an isolated phenomenon, neitbems of its being separate from
theories of learning and the curriculum nor, imtenf the understanding within a
phenomenological approach of the indissoluble cotme between the individual
and his or her world, this study begins with anlysia of the context within which

the Rhodes University educator finds himself oskér

Rhodes University, established in 1904 and situmid¢le historical town of
Grahamstown retains, on the one hand, the chaistaisof the traditional residential
university associated with an “Oxbridge” style diueation in which learning is
considered an integral part of the place or settinghich the student finds him or
herself (see Kumar, 1997) while on the other hasdyith other universities in South
Africa and, indeed, around the world, it faces ntous challenges including those of
globalisation, massification and the associatelt@aquity, changing understandings
of knowledge and the more overt linkage of higrsraation with the needs of
society (Kraak, 2000:11; Morley, 2003:3).



In the midst of all this is the higher educator was an assessor, is given the
responsibility of providing institutions with theth they require for the certification

of achievements, while at the same time and argusldqual importance, providing
meaningful and useful feedback that can help stisdamhance their performance and
learn at a deep level by reflecting on their perfance (Brown, 1999:12). While, |
endeavour in this Chapter to present seeminglyrasting paradigms of measurement
versus assessment theory and principles assoeiétetgood” practice, | am aware

of Lin Goodwin’s (1997:xiv) caution that, while thetest educational “mantra” has

become alternative assessment, we cannot undsitexatept any technology.

While | propose the use of a wide variety of apphes and techniques including
what might be considered alternative assessmedtiqes, | accept the caveat that we
should not replace one set of “fundamentalist” (kla&] Raczek and Clarke, 1997:16)
beliefs with another. Whereas new assessment methayg point us in “a different
and more fruitful direction” (Lin Goodwin, 1997:¥iv‘the idea that any testing
technique...can reform our schools” according to Mad&aczek and Clarke

(1997:22) “is the height of technological arrogdnce

2.2 Rhodes University Context

2.2.1 Excellence versus Equity?

Astin (1991:3) contends that an institution’s asegnt practices are a reflection of
its values. Moreover, he asserts, assessmentqaasiould seek to further the basic
aims and purposes of our higher education instistibid.). What then of Rhodes
University, the context in which the participamghis study find themselves, and the

values and obijectives it aspires to as a highecathnal institution?

Since its establishment in 1904, Rhodes Univeraitych lays claim to producing
graduates who are considered leaders in theirtdfa@eerducational and

entrepreneurial fields all over the world, descsiliself in its Statement of Values as



“an internationally accepted educational centrexaiellence” dedicated to
“cultivating powerful intellects in people who witburageously pursue the truth
whatever the circumstances” (Vice Chancellor’s AadriReview, 2003). Its
concomitant statement of objectives includes a citmemt to, among its other goals,
“the advancement of knowledge, improving the guaditteaching and teaching staff
as well as providing society with well educated #ndking people” ipid.).

Significant, in terms of this study, is the Univgrs commitment to the notion of
excellencea term used a number of times in relation tenitssion statement in which
the University undertakes to strive for excelleircall its activities, including
teaching and learning as well as its research #ret areative endeavours (Vice
Chancellor's Annual Review, 2003). Crucial, howewerthe context of South Africa
with its history of privileging certain groups dmetbasis of race, is Rhodes’s equal,
and seemingly incompatible commitment to “acknowgkednd be sensitive to the
problems created by the legacy of apartheid, &ctejll forms of unfair
discrimination and to ensure that appropriate obire measures are employed to

redress past imbalancedid.).

The notion of excellence has been associated witieldism” that goes counter to
our egalitarian age which looks to the promotiohef potentiality of all persons.
Boughey (2004:6), however, points out that theitenbetween “excellence” and
“equity” is one that is evident, not only in institonal policy but in broader national
initiatives. Referring to the White Paper on Higkelucation, she points out that a
“transformed” higher education system is definetlordy as one which “provides
equal access and equally fair chances of succedkstndents” but also develops
programmes leading to qualifications that will mémt country’s employment needs
in respect of highly skilled graduates, promotéical and creative thinking and
produce research of a national standard (WhiterRapeligher Education cited in
Boughey,ibid.).



Barnett (1992:58) argues for the merit of the cphoé excellence if it is taken to
mean, “exceeding some expected standard” in tefmhat we expect of student
achievements. “Excellence of performance”, he stdte not simply to be prized
when it occurs serendipitously in higher educabahshould be constitutive of what
we take to be the desirable form of performancest@ry student and, therefore,
every institution” (Barnett, 1992:60). Moreovertlie notion of excellence has merit
in the context of student performance, it mustekiension, have application to
institutions and to teachers. An excellent institutof higher education, in terms of
this understanding, would be one that strove foe#ance particularly in the way it
enhanced the character of student achievements ekdkllent teachers,
correspondingly, would be those who try seriouslpring about excellent

achievements in their studenisid.).

2.2.2 The Establishment of Assessment Policy

The Higher Education Quality Committee’s (HEQ@paft for Improving Teaching
and Learning Resourcesgues that the development of fair, effective effidient
assessment provision in higher education requirasra comprehensive role for
assessment than has traditionally been the nornk(@B03:64). The purposes for
which assessment is used need to be extended b#ywesdmmative and the
diagnostic to include developmental or formativalgpnamely to inform and
strengthen learning and teaching. In an attemppérationalise these principles, the
HEQC suggests as one of its good practice destsifitat there be “an institutional
policy on assessment which, in addition to ensutiregdevelopment of valid, reliable
and transparent assessment practices within thieutien, includes guidelines for,
among other things formative assessment, assessnteni and the provision of
feedback to studentsibfd.).

The establishment of a policy on “The Assessmeistoflent Learning” has done
much to draw attention to the central role of assest in terms of its importance for

the measurement and development of student leaatiRtpodes University. This



policy, which highlights the need for increasedaagtability and transparency within
the institution as well as the need for increasE#ss to learning among all ages and
sectors of the population, bases itself on the @emhat since assessment is an
“integral part of teaching and curriculum develomtiét should be used to “develop
as well as measure learning” (Rhodes Universit@220it emphasises, moreover, the
need for assessors to ensure that their assessnwvalid in terms of its intended
outcomes as well as the requirement that assesgmaatices be varied and frequent.
The critical importance of the communication ofesssnent criteria as well as
feedback is also stressed along with the needctteanic staff to be provided with
support in order to meet the requirements of s@ssgssment practice. Heads of
Department and Course Coordinators are given gporesibility of accounting to the

Teaching and Learning Committee concerning depantmh@rogressilfid.).

Brown and Knight (1995:122) observe that if assesgns left entirely to the
discretion of the individual lecturer, he or sheymaell use the simplest or most
traditional form of assessment without sufficieahsideration for optimising student
learning across a degree programme; if assessmmégral to learning, then
institutions need to tackle it strategically and a® an optional extra or as an
afterthought. (Brown, 1999:3). A unified systencofmmunication such as is
provided by an institutional policy on assessmisrgeen to contribute towards a
common understanding of appropriate practice anheetgrers, students and other
stakeholders (Lloyd Jones et al, 1986:7-8). A psapmade by the Teaching and
Learning Committee in 2003 that all new staff lzned as assessors as part of their
Conditions of Service, provides some evidence @fsthft in understanding that is
taking place in terms of the crucial role of asses# for teaching and learning at
Rhodes University (S/T&L 2003.4).

10



2.3 The Changing Nature of Higher Education in Sout Africa and

Internationally

Education, nationally and internationally, is istate of radical transition. In the
words of Morley (2003:5) there is “a powerful discse of crisis, loss, contamination
and decay in higher education”. Massification, stdalisation and the more overt
linkage of higher education with the needs of comu@e@nd industry are seen to have
“polluted the purity of elite organisations of knledge production”ibid.). The
academy, which used to connote safety, has becaite af social anxiety where the
construct of trustworthiness is being replaced witindardisation, competence,

continuity and reliability.

As the social demands as well as changes assouwdtedlobalisation and a “new
world order marked by the collapse of communisimeg and the increasing political
hegemony of neo-liberal market ideologies” (Maaaed Cloete, 2002:13) have
increased during the past two decades, “higheragauc, in the words of Light and
Cox (2001:2) “no longer simply shapes society bighaped by society through the
knowledge specificatior both in terms of students and researabhich the latter

contracts with higher education to deliver”.

The new social mould into which higher educatiohesg shaped is characterised by
what Reading (1996, cited in Light and Cox, 200183 described as a “discourse of
excellence”. While many in academia express grawitd as to the appropriateness
of a discourse focused on “delivery and performéfited.), the changes which this
discourse represents, not only have significanticapons for lecturers but are
compounded by the corresponding requirement tieasybtem, not only formally but

actually, be equally accessible to all groups (see GipdsMurphy, 1994: 9).

The need for increased efficiency and the abibtgampete in a growing higher
education market, have meant that the activitiemcatiemic staff are minutely

scrutinised in terms of research output, the gtititattract funding and students,

11



number of published articles as well as the devatag of abilities that are more akin
to the modern entrepreneur than the traditionad@wac (Light and Cox, 2001:5).
The corresponding call for equity has meant th#iwia generation the student body
which higher education serves has radically chamiged an elite to a mass system
with not only increasing student numbers but angase in the diversity of students,
including growth in the participation of women, & students, ethnic minority
groups, students from less privileged classes aatseas students (Watson and
Taylor, 1998 cited in Light and Cox, 2001:9).

2.3.1 Shifts from a Closed to an Open Higher Educen and Training (HET)
System

Scott (1995 cited in Kraak, 2000:8) argues thattbieresult of the pressures on
higher education is a shift, in the first instarftem what he calls “closed” to “open”
intellectual systems in the academic arena, anohskg in the emergence of a new
form of knowledge production, namely, “Mode 2” knedge production which has
as its origins the synergy and cross-fertilisateting place in the interstices between
established disciplines, teams of academic reseer@mnd other knowledge

practitioners located in the business and civiletgqKraak, 2000:14).

Four key changes have been associated with thet@hiirds a mass higher education
and training (HET) system (Scott, 1995 cited inaka2000: 8-14). These include a
shift:

o from courses to credits

o from departments to programmes

o from knowledge to competence

o from subject based teaching to student based tearni
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These changes, in conjunction with the transforomaftiom “Mode 1” to “Mode 2”
knowledge as possibly the key form of knowledgedpation associated with higher
education, are seen as critical in understandiaglianged environment in which
educators find themselves. These shifts are déthltextensively in the literature
(including, Barnett, 1992; 1997; Barnett, Parry &uhte, 2001; Gravett, 2004,
Geyser 2004; Kraak, 2002; Parker, 2002; Tarrarip2thd Boughey, 2004) and are
seen to contribute significantly to the ongoingatetconcerning the nature and

purpose of higher education and the correspondswygsion concerning assessment.

2.3.1.1 From Courses to Credits

Traditional qualifications are associated with pdwe‘canonical” (Kraak, 2000:9)
assumptions about the need for structured and sagliearning and the need to
socialise students into the rules of particulacigitnes. The emphasis within an open
system of HET, however, is towards new forms oficutar organisation, including
modular degree schemes, credit accumulation armboas based education.
Connections between academic topics and levelgraggnatically derived rather than
cognitively prescribed (Scott, 1995: 74-75 citednaak, 2000:11).

The “credit exchange discourse”, (Ensor 2001:27&}dated by those who
“advocate the speediest integration of South Afimta a globalising world economy
to be achievedhter alia, by a university that orientates its activities toslsa

producing highly skilled graduates for the work@gds characterised by the
“description of modules based on outcomes thatlwam be matched and exchanged
as part of a process of accumulating credit towaodslemic qualifications’il{id.).

An outcomes based educational system means cfeatlging and organising
everything in an educational system around whassential for all learners to be able

to do at the end of their learning experience (6ey2004:144).

Based on a case study of three higher educatios@tiutions as well as an
investigation of university calendars in this caynEnsor (2001:291) suggests that
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curricula in the sciences and humanities in gerrerahin discipline based in spite of
tacit acknowledgement of the significance of aaysbased on credit exchange.
While knowledge has been reorganised and repacktuse are minimal shifts
towards an integrated outcomes based curriculunmyMampus administrators,
however, claim that the programme planning probassmade teachers more aware
of what they teach and why they do so, which hasdnt about an improvement on
what is offered to studentibid.).

23.1.2 From Departments to Programmes

Traditionally departments have been the organisatiembodiment of the
disciplinary codes and values around which acadeseek their identity.
Increasingly, however, there is a shift away frascighline-based departments
towards the formation of looser academic structateh as “schools” around which
trans-disciplinary theme categories such as “Caltstudies” or “Environmental
Sciences” are built (Kraak, 2002:11. A programmsebapproach, essentially a
learner centred approach, is the umbrella term¢hvtiefines a learner’'s academic
experience (HEQC, 2002 cited in Geyser, 2004:138hin this understanding,
modules should be designed and reviewed as comfookprogrammes and not as
isolated units.

Barnett, Parry and Coate (2001: 436) observe, hexyévat in actuality, knowledge
fields continue to dominate higher education ndy @s a means of structuring
curricula but as a source of academic identities tike most part departmental
discussions about the curriculum are actually apaticular courses or subjects
(Parker, 2000:380). The aforementioned authorseatigat, for most academics, in
spite of the conceptual shift in terms of transighi§narity, an institutional loyalty is
secondary only to a disciplinary loyalty. A workinglationship within the institution
is framed through the deep, underlying epistemakdgtructures of the knowledge
field (ibid.).
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2.3.1.3 From Knowledge to Competence

Until relatively recently, the academic class imgubgs own definitions of knowledge
on society, especially through its educative fuorc{iBarnett, 1997:29). As pointed
out earlier, society is contesting those understeysdand is seeking to have its own
much more operationalised definitions of knowletijeen up by higher education.
Scott (1995) contends that the shift to “competéroenprises a view of the higher
education enterprise as one “where knowledge stalisbe sufficiently complete to
be operationalised into identifiable skills” (S¢dt995:79 cited in Kraak, 2002: 12).

Barnett (1997:32) observes that the changes unagiave evident in the new
vocabulary with which we describe higher educati@oaricula. Terms such as skills,
transferable skills, outcomes, experiential leagnoapability, enterprise and
reflective learning- a selection of terms used by practitioners to rilesc¢heir
curriculum aims or intentions contain underlying dominant themes of academic
competitiveness and work effectiveness and domiagahdas of performativity and
operationalism. In the performative society thaera mistrust of all things that cannot
be easily quantified and measured. Those knowl&dlgks that were once
intrinsically valued for their own sake must nowramstrate their relevance to the
wider world (Barnett, Parry and Coate, 2001:436).

There are, however, epistemological, ethical andaiegatic objections to competency
based education. In a review of these, TarrantQB8W) observes that to provide a
course that is exclusively vocational, connoteslaes position that involves
harnessing the development of individuals to thealeds of the economic system
rather, than, for example, giving them increasirsgiphisticated ways of knowing and
analysing the society around them. Furthermoreehends us, different models of
educational provision are possible of which thérumeentalist position is only one.
An instrumentalist position, it has been arguedysus the educational role of the
student to the position of future employee rathant for example, future citizen, and

denies him or her access to wider choices anddwsiat also denies any further
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opportunity for the development of the student’'saaptual framework whereby he or
she can increase his or her capacity for refleatimghe world and his or her own
future. It is in a real sense to halt the developnoé the mind by substituting a set of
behavioural performances for further progress imceptual schemes, which would

permit a more comprehensive and more subtle vietheotvorld {bid.).

2314 From Subject Based Teaching to Student Bakkearning

With the emergence of mass higher education amdrigag(HET) provision, the shift
to student centred learning has primarily beergstmal phenomenon since it is less
labour intensive and more cost effective than taditional model of teaching (Kraak,
2000: 11). It also provides students with far ggeahoice and ownership of their
customised modular packages, with the teachermiayie role of facilitator rather

than expert.

Nieweg (2004: 204) argues that a competency based@um places students at the
heart of the learning process as control shiftsiftbe teacher to the student and from
education based on disciplines to education basqutaiessional problems. Along
with this the character of learning shifts fromnaghuctive learning to independent
problem solving thus ensuring greater “ownershifragk, 2000:11) of the learning
process by the student. Self directed learning delsia stimulating learning
environment designed to encourage students tolsé&@armeaningful contexts,
professional skills and knowledge and requires shadents more carefully monitor

their results themselveibid.).

The shift towards student based learning, howelso, needs to be considered in the
light of changed understandings of the nature oflkadge as dominated by a
behaviourist, instrumentalist view of learning wiith emphasis on the conditioning of
observable human behaviour, to what Shepard (2p@@stermed the “cognitive
revolution” in psychology characterised by the teduction of the “concept of

mind” (ibid.). Whereas behaviourism emphases observable, ekterhaviours
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avoiding reference to meaning, representation laodght, the many varieties of
constructivism are united in their underlying vidvat knowledge and learning

require theactiveparticipation of learners.

Within a behaviourist classroom the teacher is egwas the traditional pedagogue,
the expert and problem solver whose role inclubdasdf diagnosing learner
behaviour, breaking down material into instructicstaps and using rote learning
along with intrinsic and extrinsic positive and agge reinforcement in the classroom
(Harris 2000:13). While a range of perspectiveshanrole of the teacher in a
constructivist classroom exist, in most cases r&heris seen as having the
responsibility for fostering the development ofrlear agency in the process of
meaning construction. The teacher therefore adofasilitative role which includes
encouraging discovery and learner-to-learner disgdognd creating an appropriate

learning environment (Harris, 2000: 21).

2.3.2 The Emergence of “Mode 2” Knowledge Productio

Kraak (1999:28) points out that a fundamental fi@msation in our understanding of
what constitutes knowledge is taking place, leadintpe emergence of a new mode
of knowledge production, “Mode 2” knowledge prodant This form of knowledge,
unlike Mode 1” knowledge, which is produced witlsiaditional disciplinary
boundaries, is in Kraak’s (2002:2-3) words, “...ingically trans-disciplinary, trans-

institutional and heterogeneous” (cited in Boughég4:4).

Gibbons, Limoges, Nowotny, Schwartsman, Scott aav{1994) in their seminal
work, entitled,The New Production of Knowledge: The Dynamics mrée and
Researchargue that the key feature of this new form afwledge production is its
trans-disciplinarity (cited in Kraak, 2000:15). &ke prefix “trans” indicates, trans-
disciplinarity is concerned with knowledge, skalsd procedures that are between
disciplines, across and beyond all disciplinessTarm of knowledge offers the
prospect of generating relevant knowledge andss&ild new ways of problem
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solving in a global society in which universitigg gust one producer amongst other
individuals and industries. Trans-disciplinary kregge is generated in the context of
application instead of being developed first arehthpplied to the context later

(ibid.).

Gibbons (1998:30 cited in Kraak, 1998:30) stre$isasuniversities are “now only
one knowledge producing agency amongst many ircananic order where
knowledge and skills are the principal commodibesg traded”. In order to remain
relevant they will have to adapt themselves to plagle in a larger, more complex
environment. Gibbons (1998:13) acknowledges, howekiat the process of
contributing specialist knowledge as part of theowation chain draws universities
deeply into the competitive arena. This, he paints has far-reaching implications

because it brings universities into the heart efdbmmercial procesgd.).

2.3.3 Implications of Change for Meeting the Challeges of the Twenty-First
Century

The foregoing discussion points to the fact thatrthture and purpose of higher
education is undergoing fundamental shifts in usideding. In the words of Barnett
(1992:24) “a new century is upon us and with iténgergence of a new language of
higher education”. The phrase “knowledge for itaake” {bid.) is being replaced
by words such as competence, qualifications, @edtitl trans-disciplinary knowledge
and a contest is developing which is not just aledwicational aims but who controls
the higher education curriculum. While until redgritt was the academics, a range of
different messages is now coming at the univerfityn the students, the state and
the wider society. In the words of Barnett (199%) ‘3he power of academics to
define curricula and educational outcomes accorttirtbeir own values is being

eroded”.

While it is indisputable that a discourse of knadge exclusively defined by
academics, which freezes out other legitimate @stsrof the wider society, needs to
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be severely questioned, Barnett (1997:41) contdratseither the traditional notion

of higher education for its intrinsic value nor tileernative discourse based on
operational competence implying a known situatiod well defined skills is

adequate to meet the challenges of a new age ¢thiasad by radical change and
uncertainty. Rather, individuals require “meta-gies” (Barnett, 1997:41) which
enable them to handle conflict and uncertaintyldxefity and the power to go on
reconstituting oneself with others through ond®sipan are therefore, it is argued, the

essential ingredients of a higher education.

Gravett (2004:30) contends that if we wish to preudents for an uncertain,
rapidly changing future we need to establish comtiasof enquiry and
interpretation where students are encouraged tagenim “deep” approaches to
learning characterised by teaching and assessmethbds which foster active and
long term engagement with learning tasks (Martah $&lj6 ,1976, cited in Ramsden,
1992: 81). Furthermore, by engaging in “colleci@euiry” (ibid.) the students and
teacher work towards a powerful shared understgnofithe object of learning and in
this way are encouraged to enter into continuingzecsation, critiquing the
viewpoint of others and becoming comfortable indueting that critical dialogue

with themselves.

The challenge of professionalism, according to taid Cox (2001:11) includes a
call towards “a new way of thinking about learnangd teaching”. This new way
would include educators who ignore neither thelehgke of student based learning
associated with competency based education n@ighédicance of traditional values
that require a student to submit herself to, ansdtenacertain kinds of discipline
including contextual understanding and orderly egpion of professional
competence (Barnett, 1992:59). In the words of Riemg1992:9) teachers who

embody professionalism in higher education disgkayain salient characteristics:

They possess a broad range of specialist teackiitg they never lose sight
of the primacy of their goals for student learnitiggy listen to and learn from
their students; they constantly evaluate their periormance. They
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understand that teaching is about making it pos$dal students to learn; they
succeed in integrating educational wisdom and readéd classroom
knowledge.

2.4  Higher Education and Assessment

A changed understanding of the nature and purplosduzation has direct
implications for how we understand assessment.aB&nind, Black and Oblander
(1996: 5) argue that assessment has the “gre&i@ste of success when it is based
on appropriate educational values”. Furthermore aggessment efforts are
frequently handicapped because we perpetuate gnabte practices that fulfil
purposes that are unrelated or tangential to tBe Insission and purpose of our
higher education institutions (Astin, 1991:3). Assment cannot and should not take

place in the absence of a clear sense as to whgrenmost within higher education.

Rowntree (1987:2) reflects that, while much of éissessment literature seeks
improved assessment merely through increasedesifigi “it is much less easy to

find writers questioning the purposes of assessnasiking what qualities it should or
does identify, examining its effects on the relagioips between teachers and learners,
or attempting to relate it to such concepts asfairness, trust, humanity and social
justice”. If the purpose of education includes gloal of producing critical thinkers
capable of reconstituting themselves with othergugh their lifespan (Barnett,
1997:41), what of the role of the assessor anad$sessment practices within the

educational process?

In the following pages | examine alternative untierdings of the nature and purpose
of assessment and how these find their origineémsngly opposed assumptions
rooted in psychometric and educational theory. kerea case for a “relativistic
perspective of assessment” (Ramsden, 1992:181hwini@addition to drawing on

both traditions, roots itself in educational thedfyhile | examine a number of
traditional as well as more innovative approachestachniques of assessment, the

emphasis in this analysis is not upon new or atiéra assessment techniques, nor
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indeed upon defending the old. The emphasis iserabn putting the learner at the

heart of assessment, which, according to Gippsa(249, includes:

...redefining the power relations in assessment bgliing the learner more
as a partner. This does not mean teachers givirngugool... it means learners
taking responsibility for their performance and maring their learning —
what we call in the trade self-regulated learning metacognition.

2.4.1 The Nature and Purpose of Assessment

The notion of student assessment is a complex @migatious issue. Among other
factors, this results from the fact that assessnmestorically, has its roots in
psychometric testing (see especially Gipps, 1994) s controversial debate
surrounding the hereditary versus environmentalreatf intelligence and the myth
of the “1Q” score as fixed and a direct indicatbagyerson’s potential to succeed.
This model, which equates assessment with the Stest”, while clearly
incompatible with a constructivist approach witheémphasis on promoting learning
through student intellectual activity is, howeuaghly consistent with instrumentalist
and behaviourist understandings of knowledge wHahinated learning theory for

most of the twentieth centurgde 2.3.1.4.

Dictionary definitions agree that to assess isuiogovalue on something, usually in
financial terms (Rowntree, 1987:4). Such valuatialginitions, in spite of
limitations associated with the assignation of nuoa¢ marks or grades and the
ranking of students in order of achievement (Roeastd987:4), continue to be
widely used since they permit a large sample ob#teaviour to be assessed thus
increasing the reliability of this form of test (M&us, Raczek and Clarke, 1997:10).

Interestingly, the word “assess” is derived from tatin word “assidere” which

means to sit beside. The implication of this intetation is that assessment should be
understood as an act of coaching or guidance. Wheléradition of psychometric
testing was seen to serve the needs of an eagkeinavhich it was believed that tests
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could be validly employed to make predictions abondividuals’ capabilities
(Shepard, 2000:5), the notion of assessment astari guidance or coaching
includes an understanding of assessment as enceimp#se building of a
relationship, with all that this involves for thautnal benefit of both educator and
student. In the words of Rowntree (1987:4), assesspgan be understood as an

attempt taknowthat person (author’'s emphasis).

What then can we conclude about the nature andpearpf assessment? Is it about
testing in order to make judgments or predictidosud individuals’ ability to
progress within the system or is it about develgmaople through guidance and
meaningful feedback? Are these two understandingsaily exclusive? While it is
unlikely that the “perennial pressures of summatgjraedes” (Taras, 2002:501) will
disappear, research indicates that over-emphasisaoks and ranking can be

detrimental to student learnindpid.).

If we wish to embrace the challenge of a studentred approach to learning, our
assessment methods must, in the words of Browrgjlr@dlect “our Copernican shift
in thinking from the tutor at the centre of theverse to the student” (Brown, 1996
cited in Nieweg, 2004:204). Angelo (1999:36), ndlveless, points out that certainly
within the context of the United States, the delbai® movedbeyondsimplistic
debates towards a position which acknowledges Wiale assessment for

accountability is important, assessment for stutearhing is paramount:

In general, U.S. higher education has moved beyoipdoductive, dualistic
debates (remember “four legs good, two legs bamh#nimal Farn?) over
whether assessment should focus on accountahilitg@rovement. Today,
most faculty and academic administrators havelfindlreluctantly, come to
accept that dealing with both is a political anceannomic inevitability.
Nonetheless, most of us think assessment shouldsband foremost about
improving student learning and secondarily abotemieining accountability
for the quality of learning produced. Though acdability mattersjearning
still matters most.
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2.4.2 From Psychometrics to Educational Assessment

McDowell (1998) and others (see especially Gip94land Biggs, 1996, 1999)
describe a paradigm shift taking place in our usiderding of assessment. This has
been depicted by Gipps (1994:1) as a shift frony¢psmetrics to a broader model of
educational assessment; from testing and examnsatipan assessment culture”. It
has also been described as a shift from “old” oweational assessment practices
towards alternative assessment, variously calledvative, performance or authentic

assessment.

We must be cautious, as mentioned earlier, in tefmpsesenting this paradigmatic
shift in binary terms. Lin Goodwin (1997) and othésee especially Shepard, 2000
and Gipps, 1996) point out that psychometric tgstias built upon premises that
were highly consistent with a view of education efhconsidered it to be

fundamental that every person be educationallyaedtionally placed in an
appropriate setting. While standardised testing tner the past century, been used to
permit and deny educational opportunities to nusibéstudents, its use has
continued because it is considered to be basedlgactive” principles including
reliability, validity and the ability to compare amdividual with a group norm and,
therefore, a fair way of determining this decismaking process (Genishi, 1997: 37).

In the following section | present an overview lné$e two models or paradigms and
some of the tensions and apparent contradictiatsettist between them. | then offer
an explanation as to why a more conventional agprt@vards assessment has
dominated institutional practice and argue for goe@ded view of assessment which
includes both traditional and “alternative” assesstrapproaches and techniques with

a view to empowering the learner as a partnerdgrohher own assessment.
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24.2.1 Conventional Assessment: The “Measurementddel”

Mc Dowell (1998: 335) characterises “old” or contienal assessment practices by
their emphasis on highly controlled or structurasks which are standardised for the
relevant learner population. Assessment is sespate from, and as that activity
which takes placafter teaching and learning. Assessment is conducted by
“specialists” while the learners’ role is to un@d the prescribed learning and
present themselves for testing. The assessmeeatti@rity which performance will be
judged remains largely within the control of theessors. Within this paradigm
assessment focuses on the levels of knowledgevechand assessment performance
is reported in the form of quantitative scores Wwhace used to rank learner
performance (Mc Dowell, 1998: 335).

Conventional assessment is based on many of thenpisns underlying what Biggs
(1999, 1999a) has termed the “Measurement Modedelbped by psychologists to
study individual differences, the Measurement Masl@lorm referenced and
designed to assess personal characteristics fautip@se of comparing them with

each other and general population norms. The Measnt Model requires that:

O

performances or assessment results are reducednioens on a scale;

o the characteristics being measured remain staleletowe;

o the test sorts the high from the low performerghst comparisons can easily

be made; and:

o students are tested under standardised conditions;

o items on which students perform well are droppethbse they do not
contribute to the test’s discrimination value (Bsg@999; 1999a).
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We are reminded that the principles espoused biyldesurement Model are
consistent with those associated with behaviouvignech has its emphasis on
learning as tightly sequenced and hierarchical mithivation based on positive and
negative reinforcement in the classroom (Harri@®03). Shepard (2000:4) observes
that psychometric testing, like behaviourism, tiasaots in the social efficiency
movement in the early 1900s which alleged thatwaeould be used to solve the
problems of industrialisation and urbanisatiornwdis proposed that modern principles
of scientific measurement intended to maximisestffieciency of factories, could be

applied with equal success to educatitid().

Because it was not possible to teach every stutlergkills of every vocation,
scientific measures of ability were needed to mteaine’s future role in life and
thereby determine who was best suited for eachastode (Shepard, 2000:5). One
hundred years ago various recall, completion, miagcand multiple choice test types
were closely fitted with what was deemed importariearn. The limitations
associated with psychometric testing, however,eacoge the curriculum became

encapsulate@nd represented by these types of iteitrid.j.

2.4.2.2 New or Alternative Assessment: The “Standds Model”

New or alternative assessment is carried out obalises of authentic tasks which
mirror situations in which knowledge and skills &kely to be used. Within this
paradigm, teaching, learning and assessment ayecingy integrated so that
assessment tasks are also learning activitiesneesanare actively involved as
informed participants in assessment. Self, peelcarassessment are used.
Assessment criteria are open and are intendedtageaand improve assessment
performance. While the outcomes of learning renmajortant, the learning process
by which they are achieved is also considered. gsssent performance may be
described in a qualitative way, for example, otnlinstrengths and weaknesses and
indicating issues for further development througg provision of feedback (Mc
Dowell, 1998: 335).
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The “Standards Model”, outlined by Biggs (1999, 98Ppcoheres with most of the
principles underlying alternative assessment prestilt is designed to assess changes
in performance as a result of learning for the pagpof seeing what, and how well
something has been learned. While the MeasuremedeMocuses on individual
differences, the Standards Model is designed tesasshanges in performance as a
result of learning. Assumptions underlying the 8tds Model include the

following:

o learning grows cumulatively, changing its structaseunderstanding develops.
The changing structure is an indication of how Wwelbwledge is developing

and learning should be assessed in terms of thataj@ng structure;

o an outcome of learning should be assessed holigtasa whole structure,

not analytically as the accrual of discrete mankgercentages;

o the assessment grade describes a student’s penfoermaterms of how well it
matches the teaching objectives. For example tacfaiss pass would represent
a performance that matches the highest expectatadh#d class pass would

represent a minimally acceptable performance;

o when students do well, it is considered an indicathat they have learnt what
was taught them in the programme rather a lacksafithination of that
particular test item (Biggs, 1999, 1999a).

Principles associated with the Standards Modelterrative assessment are clearly
more consistent with principles of a constructivistierstanding of learning which, in
contrast to past mechanistic theories of knowlesgpuiisition, consider learning to be
an active process of mental construction and sesadeng (Shepard, 2000:6). Harris
(2000:21) points out that standardised, prescrieedrnally defined and controlled
curricula are avoided in constructivist thoughttesse work against the principles of

learning as the open-ended construction of mea&itamdardised assessment is
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considered anathema in constructivism while thetion of assessment is seen as
that of providing learners with information anddéack about the quality of their
individual learning and, therefore, very much pdrthe learning process and in

service of the learneit(d.).

2.4.3 *“Assessment is about Several Things at Once”

The proper assessment of student learning req@aebers to combine different
forms of assessment. We shall nearly always hagesaite students in some way so
that a summary of progress may be provided for bwtstudent and for others who
need to know something about the student’s geferal of performance (Ramsden,
1992:182). However, assessment is about much rharelabelling and categorising;
it is not about simple dualities such as gradingwe diagnosis. In the words of

Ramsdenibid.) “assessment is about several things at b(agthor's emphasis).

Gipps (1996:5), in her inaugural lecture (deliveatthe Institute of Education,
University of London), stresses that assessment immportant part of education and,
whenever possible, procedures should be designeavea positive impact on
teaching and learning. While assessment must beygfe suitable to and used for the
“enhancement of good quality learning”, she emessthat this does not exclude the
use of traditional standardised tesisd).

Whereas traditional examinations have been usedhpity to select, sort and classify,
Gipps (1996: 4) points out that assessment is eopired to achieve a wider range of
purposes than was the case twenty years ago, ingluslipporting teaching and
learning; providing information about pupils, teachand schools; acting as a
certificating and selecting device as well as atoantability procedure and driving
curriculum and teaching. Brown (1999:12), furthereystates that we need to ensure

that assessment for learning should do the follgwin
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o enable individual differences between studentstoddebrated rather than
regarded as being problematic;

o clearly explain the purposes of assessment taadebolders so that the

process is open, transparent and sound;

o provide students with meaningful feedback thatloap them enhance their
performance and learn at a deep level by reflec@mtheir performance;

o be an integral part of curriculum design;

o involve criteria that are clear, explicit and peldb that students and staff

know what constitutes threshold and higher starsgdémdachievement;

o be demonstrably valid, reliable and consistent.

2.4.4 Principles of Sound Assessment Practice

In order to encourage the teaching and developofdngher order thinking and
problem solving skills we must use assessment wdirgetly reflects such processes.
While alternative assessment practices alone cdmima about changes in learning
and students’ abilities, Gipps (1996:8) remindshas, since assessment is a powerful
device to help gear teaching and the curriculuter@dtive assessment procedures
which encourage problem solving, critical thinkisugd authentic tasks can encourage
a deeper level of learning.

Whether we choose to make use of a more standdradpg®oach towards testing or to
make use of authentic practices which more direadbess the structure and quality of
students’ learning, there are underpinning prirsdplhich need to be adhered to if
our assessment practices and results are to belemed credible to students, parents,
employers, learning institutions and the generalipGeyser, 2004:92). In the
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following pages | shall attempt to identify andaliss these. Having identified these
principles | shall conduct a brief examination ofthone can make use of both more

traditional and alternative assessment practicategfically to enhance learning.

2441  Assessment as Integral to Learning and tt@urriculum

A major paradigm shift has occurred from the un@erding of assessment as an add-
on experience at the end of learning, to assessim&néncourages and supports a
deep approach to learning, characterised by aneastiarch for meaning as opposed
to a surface approach characterised by an intetdioomplete the requirements of
externally imposed tasks (Geyser, 2004:92). Theofisssessment as a tool to
develop learning rather than merely as a meanstsure achievement is understood
to be crucial (Boughey, 2004:10). Sound assessimeonnsidered an integral part of
programme and curriculum design, and strategiesasks need to be designed

specifically with the outcomes in mind.

Recent advances in cognitive research reveal @ahdtdm beingabula rasawho can
easily be imprinted with information and ideasyiheas actively construct knowledge
from all their life experiences (Darling-Hammondidralk, 1997:55). Individual
students learn in different ways, at different sadad from the vantage point of their
different experiences. Because of this, no highbcsic, predetermined curriculum
can ever be equally effective for all learners b&ssuccessful at helping learners
achieve, teachers must meet them where they areraaté a bridge between their
individual talents, interests and experiences.tkigrreason when planning

programmes and modules, assessment should bepakeyf the deliberations.

If, as Gibbs (1999:41) reminds us, assessmeneimtist powerful lever teachers

have to influence the way students respond to esuaad behave as learners, then we
cannot afford to ignore it in our curriculum plangiand development. In the words

of Boud (1999:432) it is “unrealistic to discussessment in isolation from

curriculum content and teaching strategies”.
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2.4.4.2  Assessment Practices should be Aligned wifhutcomes

The notion of “constructive alignment” (Biggs, 1989) in which “maximum
consistency” between the parts of the system iscpitged, is considered fundamental
to sound educational practice. Whether our cumitugoals are stated in terms of
objectives or outcomes, the essential criteridhas as educators we are clear about
what we want students to learn and then teach sseba accordinglybid.).

Within an outcomes or competency based systemasiale have adopted in South
Africa, the educational approach including assessisaunderstood to be explicitly
determined by the end results or outcomes thang & achieve (CHE, 2003:64).
Outcomes, which have been defined as clear learesgts that learners should be
able to demonstrate at the end of significant iegrexperiences (Geyser, 2004:144),
concern what learners can actualtywith what they know and have learnt. The
development of learning outcomes is considereda&rtar the process of selecting
appropriate classroom activities and assessmedd. tBer example, if the ability to be
responsive to changing circumstances is listechasigcome, then teachers should
ensure that opportunities are provided throughsotesn and assessment tasks which
simulate opportunities to develop responsivenelsrifatively, if the ability to

interact with clients orally is listed as an outegrthen creating appropriate learning
and assessment opportunities becomes importang(iegyu2004:11).

Outcomes-led curriculum planning, according to Kni(g001:373) is, however,
problematic in many ways. Complex learning, chamastd by among other things,
unending disputes, subtle concepts and large amafimformation to be organised
and remembered, is not easily reducible to presteements predicting what the
outcomes will be. Moreover, what reason, he askifidre for thinking that the
learning objectives or outcomes are fair descniygtiof what people in good faittill
learn? Developmental psychology has plenty to sayiathe difference between
what we think ought to be the case and how peapléhthk and actilid.).
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Conversely, critics have alleged that competensedachemes have introduced an
inferior kind of knowledge into education sincergarg out an operation or skill does
not necessarily connote understanding. (TarraQ2®). Successful practice, in
many instances does, however, demand extensivel&dge: Wiring a house
successfully for example, requires knowledge ofpfuperties of electricity, while
injecting a patient skilfully requires knowledgepsfychophysiology. While practical
skills in such circumstances are necessary, theypatra sufficient condition for
success. Moreover, underpinning or embedded kn@slesdconsidered to be a
feature of these competency based schemes, whéoenp@nces and underpinning
knowledge appear as discrete entitib&l().

2.4.4.3 Sound Assessment should include both Format and Summative
Components

Formative and summative assessment have beenlkzgsas “ends of the same
continuum” (Brown and Smith, 1997:15 cited in Gey2©04:93). Summative
assessment, which concerns the accreditation afliedlge or performance is
judgmental or evaluative and usually takes plater @fistruction primarily for the
award of a degree or diploma. Students are freugraded normatively in terms of
how their performance compares with the rest oftloeip (Grayson, 1994:1).
Formative assessment, in contrast, is intendedlfpdtudents learn from assessment
throughout as well as at the end of the coursenagdtive effects on learning can
result if this kind of assessment is neglectednfative assessment intends to

improve the quality of student learnintigl.).

The assumption underlying summative assessmeme isanviction that summative
assessment represents a valid and reliable sangdlstgdent achievements which
lead to a meaningful statement of what they knawdeustand and can do (Brown and
Knight, 1995:38). The reality, however, indicatkattemployers recognise that
assessments are not especially reliable and thay tarhat is reported is usually just a

“slice” of students’ achievements. Employers thied themselves having to assess

31



things frequently not described by existing sumweaéiccounts, such as flexibility,
the ability to work in a team, motivation or interponal skills. The degree is taken

merely as evidence that the student is a persdnseine intellectual standindpid.).

According to Brown and Knight (1994: 38-40) thesrad formative assessment
assume that students are intrinsically motivatetithat they make use of their
insights and experiences in the classroom situatiecturers, in turn, see their role as
empowering students; they understand themselvesgly as facilitators and
counsellors. The tasks should be such that apategieedback is generated in
relation to criteria set for their successful coatipin and feedback should be clearly
communicated with students. While feedback maynoftme from academics it
should increasingly come from peers and the stgdbemselves. The tasks should
direct students’ attention to the importance ofndng upon earlier experiences and

ideally have review points built in where studenmgtfect on what they are doing.

While there is clearly a need for both formativel ammmative assessment practices,
Geyser (2004:94) poses the question as to whdthesame task can be used for both
summative and formative purposes. Sadler (1989)estg that a mark may be
“counterproductive for formative purposes” (SadlE389:121 cited in Taras,
2002:507) in that attention is diverted towardg tirade or mark as opposed to the
feedback about an individual’s performance. Withiformative assessment, the
lecturer needs to know what learners find diffi@dtthat he or she can help. Learners
may well be prepared to disclose problems whicl thigght try to hide if an
assessment task is also intended for summativepesp The purposes of both
summative and formative assessment should, thexrdferclearly communicated to
the learners (Geyser, 2004:94).

2.4.4.4  Assessment should Provide Feedback to Suppbe Learning Process

A basic principle of learning is that “learners ddeedback” (Cross, 1996:4 cited in
Taras, 2002:505). Stated differently, in the wastiRowntree, (1987:24) “feedback
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of knowledge of results is the lifeblood of leampitdaving said or done something of
significance ...the student wants to know how itisaived”.

Taras (2002:505) identifies three conditions fdeeive feedback, namely:
knowledge of standards, the necessity to compasethtandards to one’s own work,
and taking action to close the “gap”. Significamthiis understanding is the notion
that feedback is dialectical. Whereas giving gramtesxamination results is
frequently a “one way systemib(d.), for feedback to take place the learner who is
receiving it is required to be an active participamd use the information to alter the
gap. The centrality of the learner and also hisesrresponsibility is emphasised in

the equation.

For feedback to be effective it is best understa®d dialogue or conversation
between lecturer and student (Lambert and Line302@1). The key reason for this
is that without dialogue and active involvemeng thiteria by which achievement in
the subject can be judged are not necessarily ghéfieile it may be reasonable to
assume that if we show people their mistakes th#yawoid them in the future, the
significance of dialogue is its potential to enathle teacher to learn about the pupil

and therefore provide a shared understanding of iwhraquired(ibid.).

Lambert and Lines (2000:141) assert that thereniseal to orchestrate a form of
student involvement in assessment which is capei#enpowering them. Part of this
need concerns that of changing students’ underisiguod assessment and what it is
for. Involving pupils in self assessment is sugegsts a powerful way of achieving
such goals as it features assessment that is ane“w” others, rather as something to

be involved in ipid.).

2445 Assessment should be Valid

Gipps and Murphy (1994:23) point out that validityassessment has traditionally

meant the extent to which a test measures whhgdiihs to measure. A number of
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different types of validity have been identified¢luding,predictive, concurrent,
construct andcontent validity Constructvalidity, namely, the notion that for a test to
be valid it has to test those attributes it is figgol to, has been identified as the
fundamental issue with regard to fairness in assess(bid.). Rowntree (1987:84)
observes, in relation twonstruct validity that we may not always be aware that when
assessing certain abilities we may be making judgsngbout other abilities. For
example, when assessing students’ ability to apphcepts, we may unconsciously
or consciously mark them down for grammar, indizgithat we are not exclusively
assessing for the construct we claim to be asgefsipand therefore, not being fair

to the students in terms of our expectations.

The notion of a unitary concept of validity has inseggested which rests on the
assumption that no matter how well constructed#g tiethe results are not used
appropriately, it will not be valid (Lambert andneis, 2000:9). As Stobart and Gipps
(1997:42 cited in Lambert and Lines, 2000:9) pount “it is theuseof the test results
that determines validity. The importance of thisteachers is that, in using test
results, validity is an issue of professional resloility rather than merely the
concern of test developers”. Unitary validity i€senot only to concern itself with
predictive validity but with the learning procebatresulted in the test score. This, as
Black (1998) observes, is significant not onlyemis of being able to make
predictions about students’ future performancemtgrms of looking back “at the
previous learning programme and so lead to chatogiesprove test results for future
students” (Black, 1998: 44 cited in Lambert anddsin2000:10).

Luckett and Sutherland (2000: 107) advise thauesof the following strategies is

likely to improve the validity of assessment:

o clarify your learning outcomes and their link te@ssment criteria;

o ensure that your methods selected are “fit forrtherpose”;
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o use arange of assessment methods to ensureltlearaing outcomes are
assessed (avoid testing only those which are easgt);

o establish good links between learning and persbeatlopment by, inter alia,
allowing students some element of choice, encongasglf-assessment and

reflection.

2.4.4.6  Assessment Processes should be Reliable Bgditable

Research into higher education has shown that #rergreat inconsistencies both
between the marking of work by different assesaacswithin the marking by a
single assessor. This is less likely to be the wdmn assessing low level skills but
when assessing complex, integrated competenceseitd for assessor judgment
increases (Luckett and Sutherland, 2000:108).

A test, according to Lambert and Lines (2000:1d)eliable if the result that someone
attains is exactly the same across all occasiaskst observations and settings.
Reliability is therefore seen to relate to consisyeof pupil performance and
consistency in assessing that performance whicps3ip994.:67) terms, respectively,
replicability and comparability. The underlyingieddility questions are whether an
assessment would produce the same or similar soarggo occasions or if

administered by two assessatsd.)

There is a considerable amount of evidence to shatvmarks are affected by the
characteristics of the learner and of the piecsark. Neatness and handwriting will
affect marks in an upward direction while gendethtof the pupil and of the marker
have been found to have a significant effect imsof grades (Wood, 1991, cited in
Gipps, 1994: 69). Gipps (1994:70) observes thateors over reliability between
markers become concerns of bias or fairness whemeaskers are influenced by
group related characteristics of an examinee tteaireelevant to the construct and

purposes of the test. This issue is obviously dfi@#ar significance in South Africa

35



where the Constitution prohibits prejudice or disenation of any kind and a
“transformed” higher education system is definedme which includes the provision

of equal access and equally fair chances of sutcedbstudentssee 2.2.).

Offering equal life chances, however, Gipps andpyr(1994:8) observe, cannot
“equalise” for homes and parents even if one essiina schools give the same
advantages to everyone. Two groups who score diftron a certain test may well
have been subject to different environmental exgnees or unequal access to the
curriculum. While the difference may be reflectachiverage test scores, that does not
necessarily mean that ttestis biased although it could be said to be invalithiat it

may not be measuring what it intends to measure.

Genishi (1997:35), taking a different slant onidsie of equity argues that equitable
assessment implies a different view of the humamgoieom that associated with
traditional approaches to learning and assessmbistview, which she terms
“intersubjective” in contrast to an “objective” appch, presents the test taker as an
active thinker, capable of reading people and sdna including tests. Teachers too
are represented as active thinkers who can plagjarmole in the process of
reforming assessment. This latter point will belesgxl in more depth in Chapter 7
(see especially.3.1.3.

Luckett and Sutherland (2000:108) make the follgrsnggestions for improving
reliability:

o know your own values and prejudices;

o use anonymous marking (student numbers insteadmés);

o avoid marking when overtired or irritable; plan grate your marking;
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o use internal moderation (where markers meet dunthafter the marking
process to compare marks and their interpretafiohneocriteria and marking

categories);

o establish institutional frameworks to ensure cdasisy in the use of
numerical qualifications and verbal descriptiordefjree classes, level
descriptors, marking bands etc.;

o use several assessment tasks and a range of assessgthods.

Clearly, assessors should aim to use assessmaiegstis and tasks which have
maximum reliability and validity. Luckett and Suttend (2000:9) observe that the
most likely way of achieving this ideal is by usiagariety of assessment methods in
which the results are triangulated from one assessto another in an attempt to

assess a range of complex outcomes using critegferenced assessment.

2.4.4.7 Sound Assessment is Criterion Referenced

Assessment criteria are statements that descrbgtaindard to which learners must
demonstrate the actions, roles, knowledge, undeistg, skills, values and attitudes
in the outcomes (SAQA, 2001:21 cited in Geyser4280). They are clear, precise
and transparent statements against which perfornarassessed.

Gipps (1994:79) points out that one of the keyuess which distinguish educational
from psychological measurement is that it is conedrwith an individual’'s growth
rather than variation between individuals. Refeytim a paper published by Glaser,
which signals the emergence of educational assessmea separate enterprise from
psychometrics and psychological measurement, sinéspmut the distinction made
between criterion referenced measures which deperath “absolute standard” of
guality in contrast to norm referenced measureshkvbiepend on a “relative standard”
(Glaser 1963, cited in Gipps, 1994: 79).
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Glaser’s thesis is that classical psychometricrthe@s built on the particular
requirements of aptitude measurement with highlseokprediction and correlation.
Measurement of achievement, on the other handiresqdifferent underlying
principles where concern is witlhurrentlevels of performance rather than prediction
(Glaser, 1963:519). In addition to heighteningaiellity and validity the purpose of
using criterion referencing is to provide studenmith appropriate feedback about
their work. Criteria can also establish agreememtray different assessors which

improves the reliability of the assessmehid().

Luckett and Sutherland (2000: 105) observe thaptssibility of improving

reliability across different times, places anditnsions is particularly important in
terms of the establishment of the National Quadifmns Framework (NQF) on which
all qualifications across the country are articediatCriterion referenced assessment
allows educators to make sound judgments abowtdimparability of qualifications
on the basis of scrutinising assessment critedétlaam evidence required for their

attainment.

Recent research conducted at the University of Capen by Shay (2003) does,
however, indicate that there is a great deal ofreatdnce towards making use of
explicit marking criteria. The researcher discoderes she interviewed nearly thirty
academic assessors from different ends of theptiisary spectrum that the appeal to
intuition as the basis for academic judgment wasinoommon. While some staff
made use of memoranda very systematically, worktingugh each of the criteria and
allocating a certain percentage out of the toley twere the exception. Assessment,
described by many of the respondents as somethkig to taste” (Shay 2003:96), in
addition to, or instead of explicit marking cri@rincluded makingntuitive

judgments about student work.
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2.4.5 Principles and the Person

Before moving on to a discussion of different assesnt approaches and tasks, it
seems appropriate to draw our discussion, for a@mbnback to the person of the
educator or assessor and the learner or studdntbtively engaged in the teaching
and learning process. While issues of reliabilgljdity and criterion referenced
assessment along with the other principles of squadtice mentioned in the
previous sectioii2.4.4) are crucial, their purpose should betodeour practice
rather than that of prescribing yet another setilefs legalistically applied without

reference to the individual.

Knight (2001:370) cautions that an outcomes motlelaiculum planning in which
programme goals are decomposed into statemergsauwiihg outcomes, which in turn
are converted into criteria to describe differaviels of end-of-programme
achievement, may not necessarily ensure that trspecified outcomes are
achieved. Arguing for a process approach to cdumyuhe suggests that, rather than
pre-specifying what is to be achieved, one shoaillder concentrate on what one
wants learners and teacherslto Learning encounters which suffuse the programme
need to be planned along with similar care beikgravith the quality of the learning

environment and communityb(d.).

Genishi (1997:39), in relation to the above, poousthat traditional measurement
has remained a persistent feature of the educétaparience largely because it is
seen as objective. Arguing for an intersubjectippraach to learning and assessment,
she points out that not only do teachers contiguaflto grasp what is in the minds of
learners, but their students, also, engage in @psoof figuring out “what the teacher
wants” especially when being assessed. When teaulev the task of assessment as
their own, they often play multiple roles with respto learners whose lives are
entwined with the teachersb{d.). The focus, within an intersubjective approach,
portraying the teacher and learner as active paatits in the learning and assessment
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process, understands assessment, as ivegagviceof individual learning rather than

the converse.

2.4.6 Assessment Approaches and Tasks

Good quality assessment is time consuming andftireraeeds to use good
quality tasks so that pupils are not wasting theie: the task needs to be
anchored in important and relevant subject matidrthe nature and mode of
the task needs to be based on what we know abaiiablg and engaging
assessment (Gipps, 1996:19).

While conventional ways of assessing students aa¢he unseen three-hour exam or
the traditional essay are not what Gipps (abova)lgvoecessarily refer to as “good
guality tasks”, they can make a difference to imprg learning when used
innovatively and strategically. Conversely, whilggroving our assessment practices
is important, this is “not sufficient to ensuretthasessment will be used to enhance
learning” (Shepard, 2000: 10). While we undoubteded to be innovative in our
range of assessment approaches or methods asswiedl tasks or instruments we
make use of (Luckett and Sutherland, 2000:109)n&e=l also to ensure that we not
only strive to undergird our practices with soumth@ples Eee 2.4 ¥but that

individual learning is optimised in and through puactice.

For the purpose of this discussion a distinctioméle between assessment
approache®r methodsand the assessmeasksor instrumentsAssessment methods
refer to the activities of the assessor when heherassesses the learner’s work
whereas assessment tasks or instruments refes axtivities given to the learner
(SAQA, 2001:27, 29 cited in Geyser, 2004:108). Asswnt approaches might
include making use of continuous, peer or selfsssent or group work as an
integral part of the assessment design, whereassasent tasks or instruments

include specific techniques such as, tests, essayportfolios given to the learner.

A number of case studies exist in which modest gharnn assessment regimes have

achieved dramatic improvements in student perfoomdsee especially Gibbs, 1999).
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For this reason the assessment approaches andvaskake use of are important
since they shape and influence what and how stadeain. If they are not designed
well, they have the power to significantly underenthe teaching and learning
process (Boud, 1999:413). While it is beyond thepscof this study to give an
extensive description of different approaches as#lg, | selectively examine various
assessment strategies: some techniques whichmrsileced to be traditional, such as
the examination as well as other less traditioppt@aches and techniques such as

self and peer assessment and the portfolio.

While traditional assessment approaches and teabsilgave not generally kept pace
with ideals of student centred learning, preparata life-long learning and
autonomous learning considered central to the onismnd purpose of higher
education, Marlowe and Page (1998:3) suggestllediral criterion for judging our
choice of assessment approaches must be the cdiunthey make to student

learning:

The single most important question we should readyasking about testing
student learning is ndtowwe should be doing student assessmentw/byt

we are doing them. If the answer has less to do stitdent learning and more
to do with making comparative judgments we areh@wirong track.

2.4.7 Approaches to Assessment

24.7.1 Using Self and Peer Assessment to Enhantedent Learning

As pointed out earlier in this chapteeg 2.4.3 there is a need to orchestrate a form
of student involvement in assessment which is depaftempowering learners
(Lambert and Lines 2000:141). Part of this neecceams that of changing students’
understanding of assessment. Involving pupils iihes®l peer assessment is seen as a
powerful way of achieving this goal in that it feeds individuals as active

participants in the assessment process.
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Lambert and Lines (2000:142) argue that the vamy tself assessment” implies a
kind of approach to education which is broadly désd as “progressive or learner
centred” {bid.). Empowering students to take increased owne@hipsponsibility

for their learning is considered appropriate imtgiof the current shift towards the
challenge of a mass higher education and trairystem gee 2.3.1 Raising the level
of student involvement in assessment is part aitorg the whole classroom
“ecology” which enables people to work with confide — not always succeeding but
learning that making mistakes is part of the prea#ddearning for oneself and others.
From the perspective of the educator the purposelbind peer assessment is seen
to include that of breaking the pattern of pas#aening and making the learning

goals or outcomes more explicit to their studebésr(bert and Lines, 2000:143).

Taras (2002:506) stresses that formative feedlmapkeas and necessitates a
partnership. Self assessment, within this undedstgnis considered crucial if the
process of giving feedback is seen to be compléteeover, Gibbs (1999:47)
observes that it is difficult for students to urgtand the importance of criteria and
internalise those criteria unless they are actirglplved in the marking process
through self and peer assessment. Because stuaderitgced into a position where
they have to learn how to assess the work of otlilees involved in peer assessment,
they are forced to learn how to assess and herm®wa their own assignments

before submitting themkid.).

It has been argued that self and peer learningldmiintroduced without reference to
the issue of formal assessment; if an activity veneeived to be sufficiently
worthwhile would it not be readily adopted? The migu-argument to this point of
view is that the presence of formal assessmeritaa oegarded as an indicator of
importance; if something is not assessed it caseke by students and by staff to be
less important than those aspects of a course velnechssessed (Boud, 1999:417). If
students are expected to put more effort into aseothrough their engagement in
peer learning activities, then it may be strategibave this effort recognised through

a commensurate shift in assessment focus. If sdlpaer learning activities are not
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legitimised through some form of assessment, stsdaeay not perceive the value of
peer learning until it is too late for them to binkeom it (see especially Boud, 1999;
Gibbs, 2000; and Taras, 2002).

2.4.7.2  The Importance of Continuous Assessment

Luckett and Sutherland (2000:11) define continumesessment as follows:

This approach involves assessing students regutagdymanner that integrates
teaching and assessment; it uses feedback fromasaelBsment to inform
further teaching and the construction of the neseasment. It is usually
formative and developmental in purpose, using gearf assessment methods
in which the lecturer is not always the sole judgquality. Continuous
assessment suggests a cyclical process through whwilti-faceted, holistic
understanding of the learner can be developed.

An important distinction is made betweemntinuousandcontinualassessment. The
latter involves assessing learners repeatedly ueamgame or similar technique often
for summative purposes where each assessmenatsdnedependently of other
assessments and there is limited feedback to leafbeckett and Sutherland,
2000:111). Continuous assessment, however, igmetistically equated with
formative assessment (Rowntree, 1987:124). It melpde a summative component
in that assessment tasks can be used for grademgition to their being included for
their developmental emphasis. As with self and pssessment, a formal assessment

component may reinforce the value of continuoussssent.

Important in terms of the focus of this thesishis significance of continuous
assessment for the teacher or lecturer. The vdloentinuous assessment is not
considered exclusively in terms of its benefitstfor learner but, as Rowntree
(1987:132) recognises, assessing during a coueddemnlecturers or teachers to
continually adjust their teaching in terms of hawdents are developing. Continuous
assessment provides a challenge, therefore, npfamihe students but also for the

lecturer in terms of critical self reflection irrtes of his or her performance.
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2.4.7.3  The Significance of Authentic or Performare Assessment for Student

Learning

Authentic assessment is a generic term which @igginternational currency to
describe a new range of approaches to assessnwrdar{@e, 1995:1). The basic
implication of the term seems to be that the assesttasks designed for students
should be more practical, realistic and challengivan more traditional paper-and-
pencil tests. The term “performance assessmemafsquite widely used to describe
such new approaches although Gipps (1994:98) disshes between authentic and
performance assessment in terms of the focus dattez being thessessmermf real
learning activities rather than the learning atiggi themselves. For the purpose of
this discussion | will use the terms performance amthentic assessment
interchangeably, although clearly in the lighttuststudy authentic assessment

activities should include an aspect of formal assent.

It is argued that assessment must take accoungloéhorder or generic outcomes
such as problem-solving ability, personal effeate®s and communication skills and
thus involve far more realistic or authentic tasien have been traditionally
employed in the field (Torrance, 1995:3). Criticabss-field outcomes, as they are
referred to in South Africa, are seen as relevaalltteaching and learning in the
country and considered pivotal in terms of deveigpiapacity for life-long learning
(Geyser, 2004:146). The urgent need to promotéetraing of these skills and
competencies that are difficult to test using tiadal techniques, lies behind the

development of a range of authentic assessmetdgita.

The significance of authentic or performance assesswhether as a part of normal
work or as a specific task for assessment liessiodpacity to engage students in the
very target performances we wish them to achieeek{Rs, 1992:173). Authentic
assessment aims to model real learning activitiekjding oral and written
communication skills and problem solving rathemtb@fragment them as do

multiple choice tests (Gipps, 1994:98). Solvingaathentic problem tends to be very
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much a learning as well as a testing experieimterently, authentic assessment
problems press for transfer as well as understgnéinclassrooms where authentic
assessment is used, little distinction appearsdmtvassessment and other activities.
Students are simply assessed in terms of thehinkibhg and learning activities
underway. Teaching, learning and assessment mai@ene seamless enterprise
(Perkins, 1992:174).

Gipps (1994:99) points out that the term “authértas become a buzz word in the
USA and clarity and precision need to be injected the debate. She quotes Meyer
(1992) who suggests that in using the term, asseskould specify in which respects
the assessment is authentic: the stimulus, taskleoity, locus of control,

motivation, spontaneity, resources, conditiongeds, standards and consequences.
While this observation is noted, the significan€am authentic approach to
assessment in terms of this discussion lies ire¢egnition that problem solving
abilities, personal effectiveness, thinking skatsd willingness to accept change, are
typical of the generic competencies straddling dognand affective domains that
are now being sought in young people capable oériaking a variety of work roles

in a climate of rapid technological change (Broatlfd995:10).

2.4.8 Assessment Tasks or Instruments

2.4.8.1 The Examination

While examinations can provide strong motivationdtudents and an opportunity to
consolidate one’s work, Luckett and Sutherland (RDD5) urge educators to consider
carefully what abilities traditional unseen essgyetexams really test. They suggest
that examinations have probably survived for s@lbacause they are easy to set but
point out that, where clear criteria are absem ntlarking of essays for summative
purposes is notoriously unreliablbifl.). Lambert and Lines (2000:95), moreover,
observe that being incarcerated for up to threedyouriting without a break, is not a
natural environment either in an institutional ariwcontext, and is unlikely to

encourage the best from candidates.
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Methods of assessment within the examination fraonkewan be varied to assess a
wider range of skills and to achieve higher lev#lseliability. Examinations can be
used, for example, as opportunities for problemaigglif an unseen examination is
perhaps linked to case studies that require stadergpply the material that they have
had to prepare to different situations (Houns&B@ 115 cited in Luckett and
Sutherland, 2000:115). Gibbs (1999:50) observesstiidents are tuned to an
extraordinary extent to the demands of the assegssystem and even subtle changes
in methods and tasks can produce changes in thityu@nd nature of student effort
and in the nature of learning outcomes out of @pprtion to the scale of changes in

assessment.

In relation to the above, Gibbs (1999:51-52) citesmse study in which changing the
format of the final examination from short predidtatype questions to one very
large complex real-world problem in a Norwegian emgladuate engineering course
resulted in a more appropriate form of learningithad previously been the case.
Instead of being given a series of short questieash of which could be answered in
fifteen or twenty minutes, students were giverdalf and were assessed on how
much progress they had made in completing a mugeraauthentic task. Students
were permitted to take computers with any kindadtvgare they liked, manuals and
anything that engineers would use when facing weald problems into the
examination. The result of such an examination tvasstudents began to focus their
revision and preceding study not on how to tackésligtable problems from memory

but on how to prepare for unpredictable real-wprioblems ipid.).

The emphasis in the above example and in the cootéiis overall discussion is not
so much that we need to change our assessmenbiasiegher to look carefully at
their consequences for student learning. By indgdiuthentic tasks or by changing
the structure of an examination from closed to epeok, for example, we can
encourage students to focus on appropriate leaautigty such as problem solving
or evaluative and research skills rather than @wkedge retention and

comprehension.
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2.4.8.2 The Portfolio

Institutional based assessment has been accugeeveiting students from
becoming thoughtful judges of their own work (seelf\1989 cited in Gillespie,
Ford, Gillespie and Leavall, 1996:480). The natfrest items and the emphasis on
objective knowledge are seen to send destructiwsages including the belief that
assessment comes from without; that what matteheiperformance of the skills that
appear on the tests and that this achievementnnadtéhe exclusion of development
(ibid.).

The heightened interest in portfolios as an alteradorm of assessment may be seen
as a response to views such as that expresseel gnébeding paragraph. While
portfolios take many different forms and have mdifferent purposes they are

valued because they show a rich picture of studewtlopment over time. A portfolio
which has been defined as “a collection and expilamaf evidence to demonstrate
that a student has met certain prescribed leaoutgpmes ...should contain some
personal reflection by the learner on his or hen tearning development” (Luckett
and Sutherland, 2000:119). Portfolios might be mmred as an example of authentic
assessment in that they contain examples of astu@dént performance (Gipps, 1994:
99).

Gibbs (1995:141) outlines the following purposesgortfolios:

o tojudge a wide range of students’ work with thegmse of gaining a rounded

overview of achievement over a period of time;

o to assess process as well as outcome in learnthga@mevement at several

stages of development;

o to provide a flexible vehicle through which a statie development can be

plotted, reviewed and reflected upon in order tmlglearning;
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o to ensure that learning grows cumulatively, chaggis structure as
understanding develops. The changing structure isdication of how well
knowledge is developing and learning should besaeskin terms of that

developing structure;

o to provide a vehicle for collating evidence fronspaxperience that
competencies have been achieved,

o to provide documentary evidence of the studentétyalind experience to

show employers or clients.

According to Hermann and Winters (1994:48) welligesd portfolios represent
complex thinking and expressive skills. As vehiagégducational assessment they
provide a more equitable and sensitive portrawlodt a student knows and is able to
do. Brown, Rust and Gibbs (1994:48), moreover, ntesthat portfolios enable
students to compile an individual record of thearhing and empower them to take
more control over their learning. Portfolios oféer opportunity to create a fuller
picture of their achievements thus providing an leygr with clear information about
graduates’ abilities and achievements. While emgt®wre increasingly likely to
expect this quality of information, the above aushabserve that it is not easy for
individual staff to implement the use of this qiiabf assessment, so this is best
tackled at an institutional levab{d.).

2.5 Concluding Thoughts: The Person of the Assessor

This thesis sets out to obtain an understandinvghat it means to be an assessor in
higher education, more especially within the Rhddewersity context. This
Chapter, with its focus on the literature, is imted to give an overview of some of
the tensions and challenges facing higher educaiiting the institution, the national
context and beyond.
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The concept of assessment, a complex and contensisue, is examined against a
background of competing understandings of the padnd purpose of higher
education, including the striving for excellencesiss the call to more equitable
ideals associated with increased access and titedgdhenomena of massification
and diversification within the institution. The lb@sontention of this Chapter is that
assessment can neither be separated from the vatapsesents nor from the broader

debate around the nature and purpose of highea@dnan the twenty-first century.

An overview of current issues in the area of aseessis presented in which both
traditional and alternative paradigms of measurd¢rapd assessment theory are
explored with a view to considering foundationahpiples upon which sound
assessment practice is based. Specific approamivasds, and instruments of
assessment are examined with the purpose of ewajubeir potential for
empowering students in terms of their ability todo#ive participants in their learning
and in the assessment process. While summativesassat is here to stay, the basic
thrust of this chapter is that the need to meaassessment cannot be considered to
the exclusion of student learning. Assessment nasthod instruments need to be
used strategically to maximise student learningemistitutions have a responsibility
to provide support and guidance to staff by impletimg assessment policy based on
sound principles.

At the heart of this labyrinth lies the educatoaesessor who, within the context of a
phenomenological study, is understood in termsoef he or she interprets his or her
lived world (see Chapter 3. What meaning does the assessor make of hisor he
assessment practices within the context of a chgngiderstanding of education and
how does he or she interpret the relationship batvassessment and other aspects of
the curriculum? What of his or her understandinthefuniversity in which he or she
finds him or herself, namely that of Rhodes Uniitgr&n institution which espouses

a call, on the one hand to excellence combined avithll to equity and redress on the

other?
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It seems apt to conclude this section with a quaotdtom Angelo (1999:38) who
shifts the emphasis from tools and techniques s#sssmnent to the valuing of a culture
of critical reflection, a culture which, from thergpective of phenomenology, places

the person and how he or she acts and interadishigitor her world as the locus of

responsibility:

Assessment techniques are of little use unlessiatidocal academic
cultures value self-examination, reflection andtoarous self-improvement.
In general, already existing assessment techn@ugsnethods are more than
sufficient to meet the challenges we face. It's¢hd towards which and the
ways in which we use those tools that are the probl

50



Chapter 3: Methodology

3.1 Introductory Thoughts

What is immediately apparent about phenomenolodyinvthe context of this study
is that it is less about defining methodologicalgadures and more about the
phenomenon under investigation. For the phenomgrstithe content determines the
method and not the other way round.

The phenomenologist begins not by asking what nbgra convenient method or
how an experiment could be designed to investigagentifically approved topic.
Instead, he or she asks why he or she is involu#dtiis phenomenon. What is
implicitly viewed as the final meaning or valuetbé research will influence how the

researcher approaches an investigated topic.

It is, therefore, appropriate that | begin this ineetology section with an exploration
as towhyl, as an educator working in the field of staff dpment at a tertiary
institution, am involved with this topic. Phenoméoagy is concerned witbescribing
human activity in a holistic sense with the aintoiming to a fuller understanding of
the phenomenon under investigation (Grundy, 198711Aderstanding people within
their lived contexts, considered by some (see éalhetVebb, 1996; Brockbank and
McGill, 1999) as fundamental to what “those invalva staff development do and
what they can achieve” (Webb, 1996:36), might hesaered one of the central aims
of this study.

This study is concerned with how individuals untkand their assessment practices.
Stated differently, what does it mean to be ansssseas an essentially human
experience? As an educator whose work includepribfessional development of
staff, | strongly believe | cannot make judgmerggahow to “act morally and

rationally” (Grundy, 1987:14) without first undesisiding the experiences of those
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with whom | work. | am not in search of “objectivegality but, rather, of the

subjective life-world of my participants.

Giorgi (1985) observes:

Since all psychologists, at least chronologicalgrevor are foremost human
beings living in the everyday world, they are raeign to the kinds of
experiences being provided by the subject. Suclythas anger, jealousy,
depression, learning, thinking ... are phenomena inatividually
experienced and perceived in others at one tinamother (Giorgi, 1985:1).

Educational researchers, equally, are “first amdrfost” (bid.) human beings
investigating the phenomenon of education as a huanavity. Since hermeneutic
knowledge is always mediated through “pre-undedstenwhich is derived from the
interpreter’s initial situation” (Habermas, 19723in Grundy, 1985:15), my research
guestions, correspondingly, emerged from the naitinrey work with staff in my day

to day functioning at Rhodes University.

3.2 Phenomenology and Educational Research

The phenomenological approach has been criticizedeglecting the relationship
between individuals’ interpretations and actiond #re social conditions within
which these interpretations occur (Green and Halpw997:1013). An exploration
of phenomenology as research method, however, teduissituated in a wider
context of research, which, in the last hundreds/gas been dominated by what is
commonly known as the scientific method with itspéiasis on objectivity, neutrality,
measurement and validity. While the scientific nogthadopted by other disciplines
such as education, sociology and geography did l&gtimate ways of researching
some questions, there were other questions which mever seen as relevant and

consequently never investigated (Campbell, 2004:2).
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Willis (2004:1) points out that phenomenology hagated to meet various research
needs in different disciplines. While phenomenolagyan approach has been used
extensively for research in the field of psycholdgge especially Giorgi, 1985; Valle
and King, 1978 and Van den Berg, 1972), a newéstdn this approach within the
education discipline has begun to emerge. StdffeatUniversity of Alberta, under the
inspiration of Max van Manen have published thenpailPhenomenology and
Pedagogywhich has a specific reference to schooling wthiendo-Pacific Journal
of Phenomenologgdited by Chris Stones at Rhodes University, Séifitica, focuses

on educational in addition to psychological issues.

Referring to the work of Crotty (1996 cited in Vi&ll2004:4), Willis makes a
distinction between classical phenomenology andaggpic phenomenology in
relation to defending this approach as a valid reedinvestigating educational
issues. According to Crotty’s exposition, empathpienomenology does not focus
on the phenomenon as it becomes visible but om#ening and significance of an
experience for an individual. Willis points out tleanpathetic phenomenology with
its focus on interviews, thematic analysis andteliisg of interview transcripts which
look for common meanings an experience had fooamof subjects, represents a
major way of working in qualitative social sciemesearch. Its contribution,
therefore, is that it brings to view the subjectstates and interpretations of people
who have engaged in a common experience like schonlersity, hospital and the

like which may have been overlooked by powerfutiasts in societyil{id.).

The empathetic approach to phenomenological resé@as made a contribution by
showing the socially embedded nature of human ¢onsgess. It may not have
advanced the cause of classical phenomenology basimade known what groups
of people, including, teachers, nurses, soldieagetielt when involved in a shared
experience, and what sense they have made ofateXperience is then named in

terms of the subjectivity it evokes in those wheédaxperienced it.
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3.3 Definition of Phenomenology

Giorgi (1971:9) defines phenomenology as the safgghenomena as experienced by
the person. The primary emphasis is on the phenomexactly as it reveals itself to
the experiencing subject in all its concretenessparticularity (In Giorgi, Fischer,

and Von Eckartsberg, 1971:9).

According to Van Kaam (1966:233) the term “phenoategy” is derived from the
two Greek wordphainomenorandlogos Phainomenonthe neuter present participle
of phainestai(to appear), means “that which appeaksgigosmeans “word”,

“science” or “study of words”. Therefore, etymoloagily, phenomenology might be
defined as the study of that which appears. He gode say that phenomenology
should be understood as an “attitude” or “modexistence” as well as a “method”
(ibid.). While the phenomenological attitude is underdtas basic, the method is
understood to be secondary.

| have decided to structure this chapter accorttingan Kaam'’s distinction. | shall
begin by describing the phenomenological approadhrims of its essential features
as an “attitude” or “mode of existence”. | shakthpresent an analysis of the
methodological strategies which | chose to folloithwm this study. | shall conclude

the chapter with a summary of my methodologicatsip procedures.

3.3.1 Phenomenology as an “Attitude”: Essential Feares

3.3.1.1 Phenomenology is Pre-Scientific

Phenomenology seeks to understand the human camdsiit manifests itself in our
concrete, lived situations. Recognising the ingbdf positivistic, natural scientific

thinking in the social sciences to adequately déthl existential issues such as joy,

absurdity and freedom, Edmund Husserl developedghenology as a method
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which allows us to contact phenomena “as we agtligt them out and experience
them” (Valle, King and Halling 1989:7).

Colaizzi (1978:49) states that while it is in theture of scientific endeavour to
demand greater distance between theory and experitdre experimental model
relegates experience to an unreliable role, digssesl of scientific validity in favour
of theory. The phenomenologist, in contrast, loakshe fundamental structures of
experience about the world and how it should ballyastudied before scientific
presuppositions are imposed (Van Kaam, 1966:238epMWhe researcher develops
the phenomenological attitude he or she will foisserve and study experience as it
manifests itself. Only afterwards will she consilew scientific theory can
illuminate the phenomenon or how theory can be eoed upon or renewed to keep

it in tune with the reality as experienced.

Van Kaam (1966:234) points out that the primaryld/of original experience is not
at all identical with the world of science. He msféo the latter as a “secondary world,
a derived construction, an abstraction”. Phenonugyothus makes explicit that
science is dependant on prior experience. Philasapphenomenology does not
oppose science but goes beneath it in order ttodsats experiential roots. While not
denying the value of science, it maintains thag gdanstruction should be rooted in
the experience from which it is derived.

3.3.1.2 The Study of that which Appears

Phenomenology focuses on the appearance of ttamgsrn to things just as they are
given, removed from everyday routines and biases; fvhat we are told is true in
nature and the natural world (Moustakas, 1994:58).

In contrast to the “common sense” assumptions Uyidgra natural scientific
approach the phenomenologist is concerned witlstiy of behaviour as it is

actually lived. The phenomenologist provides hinmerself with the freedom to
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adopt an understanding-descriptive approach irrasito the technological
experimental method associated with the prediciwh control of behaviour. Only by
being willing to study experience itself can hesbe investigate the phenomenon in
meaningful ways. Husserl spoke in relation to dfisreturning to the things
themselves” (Colaizzi, 1978:56).

In relation to this understanding, Husserl held kmowledge of the structures of
consciousness was not a matter of inclusion orrgéisation from a sample (as would
be the case in a scientific approach) but wasudtreka direct grasp or “eidetic
seeing” (Polkinghorne, 1989:42). While only ongame is required to grasp the
principle and inner necessities of a structures, phocess which leads to the essence
of a structure involves a careful working throudghhe essential elements as opposed

to the unessential and particular.

3.3.1.3 Experience is in and of the World (Intentipality)

The form and continuity of experience is understtmbe the product of an intrinsic
relationship between human beings and the worldohtrast to the assumptions that
inform Western Science, experience is not undedstoerely as a mental projection
into the world or as a reflection of the world. Tperson is rather seen to be in an
intricate relationship with the world. Experienseseen to be a reality that results
from the openness of human awareness to the wodd @annot be reduced either to
the sphere of the mental or the physical (Polkingep1989:42).

Phenomenology calls this inseparable connectidheavorld the principle of
intentionality. From a phenomenological point afwij to do research is always to
guestion the way we experience the world; to warkiniow the world in which we
live as human beings. Since to know the world isegan the world in a certain way,
the act of researching is the intentional act tE#cting ourselves to the world to

become more fully part of it.
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Colaizzi (1978:52) illustrates this point by suggesthat when considering
experience objectively, the person is always iati@h to how he or she behaves
towards the world and acts towards others. For pl@nwhen the person is angry, his
or her anger is experienced as being directed tisyany, a knot in a shoelace which
cannot be undone or towards an impatient mototst moots when he or she passes
in front of their car as the traffic light chang&xperienced anger is tied in with what
a person is doing in his or her dealing with theldidRather than experiencing
isolated states, the human being experiences sgestEs the world thrusts itself upon

the person.

Existential phenomenology speaks of the total ssoluble unity or interrelationship

of the individual and his or her world. The pers®riewed as having no existence
apart from the world and the world as having natxice apart from the person. Each
person and his or her world are said to “co-camstitone another (Valle, King and
Halling, 1989:7). Stated differently, the humanivndual is contextualised; it is
impossible to conceive of him or her without theilgar, surrounding world. It is
through the world that the meaning of a personisterce emerges. Conversely,

without that person to reveal its sense and meattiegwvorld does not exist.

3.3.1.4 A Commitment to Descriptions of Experience

Phenomenology is committed to descriptions rathan explanations and analyses of
experience. Moustakas (1994:59) points out thatrg&sns retain as closely as
possible the texture of things, their phenomendlraaterial qualities. Descriptions,
furthermore, keep a phenomenon alive by illumirgatia presence and accentuating
its underlying meanings. The phenomenon is abtettn its spirit as near to its
actual nature as possible. In descriptions, onlkess®epresent in vivid and accurate

terms what appears in consciousness and in deetig

Giorgi (1985:2) points out that the overall pergp@cof phenomenology is
descriptive theory, phenomenology being but onerthef treating descriptions.

57



Many important aspects of phenomena as lived apdreenced have been either
overlooked or distorted because the methods afiglgral sciences are designed to
deal with natural rather than experienced phenoniEma purpose of the
phenomenological method is to do justice to thediaspects of human phenomena
and to do so one first needs to know how an ind&icctually experiences what is

lived. Obtaining a description becomes necessaoydar to achieve this.

Colaizzi (1978:57) points out that the meaningfutly of phenomena requires us to
endeavour to descriptively identify phenomena. tifieation of phenomena, then,
becomes the crucial first step in phenomenologesgarch. If a researcher wishes to
know or identify a particular phenomenon he or clienot rely entirely upon theory
because in doing this, the phenomenon’s experleagect is eliminated. As a
phenomenologist he or she must begin by contatti@gphenomenon as people
experience it. As Moustakas (1994:59) points augathering descriptions the
researcher seeks to present in vivid and acclueatestwhat appears in consciousness
and in direct seeing — images, impressions, vericalres, features of heaviness,

sense qualities of sound and aesthetic properties.

3.3.1.5 The Attitude of Reduction (Bracketing)

Each of us comes into the research situation wittown preconceptions and
presuppositions about the phenomenon under inagisirg One of the greatest
challenges as a phenomenologist is to put asidmialpreconceived and theoretical
ideas and open ourselves up to how that phenomerexperienced by the

individual.

The phenomenologist refers to this process, wheedries to render these
assumptions inoperative as “bracketing” (Valle, dand Halling, 1989:11). In order
to bracket one’s existing ideas it is suggestetidha first make them explicit by
laying out these assumptions so that they appeaeasdy as possible to oneself.
These processes of bracketing and explicationsafragtions have been found to
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interact dynamically and it seems that as one letsadne’s preconceptions and

presuppositions, more assumptions emerge.

This process of bracketing and rebracketing istthaner in which one moves from
the “natural attitude” to what Husserl (1962) cited/alle and King and Halling,
(1989:12) has referred to as the “transcendertitl@”. This attempt to adopt the
transcendental attitude is called “reduction”.Ha process of reduction, one does not
categorically deny the existence of the naturalldvbut rather puts in abeyance one’s
natural scientific belief that the world is indedent of each individual person in

favour of a view which says that the individual amorld co-constitute one another.

3.3.2 Phenomenology as a “Method”: The Process

The method of phenomenology essentially involvespitocesses of intuition,
reflection and description. This means that onaikhfirst concentrate on what is
given and only then ask more specific questionsiath® phenomenon. In this sense
it is suggested that the researcher can deal withra complete phenomenon as he or
she lets it emerge, rather than selecting thosecéspe or she wishes to see or
manipulate or define in terms of those manipulai@aiorgi, Fischer and Von
Eckartsberg, 1971: 10).

Since phenomenologists are concerned with repoetipgrience as it appears in
consciousness in contrast to “common sense” dégorgpaimed at depicting things
independently of a person’s experience, Polkingh¢i989:46) suggests the

following general format for the phenomenologicalastigation:

o Data gathering which includes gathering a numberadfe
descriptions from people who are having or havethadexperience

under investigation.
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o Analysis of these descriptions so that the researcomes to a grasp
of the constituents or common elements that makexperience what

itis.

o Presentation of the findings in such a way thaa@urate, clear and
articulate description of an experience is giveme Teader should
come away with the feeling that he or she undedstéetter what it is

like for someone having that experience.

It seems appropriate, therefore, to structure ragudision of methodological
strategies in terms of these three broad arealyadata gathering, data analysis
and presentation of findings. The section on datheging focuses on the research
methods and sampling procedures | made use ofsistildy while in the data
analysis section | outline the different stagekdse to adopt in processing
phenomenological data. The section on presentafifindings argues for the
importance of presenting one’s findings in sucheg that the reader is able to follow
the researcher’s analytical process. In the fiaatisn of this chapter, | give an

overview of how this research was initiated.

3.3.2.1 Data Gathering

The preferred method of gathering descriptions fenjects is the interview, which
allows the researcher to assist the subject in mgodwards non theoretical
descriptions that accurately reflect the experiefgpes of questions which can help
the process include questions such as, “What wie ifor you?” as opposed to
“What happened?” (Polkinghorne, 1989:47).

The phenomenological researcher acts in a perseaaher with people who are not
viewed as experimental “objects” but human subjelite purpose of selecting
participants in phenomenological research is teggp a full range of possible

elements and relationships that can be used inmdigi@g the essential structure of
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the phenomenon. To achieve this, Stones (1988siifhests the kind of individuals
who are pre-eminently suitable for participatinghis kind of research, as those who:

o have had experiences relating to the phenomenbe tesearched;

o are verbally fluent and are able to communicate theughts, feelings and

perceptions in relation to the researched phenomeno

o have the same home language as the researchettssagll enable subtle

nuancés to be understood; and,

O

express a willingness to be open to the researcher.

The selection of participants, correspondingly,le®d directly from my daily work
with Rhodes staff who approached me as a consudtiaguidance and as a “sounding
board” for their own assessment practices. It widisinvthe context of what Austin
has termed “collegial conversations” (see Austif8) that | was able to establish
trusting, creative relationships which served asaning for my approaching staff
as to whether they would be willing to engage wal@pth interviews regarding my
research topic. The majority of participants seeto€avelcome” the opportunity to

examine issues in relation to their assessmentipeaanore deeply.

The phenomenological interview, conceived of asanVersation” or an

interpersonal engagement in which subjects areueaged to share with a researcher
the details of their experience (Polkinghorne, 1889 was therefore an appropriate
development coming out of the relationship | alsehdd, to an extent, enjoyed with
selected colleagues. The focus of the interviewgeigping with the aims of
phenomenological research, was ondkperiencef the interviewee and was theme
orientated rather than person orientated. Thevi@ersought to describe and
understand the meaning of the central themes atperience. Descriptions of the

experience without theoretical explanation weregbbu
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The idea of the centrality of “the assessawithin the assessment process seems
obvious and yet much of the literature on assestgiees little attention to the
persondoingthe assessment. It must be stressed that whdlkehie my central
concern from the start of the research was witlp#reon | initially doubted the
validity of my interest because so little, it seetmsd been said about the person of the
assessor within the literature. My questions, haxewhich focused on the concrete
world or lived experience of my participants, gave direct access to the feelings,
opinions and interpretations, namely the lifewodfithe individuals in my study. The
interview thus focused on asking individuals toaldx, firstly, what assessment
practices they made use of. | then asked themrtsider the significance of their
assessment practices for other areas of theiripea@ts lecturers or teachers). My
final question focused on whether and, if so, iratwlway they considered their choice
and implementation of these practices to impadheir understanding of themselves
as professional educators.

3.3.2.2 Data Analysis

The primary endeavour of the phenomenologist ghenge naive perception
explicitly into more detailed conceptual knowled@le implicit and obscure
perception of a complex phenomenon of behavioungéga by this process into an
explicit formulation of its foundational behavio{y‘an Kaam, 1966:259).

A number of ways of conducting phenomenologicahdatalysis have been
developed (see, for example, Van Kaam, 1966; Caldi®78 and Giorgi, 1985). In
the words of Giorgi (1985:4) “many variations witha fundamental methodological
concept are possible”. Having given due considemnath the different procedures it
seemed appropriate to base my analysis on a frarkgwesented by Giorgi (1985),
further articulated by Stones (1988), in which fegsential steps within the

phenomenological method are delineated:

62



o Sense of the Whole

While in this initial stage of the research nothingre is involved than a simple
reading of the text and the ability to understdrallanguage of the describer, the
researcher'snode of involvemeis crucial (Stones, 1988:153). In the initial
reading of the protocol, the main challenge istverreader to bracket personal
preconceptions and judgments and to the fulleginéxiossible, remain faithful to
the data.

After achieving a general sense of the protocds, itad again with a more
reflective attitude in order to retain a sensenefwholeness of the data despite its
dissection in subsequent phases. In embracingatihenrof bracketing, the
phenomenological researcher works against the teyde make early judgment
calls based on preconceived notions (Van der Me26ioi:3) and to “disengage

from all past theories or knowledge about the pheson” (Giorgi, 1994:206).

The protocol is then read repeatedly in order &pare for further phases in which
more exacting analysis of the data is required. dreeral sense grasped after the
reading of the text is not interrogated nor maddieit in any way. Since one
cannot manage a whole text simultaneously, ongédhlaeak down the whole into
manageable units which leads in to the next steparmprocess (Giorgi, 1985: 10-
11).

o Discrimination of Meaning Units

The protocols are broken down into naturally odagrunits, each conveying a
particular meaning, emerging spontaneously fronrélaging. The meaning unit
discriminations are noted directly on the desaniptivhenever the researcher,
upon rereading the text, becomes aware of a changeaning of the situation
for the subject that appears to be psychologicallyn the case of this study,

educationally sensitive.

63



The task of delineating natural meaning unitsnghe words of Fischer (1974:
414 cited in Stones, 1988:153), an attempt at ainiectilation of the central
themes that characterise the respectively unfolsasgmes of each protocol”. It is
essential for the method that the discriminati@h® tplace first, before being
interrogated further and that they be done spooitssig. The method allows the
lived sense of the experiences to operate spontahebefore trying to explicate
its actual full import (Giorgi, 1985:14).

Stones (1988:153) reminds us that it is essem@ldach meaning unit exists in
the context of the other inter-related meaningthefprotocol so that, regardless
of how clearly meanings are conceptually differatatil from each other, there is
nevertheless an inseparable relatedness of aél theaning units in their lived
sense. Making something of a text or lived expeedoy interpreting its meaning,
Van Manen (1998:79) observes, is a process ofhifsignvention, discovery or
disclosure; grasping and formulating a thematiceusiinding is not a rule bound

process but a free act of seeing.

o Transformation of Subject’'s Everyday Expressions ito more Formal

Language with Emphasis on the Phenomenon being Instigated

Having delineated the natural meaning units, tiearcher tries to state as simply
as possible in his or her own more formal languhgemeaning that dominates
the natural unit. This is a concise descriptiothef meaning unit and is the first
transformation from the subject’s words to the agsleer’'s words. The researcher
tries to express in an explicit way the impliciyyplological or educational aspects
of the meaning unit and then writes out a sentent¢@o which expresses that
discovery. These transformations stated in thel {pérson, retain the situated
character of the subject’s initial description amd the equivalents of the meaning

units of the previous step which were expressdbarsubject’s own words.
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The transformation occurs through a process oéecgtin and imaginative
variation (Giorgi, 1985:17), defined as “a typenoéntal experimentation in which
the researcher intentionally alters, through imatiom, various aspects of the
experience... the point being to imaginatively stidtte transformation to the
edges until it no longer describes the experiemcerying the subject’s naive
description” (Polkinghorne, 1989:95). The use @ firocess, compared by
Giorgi (1994, 215) with triangulation in other typef qualitative research, is seen
to enable the researcher to produce meaning trenafmns in which there is

consistent intersubjective agreemehid).

Van Manen (1998:38) reminds us that a phenomermdbgoncern always has a
twofold character, a preoccupation with both theareteness as well as the
essential nature of a lived experience. A teshefdorrectness of a meaning
transformation, therefore, is that “one can workkveard from the transformed
expression to the original naive expression” (Rglkorne, 1989:56). In other
words an adequate transformation should not sifo@lgn idiosyncratic process in
which the results are unique to the particularasd®er producing the

redescription.

o Synthesis of Transformed Meaning Units into Structual Descriptions

Once the meaning units have been transformede#®archer works to synthesise
them into a descriptive statement of essential;nedandant psychological
meanings. The specific situated description, invtbeds of Stones (1988:154), is
one which “communicates the unique structure ddrtigqular phenomenon in a
particular context”. This structural descriptiomtaues to include the
concreteness and the specifics of the situatiavhich the individual understands
the question. Transformed meaning units are retatedch other and to the sense

of the whole protocol.
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It seemed appropriate in terms of the goals ofghidy to write two specific
descriptions. The first, which focused on descgl#ach of the individuals in the
study as an assessor, attempted to answer theoquégvhat is the significance
or meaning of assessment for (each individualhénstudy?” while the second,
focused more specifically on the lifeworldlogbenswelobf participants,
attempted to answer the question, “How does eatfegbarticipants experience

assessment as an essentiallyjnanexperience?”

Proceeding with the “solid conviction that whatdgically inexplicable may be
existentially real and valid” (Colaizzi, 1978:16While giving credence to the
principle of “horizontalisation” (more especially the first of these two
descriptions), | endeavoured in writing these dptons, to suspend judgment in
favour of a position which insists on descriptiather than interpretation until a

holistic picture of the issue emerges (Van der Mes2004:3).

o Synthesis of Transformed Meaning Units into a Genexl Structure of

Meaning

Polkinghorne (1989:55) points out that only aftempleting the situated
descriptions does the researcher move towardsroetiag a “systematic and
general description of the structure of the expeeeunder investigation”. In
moving towards the general, one systematically drawvthemes which have
begun to reveal themselves as essential in ephises of the analysis. This
stage, whichnvolves collating or integrating the predominagatiures of the
experience into a systematic and general desaniptentres on highlighting those
aspects of the experience that are “transituatiaralescriptive of the

phenomenon in general.

In this final step of the analysis the researcbhads through the situated structural
descriptions to formulate a general descriptiothefstructure underlying the
variations in meaning. While Colaizzi (1978:16)leefs that, regardless of the

66



phenomenon’s particular variations, it should bensas having the same essential
meaning when perceived over time or in many difiesgtuations, Van Manen
(1998: 79) cautions that the researcher remainctoms that it is “lived

experience that we are trying to describe and lesgukerience cannot be captured

in conceptual abstraction” (Van Manen, 1998:79).

The purpose of this last step is for the researithsynthesise and integrate the
insights contained in the transformed meaning unitsa consistent description
of the psychological or educational structure ef ¢went. Ideally, all meanings
contained in the transformed meaning units shouleast be implicitly contained
in the general description (Giorgi, 1985:19).

3.3.2.3 Presentation of Findings

In phenomenological research one has the freed@xpiess the findings in multiple
ways. According to Polkinghorne (1989:57) the phmanological research report
must include a description and documentation optieeedures employed by the
researcher to collect the data. In addition to jgiag natural and transformed
meaning units, each meaning unit coded so thaethder is enabled to refer back to
the original Gee Appendiy, detailed explanations are provided throughoet th

research process.

It is important in a phenomenological study th&t thader is enabled to follow the
researcher’s analytic process and thus understandte transformed meanings and
structural descriptions have been arrived at aatthiey, indeed, reflect the raw data
presenting the protocols. The validity of a phenoabegical study is seen not only to
lie in the rigour with which the phenomenologicattimd is followed, but depends on
the researcher being able “to take the reader aortgat he or she can appreciate,
and yet critically grasp what the author has adia€ (Petersen, 1994:1800 cited in
Van Heerden, 2000:257).
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3.4 Methodological Start-Up Procedure

The five lecturers selected for this study metdhieria for selecting participants, as
outlined by Stones (1988:150):

o each of the participants had significant experignaelating to the
phenomenon to be researched in that they hadel teaching at Rhodes for

many years;

o they were all verbally fluent and able to commutedaeir feelings, thoughts

and perceptions in relation to the phenomenon beisgarched;

o they all had the same home language as the reseaeciabling subtle

nuances to be understood;

o they all expressed an interest in the research ic@dhvith a willingness to be
open to the researcher. Their sense of commitroghetresearch has been
evidenced in their ongoing conversations and caetinnterest in the project.

This study began with my interest in assessmemhylmole as a staff developer at
Rhodes University it appeared that staff who shoaedrticular enthusiasm for
assessment, in turn, seemed to be dedicated audiedfteachers. This hypothesis,
while not provable, formed some of the foundatighaiking for this work. Thus it
was, that | began to informally enquire whetheff sté&¢gh whom | came into contact
perceived a significant relationship between tpedctice as assessors and other areas
of their teaching. What was the meaning of beingssessor in higher education for
these individuals? As lecturers began to share tsiries” | became increasingly
fascinated by what seemed the essentialipancharacter of assessment. The act of
beingan assessor, more so than a list of techniquegesr behaviours seemed to
embody a way abeing anact ofcaringwhich could not be divorced from the
experience of those involved in the process.
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The questions around which | constructed my ineawvgiincluded asking lecturers
what assessment practices they made use of; whattmsidered to be the
significance of the choice and implementation efsthpractices for other areas of
their professional practice as teachers or edugaod, in what ways their choice and
implementation of assessment practices impacteadeinunderstanding of
themselves as professional educators? While tsiedfirestion required a factual
response, both the second and third questionsddausre specifically on the
intervieweesunderstandingf the phenomenon under investigation (see
Polkinghorne 1989:47). The questions, centred erctimcrete world or lived
experience of participants, gave me direct acaetsetfeelings, opinions and
interpretations of the individuals in my study keeping with the notion of the
interview as a “conversation” (Polkinghorne, 1989;4 made use of empathy and
sensitive probing, where appropriate, with the pagoof evoking more in-depth
exploration of the phenomenon

Despite a case by Giorgi (1988 cited in Green aolibkay, 1987:1016) against the
use of participants as validators of the findingghe grounds that this would be
asking the those interviewed to exceed their relpaaticipants, | returned the natural
and transformed meaning units as well as thedirtte Specific Descriptions of
Situated Structures to the lecturers asking thema fesponse to the following

guestions:

o How do you respond to the attached descriptionxDiaesonate with how

you understand your experience?

o Do you feel that the Meaning Units and Transforrivegianing Units

adequately describe the essence of what you coneatediin your interview?

Apart from the need to validate my data, it madessefrom an ethical perspective,
that my participants should have an opportunitsetd through material which would
become, upon publication of my thesis, public propésee8.1.2.2for a detailed
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consideration of this issue). In most instances pdwticipants were satisfied that |
had truthfully captured what they had intendedatyp. ©ne participant, however, felt
that in my attempt to capture the essence of thening that dominates the natural
unit, I had oversimplified what she had been trimgay. Since the essence of
gualitative research includes attention to detaicorporated these changes into my
explication of the data.
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Chapter 4: Specific Descriptions of Situated Struatres

The phenomenological method consists of the
ability, or rather the art of being sensitive
sensitive to the subtle undertones of language, to
the way language speaks when it allows the
things themselves to speak. This means that an
authentic speaker must be a true listener, able to
attune to the deep tonalities of language that
normally fall out of our accustomed range of
hearing, able to listen to the way things of the
world speak to u¢van Manen, 1998:111)

My challenge at this stage of the research, hawangsformed the meaning units in an
attempt to unlock the essential meaning of the ptmamon for the individuals (see
Appendix), lay in transforming these disparate sections #mme sort of coherent
whole. The specific situated description, in thedgoof Stones (1988:154), is one
which “communicates the unique structure of a paldir phenomenon in a particular
context”. My challenge, therefore, became to désctinat phenomenon as it
presented itself to the individuals within thparticular or uniquesituations.

While it is obvious that human science is not th®e project as poetry, Van Manen
(1998:114) points out that phenomenological reseant writing does require a high
level of reflectivity as well as an attunementhe tived experience and a certain
patience or “true commitmentibid.). It was thus that | was presented with a tension
between writing these descriptions solely with miyial interview questions in mind

or allowing “the things themselves to speak” ahdst in a sense allowing broader
aspects of the phenomenon that | had not init@dlysidered when planning the

interviews, to reveal themselves.

Stones (1988:154) makes the point that it is atghage in the research that certain
themes might appear to contradict one anotheel&tion to this Colaizzi (1978: 161)
notes that the “researcher must proceed with th& sonviction that what is logically
inexplicable may be existentially real and vali€o{aizzi, 1978, in Stones, 1988:
154). It was, therefore, that | proceeded with adaustanding that whatever

71



individuals mentioned should not necessarily beatided if it did not seem directly
relevant to the research question. If at that plodotuld not see its direct relevance to
the phenomenon under investigation, in the spiritusting the existential reality of
the individuals’ experiences, while giving credetaehe rule of “horizontalisation”
(Spinelli, 1989:18), | allowed the descriptionautdfold as closely as possible to the
original transcriptions, retaining the exact woodgarticipants.

The object of phenomenological description is nadévelop theoretical abstractions
that remain severed from the concrete realitywafdiexperience. Rather, in the words
of Van Manen (1998:119), phenomenology tries togieate the layers of meaning
of the concrete by tilling and turning the soildzfily existence”. The specific
description of the situated structure remains faitto the concrete subject and
specific situation. The word “situated” is retaineecause at this point in the
explication only one subject is the basis of thecdgtion, the intent of the method
being to “arrive at the general by going through ¢bncrete and not by abstraction or
formalisation” (Giorgi, 1978 cited in Stones, 19884).

Thus it was that | found myself revisiting my resdmaquestion, probing again what it
was | was trying to understand; what essentiatsire was it that | was wishing to
elucidate? | was reminded that my interview questioad focused on three aspects of
thelived experiencef being an assessor. | had asked individualeseribe what
assessment practices they made use of; to corib&lsignificance of these practices
for other areas of their practice and, to explohether, and if so, in what ways their
choice and implementation of these practices inguhoh their understanding of
themselves as professional educators. What essaintieture was I, in fact, trying to
portray? Acknowledging that the research partidigdineality” is not directly
accessible to the researcher and that the resear@imus is neither on the
phenomenon nor the participants, but rather orfidiadogue” of individuals within
their contexts (Van der Mescht, 2004:2), | wasddrto reexamine my research

focus.
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Clearly, there would have been more efficient wafygathering and analysing data
were | interested in assessment as an “independefiwbjective” construct. | was
reminded in the words of Willis (2004:5) that thentribution of what he calls an
“interpretative” or “empathetic” approach to pheramlogy was that it protected and
valued the “contributions of various subjects ereghi life experiences”. Stated
differently, phenomenology acknowledges “the intetational process” (Spinelli,
1989:3) in our statements about reality. My interas a phenomenologist, clearly
resided in thgperceptions, ideas, opinions and feelilngshe individuals | had chosen
to interview for this research. | realised, witheaed enthusiasm, that the essence of
the structure | was searching for was a descrigifadhemeaningor significanceof
assessment for the individuals in the study. Stdiéerently, one might phrase the

essential structure as that of a description afi{ex the individualsas arassessor.

Having established more clearly what essentiatgire | was in search of | was
reminded that the notion of essence is “highly clexip(Van Manen 199&v).
Essence is not a single, fixed property by whichkwaew something but is a complex
array of aspects, properties and qualities — sdmédich are incidental and some of
which are more critical to the being of things. Taen essence, derived from the
verb “to be” points to what something is while lpaware of context,

intersubjectivity, language and so forthid.).

Giorgi (1985:20) notes that this step is a difficarde in that one has the freedom to
express findings in multiple ways. To a large ektew the findings are presented
depends very much on the audience with whom ooensmunicating. It was,
therefore, that | chose to render the specific rilgtsons with special attention to the
actual words used by the individuals to descriledr texperiences. A brief
biographical sketch prefaces each of the descnigptiath the purpose of situating the
subject briefly within the context of his or heradjfications, discipline and working

experience.
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The phenomenological approach has been criticimeddglecting the relationship
between individuals’ interpretations and actiond #re social conditions within
which these interpretations occur (Green and Halgvt997:1013). Willis, (2004:5)
argues that the “empathetic” or “interpretativepegach (in contrast to the
“classical” or “Husserlian” approach) to phenomemgital researchk with its focus
on what groups of people, namely, teachers, nunsssldiers have felt when
involved in a shared experiencenakes a contribution by showing the socially
embedded nature of human consciousness. The spaes#criptions that follow are
thus rooted in the individualgerceptionsof the curricula and higher educational
context and conditions in which these educatois iremselves. Contextual factors
are, therefore, fundamental to the integrity ofdleecriptions that follow without

which one could not fully represent the experieraedescribed by the individuals.

4.1 Brief Biographical Sketch of John

John was appointed as the first Director of thedRisdJniversity Mathematics
Education Project (RUMEP) shortly after it starbeduly 1993. He began his
professional career as a primary school mathemiaacher in Zimbabwe and then
lectured in a College of Education. Having relodate South Africa, John lectured in
Mathematics Education in the Rhodes Education Deant where, upon their
request, he ran workshops for teachers in the toywn$hese courses became
accredited when RUMEP was started.

4.1.1 Description of the Structure of John as Assssr

John begins by making the distinction between tig picture”(Al) at RUMEP (the
Rhodes University Mathematics Education Programame)“what | do” Al). He
notes the “usefulnes@1) of understanding not only what they do on the paogne
but why they do those things. He points out thaythre working with “in-service

teachers on a contact distance cou(8&). The Further Diploma in Education
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(changed its name to the Advanced Certificate indatlon/Bachelor of Education
subsequent to this interview) “is made up of fiveidct modules{A2).

The RUMEP staff have “different strategies for eatthe five modules” because
they believe that there should be “some summatidesame formative assessment”
(A3). Since they are concerned with addressing thed§igA3) of their students,
John believes that some form of “intrinsic motiwati (A3) should be built into the
assessment process. He also believes that asseés$sioeld be a way of “measuring
the effectiveness of (their) learning outcoméA3) and uses the term “aligneA4)
to describe their attempts at RUMEP to devise nuglod assessment that are
consistent with their expectations of the students.

John describes how the first module, entitled “Teag Mathematics{A6), has
createda “dilemma”(A6) in terms of what content should form the assessaremiat
what level this arithmetic paper should be set. Sta#f at RUMEP, however, became
aware that if they were to focus on the level afteat they would be “falling back
into a summative modgA7) which was “not what we were trying to do in this
course”(A7). They decided, therefore, that they would “measieestudents as
professionally as possible by setting professiasaessment taskéA8). Thesdasks,
which they call “insight tasks(A8) take a piece of children’s mathematics which
may or may not be done correctly, and the teadmerasked to analyse what the
child has done and make suggestions as to hovaskecbuld have been approached

differently or more efficiently.

John points out that the exercise is “very profassl in that it is based on children’s
mistakes”(A9). The teachers “make a professional decision bygbrg their
understanding of content as to what must be dore (&9). This is very different
from stating that a solution is incorrect becatlmsetéacher doesn’t understand what
the child is doing. And he feels that this hightgylwhat they are trying to achieve and
that is to train teachers to be more “professitwydboking at what children say and

do” (A10). Helping children to solve problems in their owaywrequires a teacher
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who is prepared to support, advance and, most itapity, understand(A10) what
children are doing. And John reflects that thisfisgreater value’{A10) than

“simply giving them a test on some aspect of matiters”’ (A10).

The next module, Mathematics Education “emphagisemtegrated nature of theory
and practice in educatiorfA15). John observes that you “can send all sorts of
messages about what the course is striving to dmbychoice of assessment
methods”(A15) and, likewise, a clear message is sent by the iaycourse is
assessed. Students are required to “start up flpwrh the contact session§A17)
and also have to “write up a journgR17). And John believes that the writing of
portfolios also sends a “message about power oekit{A18) because “everyone can

participate at their own leve(A18).

John believes that writing about maths is imporketause “there is space for
attitudes to be expresse@®20). He acknowledges, however, that “journal writieg i

a difficult thing” (A21) particularly sincehere is not an “embedded culture of reading
and writing among our student§®21). And John likes it “that the kids are writing
about the maths they have dorja22). A different sort of rapport is established
because “they are communicating personally andetheher responds personally”
(A22). Reflection has become an integral part of thgm@mme and they are starting
to get their students to “reflect on reasons wisygad of merely telling what
happened.(A23). And this module, Mathematics Education, “is asedghrough the
portfolio and then summatively for the universify®24) and the students bring their

portfolios to use in the exam

The third module, Research and Mathematics Edutdtcuses on developing

teachers as classroom researchers. The teachgiseme'a programme of reflective
writing which ties in with the programme of porifolwriting” (A25) and “eventually
they take a segment of their classroom practicetlagwrite this up systematically”
(A25). And the RUMEP staff organise a conference whegietters have to present

their papers to their colleagues and the procesding published.
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Module four, which is called Curriculum Studiesgtises on “the design and
management of workshopfA26). They bring in “an expert on Manageme(A26)
because “the teachers need to know how to manelyarge process that is inclusive
and not confrontationalA26). And John observes that one needs “a skilled p&rso
to provide ideas on how to approach people in susfay that “all staff involved with
maths feels included and the workshops run smaco{Alg7). The lecturer for this
module makes use of “authentic assessm@&#9) where he tries through the

assessment to simulate a situation which is “releaad realistic{A29).

The fifth module, Curriculum Studies in Mathematilcgocuses on implementing
what they have learned in their classroom and dchieachers have to “go out there”
(A29) and “find participants to run six workshops in godool”(A29). The RUMEP
staff sit in on two of these workshops while thecteers write a “workshop evaluation
on all six” (A30). And John observes that if they “can’t implemdhtreese wonderful
ideas that we've talked about then the whole tisrpintless”(A30) and they have
named them “key teacherA32) because they are seen as catalysts for change in

their schools.

The staff at RUMEP discuss the different moduleghthe students all the time”
(A33) and are “constantly revising the course based efexdback they are getting”
(A33). The validity of assessment methods is seen asatin measuring the
effectiveness of what they do in their programme uey are aware that there is no
point in “assessing the maths with some sort dfttest really doesn’t test their

professional ability at all{A34).

John reflects that they have learnt a lot fromrésearch papers that they ask their
students to present and he believes that it isGmaymt that they can speak with
authority about what they dgA36). The message to the teachers is that “nobody
knows better than them what happens in their adassy school and villagglA35).
John acknowledges that “reflection is difficult’daso they ask the teachers to begin
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by describing what they do in their classrooms tetmnsidering why they did those
things and how they could improve upon them.

Looking at what they have done has changed thaatioe and once a month they
“have feedback session§&37) where they reflect on what they have done and where
they are goingJohn gives an example of how, through critical asston, they have
completely revised their farm school programme. tAeo outcome of these
discussions is a growing awareness that the temdoenot have any apparatus in

their schools. And John observes that there igtint in having good ideas for

which you need apparatus when there is nothingti{&38). So RUMEP has made a
decision to equip the teachers with materials.

As an accredited Rhodes University course there lmbe standards for each of the
modules and the course is “externally modera{é@9) by someone from Cambridge
University. So, while on the one hand they areegdhg things, he is aware that they
“are fallible and need to be evaluatd&39). When RUMEP staff teach mathematics
in the classroom they teach it in such a way they tare modelling’{A40) what
teachers will do in their classrooms. An exampléhdf is in the area of problem
solving where, John points out, “you can’t do itags you actually solve problems”
(A42). And he describes how the staff at RUMEP askhecto “get into a group

and use any method they lik€&42). In doing lots of problem solving the message is

communicated that it is important and this is “hee do it in the classroon{A42).

John points out that it is by asking the studerplain what he or she is doing that
one has an “insight{A44) into how the person is coping. He reflects furtiet that
“by observation and by listening to the solutiomatgy that the learners ugg44)
one is implementing a form of assessment. And RUMI&HR are asking teachers to
listen to the pupils in their classroom. He obssiat it is difficult to move “from a
teacher centred to a learner centred approgetB). He reflects that with knowledge
comes power and teachers have to shift from béiedauthority figure with the big

stick” (A45) to becoming facilitators of learning. Continuousessment, where a
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variety of assessment practices are used in codenterstand where the learner is”
(A46), along with a learner centred approach embodiesdssive conceptual shift”
(A46).

John uses the term “immersiofB47) to explainhis understanding of the process of
how he introduced and inducted a new staff memiierthe way they do things at
RUMEP. This involved a process of sharing and debatieas about how
mathematical or geometrical problems could besédmt by the students. And John
would ask his colleague whether he thought thegudhinterrupt these people or
whether a student was applying principles corré¢h47). He reflects thatthey

were all talking about math@47) andthat it “was lovely to talk about it{A47) and
after the session he and his colleague would “ladeag discussion(A47) about
what they had gained from this exercise. And Jaftronly projects but models what
he believes to be an appropriate way of teachinfp@naatics. And his colleague says
that “it’s such a fantastic change to have thiraefpeople all wanting to have their
say” (A50). There is a willingness to learn because the ata®fUMEP are not trying

to “pump them full of mathematical idea@50).

John reflects that his career has been in Educediber than in Mathematics
although his “specialisntA51) is “Maths Education(A51). He reflects that
“everybody brings strengthgA51) to the Programme and his perception is that
“people like working here{A51) because “they enjoy the success they have with the
teachers{A51). John reflects on what it means to be a profeasiserson by quoting
someone called Shulman who he describes as a “bétos (A52). Professionalism,
according to Shulman, involves a “commitment toveer’ (A52) and John points out
that when teachers come to RUMEP they “get a vieong message from us that the
service to the learners is fundamen(@51). It is in the classroom that professionals
demonstrate their understanding of theory and jpeind part of the responsibility
of being professional is that individuals shoulé tiseir specialised skills for the
“benefit of others(A53).
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4.2 Brief Biographical Sketch of Billy

Billy has lectured for nineteen years in Pharmadynistration and Practice (PAP).
He started his career as a civil servant in what than Rhodesia. Having relocated to
South Africa in the eighties he was appointed gsubeDirector at the Settler’s
Monument in Grahamstown. Having then taken up #iposas Deputy Director of
Personnel at Rhodes University, he accepted a@osicturing in Pharmacy
Management and was made Professor of Pharmacy Agdration and Practice in
1986. His passion for teaching was fuelled wheattended a workshop on using the

teaching portfolio for assessment in the late ndset

4.2.1 Description of the Structure of Billy as Asssor

Billy makes use of “a range of assessment practi@k). These include the more
“traditional” (B1) methods such as exams and essays as well as tables br
learning opportunities{B1) such as projects and debates. He became “frustrated
(B1) because the more traditional types of things westtowing him the “kind of
competencies” he was looking for and “limited thortunities for the students to

convey their underpinning knowledge...far too muctpbasis on memory(B1).

Things were put into “perspectivéB2) when he was “introduced to the concept of
the portfolio and reflective practic€B2) in that student assignments could be
“integrated” into the portfolio with assessmentdmasn specific outcomes “he hadn’t
considered to be important befo®2). He sensed, for example, that it was
important for students to be able to demonstratettiey could “write a letter or give
a debate’(B2). Through the portfolio Billy was able to “use tleasutcomes as a

vehicle to assess the application of knowledgeustdrstanding(B3).

Billy tries to make use of “reflective practicéB5) all the time as well as a lot of “self
assessment or peer assessm@rt) and “as many assessment practices as he can

find” (B5). He believes that “there are different assessmpretices’(B5) because
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they “may help a student to know he or she is mfst” (B5) about his or her
progress. And he is becoming increasingly awaté®heed to “ensure that the

student is informed(B6).

He emphasises that he is going through a “majooraétarning cycle’(B7). And he
recalls an overhead slide which made an “impéf88) on him at a presentation. It
stated that “one teaches towards and assesseslsothharcompetency ...(which is) in
the middle”(B8). It is not possible to have assessment withowuthieg or teaching
without assessment in all its forms. The link betwéeaching and assessment has
made him think about other aspects of the currroudund he’s gone through “an
enormous learning curve on words and the¢Bg). He notes that “assessment
comes before teaching because it's the end poithieofuality assurance picture”
(B9).

Once one has decided on outcomes and how oneng tgassess, one returns to the
issue of teaching. Billy no longer believes thaidthe “bearer of knowledge” and
the student the “empty vess¢B10). The student brings a lot of “knowledge and
experience’(B10) and he sees his role as twofold: “to give them ickenfce...and to
create a learning environment in which they canthsg knowledge’(B10). He tries

to create an environment where student and tedcaerboth learn'{B12). While he

is uncertain as to the reliability and validitylo$ teaching and assessment methods,
Billy is “heartened’(B13) because the students’ reflective writing shows tiey

have the “kind of insight{B13) he hoped they would gain.

Billy has a problem with “ranking student@14) but realises that our current system
requires “grades(B14). He would be happier if students were describadnms of
whether or not they are competent. He believeswhan students are competent they
should be “proud of themselves rather than feedmmeone can do it better because
he/she got higher markéB14). Other aspects that concern him include “groupkivor
(B15) and the “authenticity and allocation of marks kesw students(B15). He
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points out that group work is not simply about &gilon but about “testing the
generic concept of working in a groufB15).

Because “the change in teaching methods is infoloyessessmen{B16), Billy is
satisfied that students are “more informed and nnoremitted”(B16) to the concepts
than they used to be. And he is convinced thataver:lecture”(B19) and that the
purpose of lectures is not to “get not¢B17). He sees his challenge in the lecture
hall as “to encourage debate and discusH(Bi8). Billy poses the question as to how
he can expect the students to show “evidence opetence’(B20) if he is not

“giving them a chance to get to grips with the matend to guide them formatively”
(B20). He also asks the question as to how he shoulg $tedents inform

themselves that they are on the path of progr@20).

Billy’s experience of designing competencies fa Bharmacy Council has focused
his attention on the need to identify the outcofoes course and how these should
be assessed. He’s been “forced to think carefhtiyugh what the student is expected
to be able to do at the end point of each coui822). Until the previous year “he
didn’t really know what a curriculum wa$B23) but now he realises that a

curriculum is more “than a list of topicéB23).

It has been Billy’s experience that because acadeare experts in a particular field,
they believe themselves also to be “expert edusa(B25). When he first became an
academic he believed that it was his role “as somedth the expertise to impart it to
the students{B26). In terms of teaching he has always had a bit“obla dilemma”
(B28) because he felt he needed to do more in termsrofratting himself to the
student in a “mentoring(B28) role. And it's only in the last few years that the
concept of being a “facilitator of learningB28) has begun to make sense. He
recognises that “as a teacher he has a professaspminsibility towards the student”
(B29). He believes that it is his role as a lecturéicteate the momentum among the
students to follow (the) learning programme anddbieve the outcome$B29).
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It is difficult to isolate whether assessment hlaygd the “pivotal role(B30)in his
professional development but in terms of his “whmdeadigm and the way it's
changed, it's completgB32). He sees himself as trying to “gain professiotetius
as an educator rather than as a lecturer in thiacpar field” (B34). And he wants to
be acknowledged as a professional educator whaba$professional standards”
(B35). He is concerned that his assessment covers thadh(B32) perspective and
that he is not just testing in one “small aré®32). He is also concerned that marks
are moved away from the final year assessmentagdldarning becomes a

continuous procesgB33).

Billy believes that “as professionals we shouldéhprofessional standard@35). As
a professional educator he wants to have standgalast which he can be “judged”
(B35) rather than being judged “against some percepti@m@xpert in that
discipline who had no insight into educatidB35). And he wishes to be registered
as an assessor because in doing that he wouldeba ts have met professional
standards’(B36). While academic staff have already attestededdbt that they are
“competent in theidiscipline areas{B37) not all staff demonstrate “evidencdB37)
that they are “competent educatofB37). And he believes that the move to
developing professional portfolios is “part of tneve towards professionalism”

(B37).

4.3 Brief Biographical Sketch of Noel

Noel has been teaching in higher education at Rhoaeéversity since 1999. Having
completed a Masters degree in Industrial and Osgdional Psychology at the
University of Cape Town in the early nineties, berst a number of years working as
a trainer and consultant in this field. He was dra@/Rhodes University more by the
opportunity to do research than to teach and erjeyyg involved in innovative
research activities. He finds the demands of culuia design and development to be

quite challenging.
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4.3.1 Description of the Structure of Noel as Assesr

Noel has teaching responsibilities in “two mainaaC1). Human Resource
Management is done at second year level as wdlleaisg part of the Postgraduate
Diploma in Enterprise Managemer{C1). He also “takes responsibility” for the
Research Methodology course which is run “for Has@and also for MBA”
students. So it’s “two different types of cours#ésit he doefC1).

A big componen{C2) of the assessment for the Human Resources caartes
examination “because of the way the University dbawys”’(C2). As part of their
class work students “run businesses during theseoairthe year{C3) and by
September they must “assume they want to appomésnoe in the businesgC3).
Students are then assessed in terms of documamtssyrepared job descriptions
and selection criteria. They also evaluate onelemist contribution to the group.
Students also present a paper as part of thes olask. And Noel observes that his
“approach has been much more facilitatig€6) and that “there has been a lot less
lecturing” (C6) than in the past. And the students’ “understandimg) application of

these paperqC7) form a major component of the examination.

Change in the second year course came about “maitiiythe move to Outcomes
Based Education(C8) with its focus on what students are required tarfdestrate
as opposed to what we want them to kn@®). And the assessment changed and
“because of that the teaching activities chan{f@d). The tutorials were redesigned
to give them “some sort of practical foc €9). And he has found that he
“increasingly”(C10) uses examples from his old tests and exams fastittive
purposes in clasgC10)and in this way the assessment has begun to imcdugre

way he teaches.

Noel points out that “in terms of the universit@gproach’(C12) the examination is
“very important for the student¢C12). The purpose of the second year exam is to
assess the students’ conceptualisation of HumaouRess. The students also
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complete a group assignment which focuses on gedtundents “to go out and collect
data in some form{C13). One of the outcomes for this course is that “theble to
work in a team (C14). This is to prepare them for the reality of thasibess situation

where they will have to complete a job as part pf@ect team.

In terms of the Research Methodology course, stsddrHonours level are expected
to produce a “journal articlgfC15) in an appropriate format based on primary data
collection. Business Science students doing thisseare asked to do a “business
report” (C16) and are often required to “make a presentatiohg¢mtganisation”
(C16). The Research Methodology course has also movetsiystem of having
group based rather than individual projetSs17) and it is evident that students have
appreciated the opportunity to work in a team farhele yea(C17). And they do
presentations of their proposals where they recéaeziback from their colleagues”
(C17).

The Research Methodology course for the MBA stugleninodelled on the Honours
course but is much more “intensivi21) as all the material is covered in a week.
The presenters have “built in applications as th@yhrough the cours€C21).
Students are put into groups and are exposed tonder of formative exercises
including “evaluating a proposal on the basis effirm they are being assessed
with” (C24)in preparation for designing their own studies. Atwk| observes that

“all the time they are being exposed to theory Wwhiwey will need to apply{C24).

The “move to Outcomes Based Educati¢@25)is one of the factors that has
“impacted”(C25) on Noel's teaching. Because students have to denade what

they are able to do at the end of a course hedxhsohask himself how he should “go
about preparing them to do those things”. The $bi®@BE has “broadenedC26)

his focus and that has “led to changes in assed5i{t&26) as well as “a different
type of teaching(C26). Experience in teaching has also contributedsghesenting
his courses “in a different wayC27). His consulting work has also impacted on his
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teaching and he observes, “Adopting a strong tatile mode there has influenced
the way | teach{C28).

Formatting the many objectives as outcomes wa¥itisechallenge”(C29) in his
Human Resources Management course for second yamsakes the observation
that because one can't really “d@29) understanding, the staff in the Management
Department have conceptualised understanding asg'ladle to advise{C29). So,

for example, when answering exam question, stugertasked to “advise a
manager(C29) on what he or she should do in a certain situatamce being able to
“staff an organisation{C30) is the outcome for the Staffing component, stislen
need to be able to apply knowledge about areasasiobcruitment and selection and
to “know why” (C30) they are asking specific questions. Lectures atudidls,
therefore, need to include problem solving exesces®d discussion. Noel reflects that

there “certainly is a lot more facilitatioffC30).

Noel believes that in a lecture he needs to “atlgave a foundation to the theory or
knowledge”(C31) with the purpose of facilitating problem solving amg his
students. Thus, in the delivery of the lecture congmt of the course “students are
already having to engage with the lecturer andaiedp(C32). And Noel makes a
point of affirming students when they make a cdttion in class because he
believes that “the student needs to have the cendiel for the further exploration of
ideas”(C33). He believes that his role is to enable studentsxplore problems
rather than solve puzzle@C33). Because of his background in consulting and
training, Noel is very “comfortable with a smallogip context”(C34) and being in a
facilitative role.

Noel recognises that his MBA students need to vec&s much feedbackC35) as
possible to “prepare them for that Higher Degrees@ittee meeting where their
proposal will be considereqC35). As his knowledge as a researcher has developed
he has had a “greater insight into what is quaégearch and what are the different

benchmarks{C37). And he points out that professionalism includesrhaintenance
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of “certain standardg(C38). So when it comes to Research courses, Noel lasliev
that “those on the Higher Degrees Committee neédve a knowledge and

appreciation of the different research paradig(@38).

Another aspect of professionalism has to do witledting a facilitating environment”
(C39). And if his role is facilitative, then he can loak“professional role models in
consultants and see their approach to facilitatirg professional manne(C39).

Noel believes that, as a professional, one shcaNe la sound base “to put forward
your position and defend ifC40). He believes that one acts with professionalism
when one is continually reflecting and innovatimgl dhat professionalism involves
“knowing where to find things and how to use thdfedively” (C43). He is
concerned as to what it is the B Com. graduateldhmicapable of “when he walks
across the stage at Graduatig@43)?

Noel strongly believes that one’s “assessment pesheed to be critiquedC44)

and suggests that if they are not working they khbe changed. One of the tensions
in Management is the “idea of having more formatgeessment with larger classes”
(C45) because simulated human resources activities tdké langer to mark”

(C45). And Noel does not make use of a simple “check{iSé46) approach in his
marking but his assessment is “a more complex ggcédecause it's more
considered{C46). For this reason, Noel believes that dialogue betwcolleagues is
very important in promoting an understanding of inkaequired in relation to
assessment. And staff in the Department have s&thupdding sessions before and
review sessions after the exa(@48). Having discussions helps to educate and
inform assessors and he notes that “the kind @sassent tools in place on the course

are generating the kind of debate we ng&i9).

4.4  Brief Biographical Sketch of John H.

John H. has been teaching in the Pharmacy Deparah&hodes University for

thirty-two years. His field of expertise is the fsis of pharmaceutical chemicals and
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formulations. Pharmacists entering industry orftbspital environment have to
perform these tasks while for those entering theroanity environment, the
knowledge that formulations have been checked amad to be pure is essential. As
an educator he has come, increasingly, to redleséportance of formative

assessment.

4.4.1 Description of the Structure of John H. as Asessor

John H. makes use of “just about all assessmeritadgt(D1) including “oral

interviews, tests, some of which count and sometoth don't, final year

examinations and, of course practicals”. He comsigeacticals to be “the most
important type of assessmefiD2) and assesses them by observing what happens and
making notes on each individual student or growpdénts also have to “hand in an
exercise which is assessed, fully annotated, bedaey get it back{D2). And John

H. believes that if one “is going to give somethbagk it should be as fully annotated

as possiblgD3).

Students’ practical performance is also assessdly and John H. considers this to
be important because “Pharmacy is a subject wiaréhgve to be able to d¢D4).

He believes that in Pharmacy they have been “lu¢ky) with Outcomes Based
Education because they have “slotted straigh{¥) in terms of training students to
do specific things. He also requires students lfaassess both individually and in
groups. The first time he did this it was “pretimple” (D5) but the following year it
was “quite serious(D5) as he handed out “this criterion referenced margimig to

show them what | was assessir{@5).

John H. has found it interesting comparing his s@sent with students’ assessments.
He was encouraged in that he had “put quite afloime and effort into designing

this assessmer{D6) and, since, there was a “high correlation” betwkew he and

the students went about evaluating their W@€8&), this contributed to establishing

the validity of the exercise. And John H. stregbas he has been teaching this subject
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for “over thirty years'(D7) during which time the course has been considerably
refined in response to input from himself, the dastmtors, the undergraduates and
other staff members. He feels confident that fee"“good teacher{D8) and
consistently receives “wonderful reports from thelents at the end of every year”
(D8).

Based on what he observes in the laboratory, Jolusés the practicals as an
opportunity to “give them both good and bad fee#b#dD9). He also “uses the pracs
in a summative way(D9) because students are given the criteria againstwheir
final performance will be assessed. And studer@sad that they will be assessed on
their performance in the laboratory as well asrtiveiekly write-ups about which they
receive feedback. He believes that the laborattg very good opportunity for
assessmen{D10) because one has to be sure that pharmacists cgredidic things
and “you are there and you see what's happeninyanaan give them instant
feedback’(D11).

He plays an active role during practicals “tryinghelp those who are struggling
individually” (D12) and complimenting students “if | see them doingdystuff”
(D12). He tries to prompt students in the right directiather than telling them they
are doing things incorrectly. And he believes thatpracticals are “vital{D13) and
that's why he puts “so much time and effort interttf (D13). John H. stresses that
practicals irPharmacy “are not just an exercig®’l4) but an “application of the
chemical principles that students learn in firsiry€D14). And he understands the
practicals as a “stimulus for learninf14) because the practicals require that the

students “do a whole lot of extra stuff themselvg14).

John H. has increasingly realised that all formretgsessment is “a very valuable tool
for the students{D15). While he still accepts that “there is a role sammative
assessmen{D15), the realisation of the importanoéformative assessment has
“been the biggest impact that assessment has haxy @areer as a teach€D15).

And he would define professionalism in teachindtesating your students as human
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beings”(D16). While it is sometimes difficult to treat one’sidents as adults he
stresses that it is important to treat them “adl same and treat them as human
beings”(D16).

When he finally made the decision that he was gtortge an academic, John H.
realised that “there were a lot of things that wevegood about the lectures | had
taken”(D18) and he decided that he was going to do it difféyeSo when he
accepted his position at Rhodes University the #rafiessor of Pharmacy advised
him to “go down to a lecture hall and see what hagpening(D19). In addition to
finding this “very useful(D19) it was there that he “got into this thing abouwtimg
stuff back to the student$D19). He does not, however, think that one “can define
good teaching simply(D20). While he believes that a good teacher “looksr dfie
students’(D20), John H. does not feel qualified to offer assistaat an emotional

level.

John H. believes that anything which is returneth&students should be “fully
annotated’(D21). If something is incorrect then he advises that ssacher one
“correct it or give them a hint as to where theyane wrong and which direction
they should take{D21). Praise should be given for good work. And sitase
assessments are weekly, he is enabled to “keepthphe students{D22). And if he
sees that a “basic concept is not understood bgn#jerity of students{D22) he will
repeat it. At the end of courses he reviews whdtdsedone and, if necessary, makes

changes.

When John H. applied the criterion referenced nmayrkyrid he reviewed his
assessment methods and results and realised ¢hatithhe was assessing was
“directly aligned to the outcome¢D23) he had sefor his course. And he never asks
what he considers to be “questions that are natverable or require a whole lot of
stuff that | haven’t given{D24). He never uses multiple choice because it loaks “I
some of them are designed to fool stude(i@®4). He is not claiming to set easy

guestions but tries to “ask questions that reqgorae kind of position from the
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students and then being able to explain that posi{D25). He has always “designed
papers so that the average students have beetogzles(D25).

John H. certainly believes that over a long peabtime his “assessment practices
have had some impact on his teachi(i@27). He stresses that his teaching has been
“mostly self motivated'(D27). If one is doing assessment properly, it will shave
what the student has understood. And assessmeid Wetimportant in forming the
curriculum” (D28), particularly “if your assessment practices intbddat your
students are a bit shakyD28). A practical example of this was when he
implemented the criterion referenced marking gadrp the previous year which
was designed to assess both the students’ wohleifaboratory as well as their write-
ups. He realised from the students’ self assessntieat they “were not at all
confident about what was required in the practiadte-up” (D29)and as a result of
this intends spending more time “explaining whatiportant and what is not
important in the practical write-up@29).

He believes that choosing lots of different methofdassessment “to suit the different
students’(D30) is important. And many of these have been impldettaround
formative assessmeniD30) and this has impacted on him as a teacher. And Hohn
believes the most important difference over mararyés that he has become a “more
caring teacher{D31) and that a logical consequence of doing formatsgessment is
that one gets “a lot closer to the studdit32). He points out that when he started
lecturing there was no formative assessment. Itwkaen he started the practical
course that he “started asking them to hand im tiegorts on a weekly basis instead
of asking them to hand in all their reports atéhed of term and getting no feedback
as they had been used to doifiD33).

4.5 Brief Biographical Sketch of Lynn

Lynn has been involved in the Academic Developn@satitre (ADC) at Rhodes

University for the past nine years. In additiorbtang a qualified secondary school
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teacher her qualifications include an Honours degré€nglish Language teaching
and a Masters Degree with a focus on teaching &mg a second language. The
focus of her current work in the ADC includes supipg staff in meeting the
requirements for quality teaching and learning labdes University. From the
beginning of 2000 Lynn and her colleagues have bearved in conceptualising,
facilitating and developing the curriculum for tRestgraduate Diploma in Higher
Education (PGDHE).

4.5.1 Description of the Structure of Lynn as Assesr

Lynn and her colleagues have “chosen the teaclonfppo as the main means of
assessing (their) studen{&1). She sees “almost everything” they do, “even the
smaller tasks” as a “build up towards that portfol[E1). Considering the nature of
the course which requires their participants “taraine their own practice in a critical
way” (E2), she “fails to see any other way that one coulth@re this course(E2).
Because of the diversity of the participants ad a&the open-ended nature of their

practice, she believes the portfolio to be the nfaistand flexible form of assessment.

She observes that, since the outcomes for the €awes‘extremely complexE3),

they require a “form of assessment that assessse ttomplex outcomes$E3). And

she believes that the portfolio has been the “Wesgt (E3) of doing this. When Lynn
uses different tasks in her teaching she “neavigs” (E4) tries to bring the focus of
her questions “back to their practiqg€4) and she points out that this exploration
could also “add to what they put into their poiitidl(E4). She explains how, for
example, in a task in which participants were agkegkamine the alignment in one

of their courses, she was “hoping that the theorglgnment was feeding to an
examination of their practice$E5S). She conceptualises the things that “go on during

a module”(E5) as being learning activities as well as formatigesessment tasks.

Participants are required to submit a module assggr which is “in a sense
summative assessmenE6) because it is “ a way of saying that the person has
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completed the modul€E6). The assignments, however, are also formativkah t
participants can make adjustments before they natdheir final portfolio. While
participants learn by coming to sessions and caingl¢he tasks, Lynn believes that
they need to consolidate what they have learneel s€bs the assignments as a better
way than the examination of giving students an ojmity to provide “evidence that
they have achieved the outcomé&7).

The course facilitators also ask lecturers to ceteph journal. Lynn perceives the
journal as “an opportunity to document one’s thdaghso that one can come back
and find them again(E8). She believes that there is “intrinsic val{E8) in

reflecting in this way and hopes that it will le@ad‘improved practice(E8). She
observes that they are “tightening up in termdhefdtructures to enable people to do
their journals more effectively(E9) and feels this has been “a development of the
course”(E9). In referring to its value she gives an examplerad of their students
who based one of his papers for his portfolio ajdurnal which he had kept when

teaching a new course.

Participants on the course are also encouragedeé@gesentations. Lynn describes
how, in theory, presentations should be seen asgaortunity for the sharing of
practice enabling the group to give feedba@k10). She points out that they involve
a “different kind of preparation from a written egsnent”’(E10) because they are a
“different way” (E10) of presenting what one does. And Lynn believestti@giving
and receiving of feedback is a valuable process.@@imts out that the “person
receiving the feedback either gets a valuablerafftron or further ideas to think
about and the person giving the feedback is requoehink about the presentation in
a more critical way(E11). In addition to forcing participants to engagehaattask,
she also sees presentations as “an opportunitgciedly for young lecturers to
present their ideas in a different forugiZ12). She believes that those who were able
to do their presentations were able to do theigassents more effectively.
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Lynn is amazed by how much she learns about teg@nd individuals’ contexts
when she reads the portfolios. She points out‘trat can sit with people for a whole
year and you still don’t know things about them evhare revealed often in a
portfolio” (E14). And she feels there are tremendous benefithémwme doing the
portfolio because “it requires the people to giwersich of themselvegE14). She
observes that their courses are designed “witmaenstanding of alignment in mind”
(E15) and she finds this reassuring because she knowsoflbw the curriculum plan
it will be fine” (E15) andthat participants “have the tools to enable themiatdhe
tasks”(E15).

Lynn is aware of the importance that as educatmyg should be modelling sound
teaching practice. She believes that “adds anddlyer of alignment{(E16)in that

they need to “practice what we prea¢i’16). And she believes that their assessment
practices allow “huge scope for innovation and tvég” which, in turn, can affect
their practice. The way in which they assess haghtened her awareness that they
are trying to “improve people’s practicéE18) and that it is the “journey(E18) of

lecturers’ professional development that they aterested in.

As educators they cannot model things they argomiala of doing themselves. As
professional people they need to have a “sound lauge base{(E19) as well as a
“base level of communication skill§E19)to do their jobs. She also believes that
they need to have a “strong level of integri{£20) as they are dealing with

“people’s lives”(E20) and they need to draw on a “range of affectivdsk{E20) to

be able to counsel people in a constructive, yaetalrway. Having said this, she does
feel that they model critically reflective practicethat they “allow participants to tell
us problems with the assessment they've l{g@1). And she acknowledges that
completing the portfolio is going to be harder $ome people than others because it's

such an “open-ended form of assessm@a?1).

Lynn believes that people who are prepared to @utsch thought and effort into

their assessment practices “will understand theifssi@nce of it in terms of the
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teaching and the planning and the alignméB22). She does, however, feel that one
must be cautious about making “blanket clairfis23) about assessment and believes
that could lead to “malpractice of its ow(E23). She feels that there is also a space
for “good old fashioned teachingE24). It is important that one view any innovation

moderately and within its context.

She is aware that one has to consider the “nafuaduit learning’(E25) and she

varies a little “in deciding how much structure kslmeed’(E25). A lot of what they

do is not about teaching participants something metaabout “getting them to make
explicit stuff that they do and stuff that they kiio(E25). And Lynn is becoming
increasingly aware that as facilitators they mudgtecome too arrogant because they
are dealing with people who are “very intelligentlavery motivated{E25). While

she believes that they have “added to their devedop’ (E26) she would “hate to
claim that she transformed certain staff memb@t€6). While their own passion and
motivation as facilitators can “contributéZ27) to getting participants through, their

role is very much that of facilitation.

Lynn has found it “quite humbling(E28) reading through people’s portfolios and
seeing how they have developed their thinking amadtire. She has never seen
herself as the “experE28) whose role it is to “show them the wajg28) but,

rather, understands her role as that of a “resd{&28). The way in which they have
assessed the course has confirmed that perceptipnesent she feels
“uncomfortable”(E29) attaking on too much of an assertive role but pretiers
“make suggestiongE29) based on ideas and discussion. And she wondehg ihad
more confidence if she might not be “prepared w@llehge people’s practice more”
(E30). She does, however, not believe that they shaulidrestimate that, as

facilitators, they “come in with a certain amouhirput” (E30).
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Chapter 5: A Description of the Lifeworld (Lebenswelt) of

the Assessor

The deeper goal, which is always the thrust of
phenomenological research remains oriented to
asking the question of what is the nature of this
phenomenon as an essentially human experience
(Van Manen, 1998:62).

The purpose of this chapter is to extend the sjgaidscriptions portrayed in the
previous chapter to include a focus on what is comlgnknown in existential
writings as the human lifeworld &eebensweltThe human lifeworld otebenswelis
one of the many usually German or French wordsekptess the total
interrelatedness or mutual dependence of a phermitedistinguishable aspects
(Valle, King and Halling, 1989:9). Since there acecomparable words in English
that express this implied unity, the usual formsth&nglish equivalents assume is a
relatively literal translation of the meaning othavord. Heidegger’s notion of
“being-in-the-world” and “Dasein” (literally “therbeing”) are perhaps the closest
equivalents. A brief exploration of these seemagguropriate point to situate the

descriptions that follow in this chapter.

For Heidegger, a human being iBaseinwhich literally translated means “being
there” but which has more commonly been translatedEnglish as “being-in-the
world” (Spinelli, 1989: 108). This position holdsat, not only are we unique in our
ability to be aware of existence, but this awaremeseals itself in an inseparable
relationship between existence and the world. Quaraness is not solely subjective
but intersubjective (Spinelli, 1989: 106). The tddaseinindicates that the human
being has as her essence that she should liveistgrece as beingers(my

emphasis). Dasein, according to Kruger (1988:3aMisys characterised by a
“mineness” and he states, “We ourselvesDaseinbecause we are those essents who
are concerned with our own being” (1988:33).
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That the human being has a measure of understaadohgs inclined to interpret his
or her own life is what is at the core of what | aiging to elucidate in this chapter.
How do each of the individuals in this study untkand their lived worlds? In gaining
a clearer perspective on the lived worlds of thtividuals it is hoped that there will
be deeper insight into how each of the individuralhis study understand their sense
of being situated in their worlds.

Van Manen (1998: 101) points out that all phenonfegioal human science research
efforts are really explorations into the structaféhe human lived world as
experienced in everyday situations and relatiomsturther points out that we can
speak of the multiple and different lived worldatthelong to different human
existences and realities and so, for example, peaksof the lived world of the

teacher, the parent, the administrator and so.forth

Fundamental existentialist themes such as “lifdgdth”, “being”, “otherness” and
“meaning” have been characteristically employedxtend the phenomenological
method in its analysis of existence. Van Manen §1991) refers to these
fundamental lived world themes as “existentialsasaot to confuse them with the
more particular themes of certain human phenoméeanoints to four existentials
that may prove especially helpful as guides folertion in the research process,
namely lived spacdspatiality),lived body(corporeality) lived time(temporality) and

lived human relationgrelationality or communality).

In the following paragraphs | shall attempt to expd on what Van Manen means in
terms of the above four existentials or life themisny discussion | shall refer to the
work of J.H. Van den Berg (1972) who, by expandnghese four categorisations,
adds further clarity to the meanings of the definis given by Van Manen. Having
explored these themes | shall turn to the workudwig Binswanger (1968) as
elaborated by Van Deurzen-Smith (1988, cited im&pj 1989) who proposes
essential “dimensions” as a means of gaining adoets® world-views of
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individuals. These lifeworld themes will form thadis of my subsequent description

of the lived experiences of the individuals in thigdy.

Lived space (spatialityis felt space. When we want to understand the nafuse o
experience it is helpful to enquire into the natoiréhe lived space that renders that
particular experience its quality of meaning. Ctald probably experience space in a
different modality than do adults. For one thindulés have learned the social
character of space, conventional space. In geneeatay say that we become the
space we are in. A place may, for example, be ggbugcally close and yet feel
further away because we have to cross over asiveome high traffic roads (Van
Manen, 1998: 102-103).

Van den Berg (1972: 40) expands on the above dismusflived spacdo include a
focus on the relationship between oneself and dhgtts” in one’s world. He points
out that if we are describing an individual's expace, we must “elaborate” on the

scene in which the subject reveals himséif():

Thinking, one thinks something, a matter ultimatelyated there, yonder,
outside; an object or something concerned withabje

Lived body (corporealityjefers to the phenomenological fact that we arepadw
bodily in the world. When we meet another persohignor her landscape or world
we meet the person first of all through his orlnedy. In our physical or bodily
presence we always reveal something about ours@ilesit unconsciously) and we
always conceal something at the same time (Van Mat#98: 102).

In elaborating on the relationship between onesw®df one’s body Van den Berg
(1972:50) observes:

Talking about one’s body means talking about orie8gberson washes
himself not his body. He shavésmself not his face. And if he is shaving his
chin, he is not shaving the chin of the face he basof the face he is.
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Furthermore, Van den Berg (1972:58) notes:

The body forms itself in accordance with the wanlavhich its task lies. It
takes on a form, a figure; a working figure, a figg figure, a loving figure.
But one is equally justified in saying that the ldds changed by the body
moving about in it. Objects take on different stgpeorking shapes, fighting
shapes, loving shapes. Do not objects look difteiethe fighter and the
peaceful person?

Lived time (temporalityls subjective time as opposed to clock time oecije time.
Lived time is the time that appears to speed upwhe enjoy ourselves or slow
down when we feel bored during an uninterestintukecor when we are anxious.
Lived time is also our temporal way of being in therld — as a young person
beckoning to the future or as an old person rexathe past. When we want to better
understand how a person experiences their lifewaedsk about his or her personal
life history and where he or she feels she is gdiog example, we may ask him or
her what is their project in life. Through hopes @xpectations we have a
perspective on life to come or through desperadimh lack of will to live we may

have lost such a perspective (Van Manen, 1998:.104)

Once again, it is instructive to draw on the wagsrof Van den Berg (1972: 91) to add
further clarity to what is meant by an individuatsnse of lived time. He points out
that as phenomenologists our concern is with h@np#st or future is perceived or

interpreted in the presenbid.):

Past and future are not two distinctive sphereshimg one another in a zero
point called “present”. Indeed past and preseédithe past is there, behind
us; the future yonder, before us. Yet both havacnal value; future and past
are embodied in a present. The present has dinmengibtimes it contains a
whole life — as an exception it may even contgi@aod longer than
individual existence. The past is within this prasahat was is thevayit is
appearing now. Thiuture what comes, thevayit is meeting us now.

Lived other (relationality)s the lived relation we maintain with others e t
interpersonal space we share with them. As we theatther, we approach the other
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in a corporeal way, through a handshake or by ggian impression of the other in
the way he or she is physically present to us. Asneet the other we are able to
develop a conversational relation which allowsaisanscend ourselves (Van Manen,
1998: 104-105).

Van den Berg (1972: 65), once again, meaningfullgidates the significance of
understanding self in relation to the other:

The person with us is not another isolated indigldoext to us, who throws
words in our ear and who remains foreign to theatsjaround us. He is the
person who is either with us or not with us and wiakes the degree of
togetherness or distance visible in objects, cdalyrand in reality.

In an attempt to assist phenomenological therafmstelp clients clarify their world-
views, Ludwig Binswanger (1968 cited in Spinel®8D: 128) argues that

individuals’ world-views can be seen to consistioée dimensions: tHémwelt,the
Mitwelt and theEigenwelt These categories, in combination with Van Manamn'd
Van den Berg’s analysis, will form the basis of gfneceeding analysis as a means of

clarifying the meaning individuals in the study reak their lived experiences.

TheUmwelt which corresponds with Van Manen'’s (1998) catisgwions oflived
space (spatialityandlived body (corporealifyand what Van den Berg (1972) refers
to as one’s relationship with one’s body and thieats in one’s worldgan best be
described as the “natural world with it's physidablogical dimension” (Van
Deurzen-Smith, 1988:69 in Spinelli, 1989:128). Alllygh each of us is limited by
innate, biological invariants, we still provide gne meanings and interpretations of
the physical world we inhabit. We might experiettus physical dimension as being
essentially harmonious, secure and pleasurabtemay fill us with anxiety due to

perceived dangers and injustices.

The Mitwelt dimension focuses on the everyday, social relag@th of us has with
others. The inferences each of us draws aboutaaer, social class, gender, language,
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culture, the rules and codes of our society and &tforces those rules and our
general work environments may all lead us to dgvalaide range of differing
attitudes and values. We might feel empoweredalidated by our public world
interactions; they may engender feelings of aceegar rejection, dominance or
submission (Spinelli, 1989: 128). This dimensionresponds with Van Manen’s
categorisation olived other (relationality)and Van den Berg’s conceptualisation of

the relation between oneself and other people.

TheEigenweltdeals with the private and intimate relations eafalns has with both
ourselves and significant others in our lives. Hegvview ourselves, the degree of
self-confidence, self acceptance and individualieydefine for ourselves is an
obvious area of concern as is the way we inteiptetactions with our family and
friends (Spinelli, 1989:129). This categorisatiamresponds and extends Van
Manen'’s categorisation t¢if’ed other (relationality}o include a specific focus on
how we experience the intimate relationships inlvas while also emphasising our
relationship with ourselves. It also correspondfWian den Berg’s categorisation of
the relationship between oneself and other peoplehwincludes a focus on the more

intimate relationships in our lives.

Van Deurzen-Smith (1988) has suggested a fourtlemson in understanding the
individual’s lifeworld and that is the categorytbe Uberweltwhich refers to “a
person’s connection to the abstract and absolpiecasf living” (1988:97 cited in
Spinelli, 1989:129) and incorporates one’s ideaaboutlook on life, the beliefs one
holds about life, death and existence; those Iseliiich underpin all subsequent
beliefs and interpretations. Although Van Manerd@)Qdoes briefly mention the
relationship of the human beings to the Absolutee@tGod, when discussing the
existential oflived other (relationality)Van Deurzen-Smith’s explanation more fully
elucidates the meaning of this dimension for thgppse of the forthcoming
descriptions.
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Van Manen (1998: 105) points out that these foistertials of lived body, lived
space, lived time and lived relation can be ditiéisged but not separated. They all
form an intricate unity which we call the lifeworldur lived world. One aspect
always calls forth the other aspects of the lifddioFhe same principle applies to
Binswanger’s dimensions of a person’s world-viewvadl as Van den Berg'’s
categorisation of how the individual experienceslived existence.

In the following pages | shall attempt to descrldet is the significance of being an
assessor within the context of theed experiencéor each of the individuals in this
study. In doing research, Van Manen (1998:5) r&dléave question the world’s very
secrets and intimacies which are constitutive efwlorld, and which bring the world
as world into being for us and in us”. How, therefadoes each of the individuals in
this study experience himself or herself as anssss@ What does it mean for each

person to be involved in the process of assessuugsts at Rhodes University?

5.1 John

In order to describe John’s lived experience ofhf&in assessor, it seems appropriate
to examine what he observes about the “lived sp@deivelt)in which he finds
himself, namely that of the University:

And we know that the University requires some sutiraaassessment for
accreditation and gate-keeping roles. The Univwetiies to see some formal
assessment taking pla@s3).

...now that we have a legitimate Rhodes Universityrse there have to be
some standards for each of the mod(#&9).

Power relations are strategic in institutions; wias the power to pass and
fail. Now if you even out the power relations withthe class and within the
university you get a much fairer way of gettinguies because everyone can
participate at their own levéh18).
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For John the University represents something ofibe&e of authority”, an

institution concerned with what he calls “formasassmen{A3) and the
maintenance of “standard6A39). While the University adds legitimacy to their
gualification, his reference to the “strateg{&’l8) nature of power relations within
institutions hints at a kind of questioning ashe fairness of the situation. His
concomitant observation that if “you even out tlhavpr relations within the class and
within the University you get a much fairer waygsftting results{A18), suggests an
awareness of the insidious operation and flow efgrowithin institutions and the

potential for equitable assessment practices talesgurelationships.

To illuminate how John understands his role antiah&is colleagues and students
who are also teachers, | will explore an examplenaf of the tasks he has set up.
These tasks, revealingly called “insight” taske, @esigned with the purpose of

“measuring the students as professionally as plessib

Now these insight tasks take a piece of childremshematics which is
sometimes done correctly and sometimes incorrdctityhas been done
correctly what advice would you give the child imdler to refine this process
or perhaps complete it more quickly or use an mdtive method? We ask the
teacher in this examination to look at the task amalyse what the child has
done. If it has been done correctly what adviceld/igou give the child in
order to refine this process or perhaps completere quickly or use an
alternative method? It it's been incorrectly dome avould ask the teacher to
suggest a strategy to assist the child in gethegask righ{A8).

John observes, in relation to the assessmentighinssks, that this process

“highlights what they are trying to achiev@10) through their programme:

And that is to get teachers more professional biifa at what children say
and do automatically. Because children are stritangnake sense of
mathematics and very often what they do is vergibdnbut it doesn’t fit in
with the traditional way of doing things particuiathe algorithms. So, getting
children to solve problems in their own way reqgsiieeteacher who is prepared
to look at what children are doing and supportaade and, most important of
all, understand itA10).

103



It would be fair to suggest that for John beingaasessor involves an act of
understanding. If teachers are required to “suppoiance and...understan@?10)
what children are doing, then the role of asselssoomes that of guide; possibly
even counsellor or mentor. One observes that Jeberitbes what the children do as
“very sensible’(A10) but not fitting in with the “traditional way ofaing things”
(A10). In contrast to the notion of learners as “emmgsels” he suggests that
children, “striving to make sense of mathemati@l0), are worthy of their teacher’s

understanding and support.

At the heart of how John understands his lived ggpee as an assessor is his
understanding that dialogue or communication witters is central to sound
educational practic@Mitwelt or relationality). The following passage in which he
describes his understanding of being an asses#ioe itlassroom, highlights the

importance of observation, questioning and listgmmthe assessment process:

Say, for example, you are in the classroom, howatothe teacher, know you
are coping? Now | am making an assessment. Aregping with this and at
what level? By asking you to explain what you'vendd have an insight into
how you are coping. By asking you a question likeitwyou would do if we
were to generalise, | am getting a good insightt yaur level of
understanding. So, this is ongoing because we doust problem solving
and we go round to each group and talk to thenwé&know who's coping
and who is not. By observation and by listeninghi solution strategy that
learners us€A44).

John not only understands his relationship betve@self as the lecturer and that of
his students as one characterised by communichtibsees himself in a dialectical
relationship with his colleagues. He recalls a @sation which reveals his
understanding of how, through dialogue, he was @bietroduce a new colleague to

what it meant to apply the principles of constnistn in the classroom:

... And | would ask Bruce whether he thinks we shoatdrrupt these people
or whether a student was applying principles calyednd we would have a
dialogue ourselves...And after the session we woalaa long discussion.
Not overt reflection — a lot of discussion. And eauldn’t help talk about it
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because the maths was so interesting. And we’teibtdrested in maths.
Maths is interesting. It was lovely to talk abdutAnd he brought his
perspective, his powerful maths perspective anavti@e constructivist
milieu was there. And at the end | would ask Brebat he had gained from
this. Can we do it in our classrooms without ex&@ng@ the word constructivist
(A47)?

John reveals that he is passionate about mathenaatiCthat part of being an
effective maths educator involves engaging in cosateon about different ways of
solving mathematical problems. This kind of dialegwhich he enjoys with his
colleagues, is an indication of the kind of distms$e believes should be taking
place if one is to encourage a deeper level ofgamgant and understanding in the
classroom. Being an assessor for John means thaes¢o project and model what

he considers to be an appropriate way of doinggthin

| think | project what | want to see taking platdon’t just project it. | model
it and do it and | want other people to do it ia #ame way. So they get a
feeling for how it should be done. I'm not sayitig the only way it should be
done but they can see what comes (A#49).

Once again, the above description reveals thatdbn assessment is not just a set of
tasks aimed exclusively at the maintenance of staisd Being an assessor is a “way
of being”; something that is “lived” in his day day practice as an educator. And it is
at this point that it seems relevant to mentionetting of his visionJberwel) of

what it means to be a professional person:

But as a professional you have a commitment taser$o, if you don't have
a commitment to service in some way then perhapsaye not a professional.
Service of others. And | quoted this at the forurd aaid “RUMEP has a very
strong commitment to service because we see thaeouvice will impact on
the destiny of many learners which will affect easeand the workplace”. We
have teachers who have been there for pupils &pantthemselves. And
when they come to RUMEP they get a very strong aggsfrom us that
service to the learners is fundamental. And woiknglied, education is
implied, commitment, interest, reading, study{Aé?2).
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It would seem that it is this, his vision, whichaisthe core of how John conducts his
professional life. There is a sense that for Jaindan assessor is part of a high
calling, a calling to service beyond oneself, dirglto a vocation that will impact

“on the destiny of learnergA52). The use of the word “destiny” implies a “forward
looking” orientation in terms of John’s understargloflived timeand with that his
sense of responsibility extends beyond the preasehe welfare of future

generations.

52 Billy

To some extent it would be valid to say that Balyinderstanding of himself as an
assessor has been shaped by the “range of asségsamices’(B1) he has made use
of (Umwel). He classifies these, on the one hand, as thditimnal types of things”
(B1) such as “the traditional examination...and multigieice questions{B1) in
contrast to what he calls “other opportunitiesdesessment such as projects and
debates’(B1).

It was, indeed, his introduction to the “conceptrad portfolio and reflective practice”
(B2) that gave him a perspective on the importancesséssing specific outcomes he
hadn’t before considered important:

And then | linked up with the ADC (Academic Devetopnt Centre) and was
introduced to the concept of the portfolio andeetiive practice. This put
everything into perspective because all the assegisithat | had been giving
students could now be integrated into the portfolith assessment based on
specific outcomes | hadn’t considered to be impurtefore. | had a gut
feeling they were important, for example, couldytheite a letter or give a
debate or could they see both sides of the storyweoe they able to give a
presentation in publi(B2)?

The portfolio validated Billy’s deeply felt send&t there were specific outcomes
which students should be able to demonstrate suiglriing a letter or giving a
debate, skills that had been neglected in a maditional approach towards

assessment. The portfolio, with its emphasis dect¥e practice was the obvious
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vehicle to assess those skills but it also embodieat for Billy was to symbolise a
deeper understanding of the relationship betwesesasment and student learning:

| use as many practices as | can find and wherdldinew one | try to
integrate it because assessment is so integratethemwhole process of
learning. It's the formative side — you become infed that you have learned
only when assessment takes place. And that's wére thre different
assessment practices — because it may help a stoderow he or she is
informed(B5).

The word “informed”, defined by the Oxford Advandeglarner’s Dictionary as a
person “finding out all that one needs to know”82%41), suggests that the purpose
of using different assessment practices lies iim ffaential to establish what a
student knows, and by implication, what he or shilengeds to find out. If the

function of different assessment practices is #{pta student to know he or she is
informed” (B5), then what of Billy’ssenseof hisrole as amssesso(Eigenwel}? He

attempts to answer this:

| am no longer the “bearer of knowledge” and thelsht the “empty vessel”.
The student comes with a lot of knowledge and egpee and | see myself as
having two roles. To give them the confidence towthat they have valuable
knowledge and to create a learning environmenthitkvthey can use their
knowledge plus the criteria to integrate and ugB10).

Billy does not understand his role as an assessanare broadly, as an educator
primarily in terms of being there to impart knowded His role, as he interprets it, is
one of building confidence among his students ihstructive to examine Billy’s
own experience of being a student which suggeatshib past is deeply present

(temporality as he works on defining his role as an assessbeducator:

My challenge is to encourage debate and discusisioraw how difficult it is
to talk in class. In my three years of undergraglsatdy | didn't ask a single
guestion or comment. | wander up and down lectafis.H’ll fall and break
my neck, I'm suréB18).
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It is interesting, here, too, to note Billy’s exjaggrce of hidived body (corporeality)
He describes his presence in the lecture hall iy physical terms. In order to
encourage discussion physicallymoves about. The image of him “falling and
breaking his neck” suggests an intensity and comamt beyond what can be
reasonably expected. At a later point in the ineamhe speaks of his realisation of

the importance of committing oneself to the student

In terms of teaching, | would say | always hadteobia role dilemma because
| wasn't sure how | fitted in. One felt one neededo more in the sense of
committing oneself to the student not just in amidstrative role but in a
mentoring role. A mentor didn’t sound like a leeand yet there seemed to
be a role as a mentor. And | suppose it's onhhenlast few years that the
concept of mentoring and assisting, being a fatditof learning began to
make sens€B28).

The word “commitment” implies an affective componhérhe Oxford Advanced
Learner’s Dictionary speaks of a commitment asladge or undertaking; something
one has promised to do” (1989:231). In relatiothis, Billy speaks about his
“professional responsibility” towards the studestwgell as his “commitment” or

“accountability” towards the learning outcomes:

And as a teacher | have a professional resporgitolivards the student. As a
professional you are committed to the outcomes. &fetaccountable to the
outcomes. When you take on a student you expaoai@ a reasonable
judgment that he or she will be able to completerymurse. You are
responsible to provide them with learning oppottiesiand are given the
authority to choose those learning opportuniti¢se $tudent places a lot of
trust in you because he or she perceives you sofdrefessiona|B29).

That the student “perceive@B29) one to be a professional is crucial in how Billy
understands his rol&/ftwelt). Changes in Billy’s assessment practices haws, th
been representative of a deeper change in his sénsgponsibility towards his
students and his own sense of purpasisefwel) as an educator. What started out as
an exploration of alternative assessment strategssted in an almost complete

transformation of his understanding of himself &iglrole as a professional educator:
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| now see myself as trying to gain professiondustas an educator rather
than as a lecturer in that particular field. S@Wwrfeel much more self-
actualised because | am growing in my professiomd Ay profession is as an
educator not as a lecturer in a particular fieligel part of a body of
university educators rather than a particular figanl which | have a
particular skill and in which | have a particulask(B34).

5.3 Noel

In order to gain access to Noel's lived experiesiceeing an assessor it is helpful to
examine how he defines himself in terms of his idgigal allegianceberwel) to
an outcomes based approach towards education ibication with his experience in
consulting work and his natural inclination to teléo others in a facilitative role

(corporeality, Eigenwelt)

In the words of Van den Berg (1972:58) Noel hagiea himself “in accordance with
the world in which (his) task lies”. Noel defineis task as an assessor in terms of the
broader context in which Outcomes Based Educatmhbdeen adopted as part of the
national and institutional education ageiidanwelt) Noel explains that changes in

his teaching and assessment practices came bgigcairesult of this move:

Change came about mainly with the move to Outcddased Education
where we had to say what are the outcomes; whatedwant students to
demonstrate as opposed to what we want them to kfidven how do we
assess that? So, initially, the outcomes changexd @bjectives. Fewer
outcomes, but often broader, incorporating manfeiht objectives. And
then the assessment changed and then becauseé tbietheaching activities
changedC8, C9).

The notion of outcomes, by definition, has to dthwesults or consequences. In
situating himself within this educational paradigms suggested that he is explicitly
teaching and assessing in a manner which is fillidal expectation or hope for what
his students will be able to demonstrate in theruived time, temporality)

Outcomes Based Education (OBE), therefore, imgligure orientated approach.
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Noel points out the significance of OBE in relationwvhat students will be able to do

at the end of a course or, indeed, their degree:

So what evidence can | collect that is a demonetrdlhat they are able to do
what they are supposed to do at the end of a cUE®?

The other aspect is what are the outcomes of t6erB.? What does the
student have when he walks across the stage at&rad? What should he or
she be able to d@g43)?

How, then does Noel understand his role as an s@se#hin an approach which
emphasises the demonstration of skills or compéeterat the end of a course or
degree? Noel, drawing upon an example in whichdserbes placing students into
project teams, notes the importance of preparingestts for theeal world. His task,
as an assessor, then, includes making sure thstiugients are ready and equipped to

deal with the world of employment:

When you are in business you are going to be patgroject team and will
have to get the job done. Some students don’thigebut it's the reality of
what we got to prepare them f@14).

Noel’s relationship with his studentslitwelt) is thus defined by a sense of
responsibility towards them as individuals who wdive to cope with the demands
and challenges which accompany employment. He ptesemore detailed example
of how his teaching and assessment have changedude a focus on equipping

students with “real” skills for the job:

For the Staffing component being able to staff ayanisation is the outcome.
If they are going to do staffing they need not dislknow about different
methods of selection and recruitment but how tduata an advert. If they are
doing selection they need to do an interview. Tinegd to know why you ask
certain questions. So, | need as part of my lenguas well as in the tests and
exams, to give them examples of certain scengBiosn class we will have
discussion. It's not just me giving them the knadge in lectures but taking a
guestion from last year’s exam and doing problewisg in class and in
tutorials. There certainly is a lot more facilitati(C30).

110



In the above example Noel points out that he unaeds his role in accordance with
the outcomes for the course, which in this instanckide that the students are “able
to staff an organisationC30). The class and tutorials become an opportunity for
problem solving and discussion and Noel’s role beepthat of facilitator. To
facilitate, according to the New Collins Dictiong997: 356), means to “assist the
progress of”. Assisting the progress of an indigidonce again, emphasises Noel's

future orientatedtémporality)approach.

Being a facilitator cannot be understood merelg essponse to the requirements of
an outcomes based approach towards education.eXplains that his past
experience as a consultant as well as his sp¢erfiperamentigenwel} have

contributed towards his feeling comfortable in ailfaating role:

After my Masters | was in a consulting and trainiotg and typically was
involved with facilitative, skills training. So thaas my background and I'm
very comfortable with a small group context. ComiadRhodes | was then
exposed to something different that | wasn’t conaiole with, like large
classes. | didn’'t see myself as a public speéRa4).

Another factor which has impacted on my teachinglieen consulting work.
Adopting a strong facilitative mode there has ieflaned the way | teach
(C28).

Noel’s allegiance to the concept of outcomes inlmioation with his experience and
natural inclination to act in a consultative, faative manner are perhaps at the heart
of how he understands himself as an asseEsgeriwelt) For Noel, being an assessor
includes a consciousness of the needs of the alieatin this case is his student:

And if my role is facilitative then | can look atgfessional role models in
consultants and see their approach to facilitatirg professional manner.
Professionalism has partly to do with the skillsytinave, in how they deal
with problem aspects when they are called uporetonyolved in an
organisation. How they get involved in the pulldioé client(C39).
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Thus, in attempting to understand Noel's lived eigrece of being an assessor it is
important to consider his background as a conguttatrainer and how this, in
combination with the specifics of his personalitbgdis interpretation of an outcomes
based approach towards education, has been saniifit assisting in the process of
defining himself as an assessor. It seems aptrtolude with Noel’s thoughts on
professionalism. These, in a sense form the songetfihis core beliefs or ideals

(Uberwelt)in relation to his sense of what it means to bassessor:

So, by critical reflection, continually changingdagrowing, innovating, one
acts with professionalism. And assessment means tieed to change my
practice to get them to that point where they halable to produce what is
required. And that’s to do with teachi(@42).

5.4 John H.

In understanding John H.’s lived world as an assasss helpful to understand the
nature of the disciplinary context in which he sriimself(spatiality, Umweltas a
lecturer in Pharmacy. He defines Pharmacy in terhits being a subject where you

have to “train people to do specific things”:

And that’'s important because Pharmacy is a sulbjbete you have to be able
to do(D4).

As pharmacists we are training people to do spettiings. And I've got to be
sure they can do. And where they do it is in thefatory(D11).

But as | said we are lucky in Pharmacy as we avenbdo train people to do
something D13).

If training pharmacists means training people tdrdogs, it is logical that it is within
the context of “practicals” that John H. activeipl@dies what it means to be an
assessor. Practicals, which he describes as “tseimportant type of

assessmeniD2), take place in the laboratory (lab) and it is ialthed spaceof the
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laboratory that John H. describes his task of alisgrand giving constructive

feedback to his students:

| observe what happens during the course of tleerefon and | make notes on
each individual student and, if they are workingioups, each groy?2).

But based on what | see in the lab, if a groumisgetting it together | take
them aside and ask them what’'s happening ...the stsidee told...that | will
be watching them and making notes about what theywalk around the lab
and give them both good and bad feed(@&%.

| walk around. | talk to the students. | complimémm if | see them doing
good stuff(D13).

For John H. being an assessor includepltiysicalact of walking around
(corporeality), making notes and interacting with students enl#boratory. He
defines himself in terms of his relationship wiik ktudents; the focus of his practice
as an assessor is directed at his stud#fite/€lt). He understands his role in terms of
giving “both good and bad feedba¢k9).

What, then, does giving feedback mean in termsloh H.’s lived experience of

being an assessor? Giving feedback implies tha &etively (in terms of hibved

body) involved with his students. For John H. the datmnmunication is embodied

in the verbal feedback as well as the written feelhe gives students in terms of the
written reports submitted at the end of each praktin this sense, John H, defines

himself in terms of his relationship with his stateeMitwelt):

But, based upon what | see in the lab, if a greupot getting it together | take
them aside and ask them what’s happen{D$).

| am in that lab for three hours. | walk arounthlk to the students; |
compliment them if | see them doing good stuff. &ese this is what they will
have to do when they get out. And it's vital. | &yd give them instant
feedback. I try to give them a hint: “What about®Wn’t it be better if...?”
That kind of thing rather than telling them theg doing it incorrectly and this
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is the correct way it should be done. That hasaiotgat all. But if you can
pull them through ...that's what | try to do in a p(®12).

Anything that goes back to the students shouldilhe dnnotated. Sometimes
they do it properly and it's enough to put a titkhee end. If something is
incorrect, then you correct it or give them a hantvhere they’ve gone wrong
and which direction they should take. “Do you cdesia certain thing to be
part of this group?” And praise for things that @deen put in, hints of where
to go(D21).

For John H. the significance of being an assesses geyond telling students “that
they are doing it incorrectl(D12). By asking appropriate questions he is able to
guide and direct their progress. There is a sengdich John’s humanity as well as
the humanity of his students is central to theo&gfiving meaningful feedback. In
this sense being an assessor is an act of canragtavhich reflects his deeper value

system Uberwel):

And | honestly think the most important thing istteat students as human
beings(D16).

| don’t think you can define good teaching simplyperson who looks after
his students — that is important in terms of wiat gre trying to do for them
(D20).

The most important difference over many yearsas kimnave become a more
caring teachefD31).

It is interesting to note that John H.’s understagaf being an assessor, and indeed,
an effective lecturer, is informed by his own exgeces of being a student as well as
his observation of other lecturers. In this waypgast is strongly present in his current

practice:

When | finally realised about half way through nmyCPthat | was going to be
an academic, | realised that there were a lotinfththat were not good at all
about the lectures | had taken. And | said to niylsehs going to do it
differently. And later this job at Rhodes came Aipd | asked the then
Professor of Pharmacy how | could find out | wasddhings right. And he
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said to me that the best way to find out how tdhdiegs properly and to know
which things are wrong is to go down to a lectuat &nd see what is
happening. And | sat there and | made notes abbat worked and what was
not good. And that was my initial introduction tce@lemic development. It
was very useful. And this was where | got into thisg about giving stuff
back to studentfD18-19)

In summary, John H.’s lived experience as an assesshaped by the discipline in
which he finds himself, namely Pharmacy. More Sjely, it is through the

facilitation of practicals within the laboratoryathhe embodies his role as an assessor
as someone who interacts with students in a cavang which not only guides and

directs their progress, but affirms their humanity.

55  Lynn

Lynn defines her task as an assessor within hegrstahding of the nature and
purpose of the course whi¢dmwelt, spatialityshe teaches, namely, the
Postgraduate Diploma in Higher Education (PGDHHEe Diploma which “requires
participants to examine their practice in a critizay in the light of theory and
feedback that they have receivg®?), has “extremely complexXE3) outcomes. She
points out that because the outcomes are compdgxréguire “a form of assessment

that assesses those complex outcor(es}.

Not only are the nature and outcomes of the cazoasidered to be extremely
“complex”, but the participants completing the miare regarded as diverse “in
every respect{E2). For this reason, Lynn feels that the portfolithis most fair and

flexible way of assessing this course:

| fail to see any other way that one could exanti® course except through
something as fluid as a portfolio because everypgictice is so open-ended
and because of the diversity of the participam®Jery respect we have
diversity: in terms of the amount of experiencagcublines they come from
and the kinds of teaching they do. | can’t thinkaaf other form of
assessment that would enable us to assess thisitiiviairly other than a
portfolio which allows a lot of flexibilit E2).
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If the nature of the PGDHE is such that it requtrest participants “examine their
practice in a critical way({EZ2) and if fair assessment, by definition, accommodates
“diversity” (E2), then what of Lynn’s role as an assessor in ttosgss? It might be
fruitful at this point to examine an example of hele describes the facilitation of

some of the tasks she makes use of in her sessittnber students:

In our teaching we use conventional tasks sometiages giving them a
reading and asking them to answer three or foustgqres. Nearly always in
the tasks | try to bring my questions back to tpe#actice. So, even if they are
looking at case studies on assessment it's noajumiit unpacking the case
studies, it's about applying the theorists’ ideathieir own practice. Those
little scaffolding tasks are related back to tleading and back to their
practice or focused simply on their pract{€s).

It is clear that Lynn understands assessment tastkas “an end in themselves” but
rather as a means of achieving what she considdrs important outcomes of the
course. Significant in terms of Lynn’s understagdi her role as an assessor is that
sheasks appropriate questions which guide studentartisithe practical application
of theory which is considered to be a central omeof the PGDHE.

When speaking of the setting of formal assignm#rgee is, again, a strong sense that
these tasks come out of Lynn’s understanding optlrpose of assessment. The
assignments as well as other assessment oppatuhéve been specifically designed
with the outcomes of the course in mind, implyingease oéxpectation

(temporality, lived timen terms of what she hopes her students will be #bl

demonstrate as a result of engaging with the tasks:

The purpose is to consolidate; to check that pelogle engaged at the level
you want them to. Both in terms of their reflectmmtheir practice and in
terms of their engagement with the theory and these processes. And it's a
way of getting them to pull it all together in assgnment. To provide
evidence that they have achieved the outcqiBés

The way in which we assess has made me very awareab it is we are
trying to do which is to improve people’s practittés not just about them
handing in a document for assessment purp@sk).
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There is not only a sense that Lynn as an asskas@lanned the assignments with
the outcomes of the course in mind but that her ewperience of being assessed has
influenced her choice of what she considers toppeapriate tasks. In terms of

Lynn’s sense dlfived time (temporality)here is a strong sense that her experience of
being assessed has impacted on what she consideshe kinds of assessment tasks
that consolidate one’s learning:

From my own experience you learn something by cgrorsessions and
doing the tasks but even though I've always haieans, | have to
acknowledge that the preparation for exams has adérige learning curve.
And | do think that one does need to pull it ajether. | think a really good
assignment like ours is a better way of doin@git).

Lynn’s understanding of her role as an assessdsisdefined by her understanding
of the kinds of students who participate in the MEDvhom she describes as “very
intelligent and very motivated” peoplE26). This perception of her students
(Mitwelt, relationality) has led her to consider very carefully what loég s an

assessor should be:

And people are coming with a lot. And a lot of wiaeg do is not about
teaching them something new but about getting tttemake explicit stuff
that they do and stuff that they kn¢a25)

It's about giving them a space to actually bringywhbat they already know
(E26).

Lynn’s lived experience of being an assessor ionbt about the course and the
students but about the kinds of values she corssidgrortant as an educator. Sound
educational practice, for Lynn, not only embodigeliectual or cognitive skills but
the ability to deal with people honestly and sevely. There a sense in which Lynn’s
practice reflects deeper valudsberwelt)which she considers important in terms of

fulfilling her professional responsibility as arsassor and educator:

Integrity is very important. We need to have arggrtevel of integrity. We
deal with people’s lives. We are dealing with pedpperceptions of
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themselves. There’s a lot around the kind of valuweseed to develop and
display to the people we deal with. There’s a lohtionesty but also
sensitivity...we need to draw on a range of affecsikids...counselling. |
think being able to counsel people in a constrectvay is quite a big part of
what we have to do. To be critical, yet sensitvéhem. It's quite tricky what
we have to d¢E20).

In summary, Lynn defines herself as an assesgernms of the nature and purpose of
the course which she teaches as well as the divefsihe students with whom she
comes into contact. The tasks she sets, be theymaf or more formal, are
understood as an opportunity for students to aehtie® outcomes of the course. Her
role as an assessor, however, moves beyond trsdsetdtaher own embodiment

(Uberwel) of values such as honesty and integrity in hatidgs with people.
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Chapter 6: From the Specific to the General

6.1 Methodological Considerations

The purpose of this chapter is to shift the focosfthe unique structure of the
particular phenomenon within a specific contextdods a more general description.
My concern is towards moving the description frdéma specific details of the
individual experience towards a description whidindps together the essential

elements of what it means to be an assessor.

Essence, in the words of Van Manen (1998asks for “what something is, and
without which it would no longer be what it is”. §&1ce is not a single, fixed property
by which we know something. Rather it is meaningstibuted by a complex array of
aspects, properties and qualities — some of wirehrere peripheral and some of

which are more critical to the being of thingsd.).

In attempting to describe how one moves towardsiohef what is essential to the
experience of being an assessor within a univecsityext, it is fitting to spend a few
moments considering the “journey” | have travelleds far. What is thessential
focus of this study? What have | discovered inglaezess ofloingphenomenology
and how have my questions changed as | have wevikedhe data? How does this
step in the process relate to the steps that haoeged it?

My primary focus as someone working in the fieldtff development within a
tertiary institution has always returned to thendigance of understanding the
individuals with whom | work. The term “staff dewgiment” has been associated
with a technical process of “knowledge and skitlstelopment focused on
improving techniques without altering in any prafidusense the humanity or Being
of the person (see Webb, 1996:36). My own expeégimccontrast to this view, has
echoed that of Webhibjd.) who states that “the feelings, emotions and hutyan
people have always played an important part irethecational or staff development

119



encounter”. Austin (1998) has captured somethingsdapecific character by
suggesting the term “collegial conversations” teat#e the kind of mutual rapport

and understanding inherent to the kinds of relatigrs to which | am referring.

It was while engaged in such conversations thaskoved what | felt to be a
significant correlation between assessment practoe other areas of teaching and
professional practice. Stated differently, it sedrieeme that those individuals who
were concerned assessors were also concernedrieaoldesducators. My
perceptions included the sense that sound assespraetice not only concerned
issues such as validity, reliability and criteri@fierencing. Good assessment, it
seemed to me, could almost be described as a “iMagimg”. The person doing the

assessment, namely, the assessor was importdna prdcess.

The idea of the centrality of “the assesawithin the assessment process seems
obvious and, yet, much of the literature on assessugives little attention to the
persondoingthe assessment. It must be stressed that, wihdkelve that my central
concern from the start of the research was witlp#rson | initially doubted the
validity of my interest because so little, seemynglad been said about the person of
the assessor within the literature. My questionsydver, which focused on the
concrete world or lived experience of my particiizaigave me direct access to the
feelings, opinions and interpretations, namely liflegvorld of the individuals in my
study. The interview, thus, focused on asking imtligls to describe, firstly, what
assessment practices they made use of. | then gs@cdto consider the significance
of their assessment practices for other areaseaf pnactice (as lecturers or teachers).
My final question focused on whether and, if sowimat way they considered their
choice and implementation of these practices taohpn their understanding of

themselves as professional educators.

It is throughdoingphenomenology that my core concern with the huneamgoas an
active ageninterpretinghis or her world has been validated. It was inititeal

stages of the analysis that | was forced to re-@xamy interview questions. What
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was it that | was looking for? What was the essemaaeaning that | was in search of
in this study? As a phenomenologist my concerntbdx with themeaningmy
colleagues made of their experience. Far from beirsgarch of “objective” truth
(volumes of “facts” appeared in the assessmematitee), | realised that
phenomenology legitimised my interest in ge¥sonof the assessor and how he or
she perceived or understood his or her world.

Moving from my interview questions to the procegsvorking with the transcripts, it
was during my initial attempts to transform the meg units that | realised that | was
focusing on trying to portray “objective” truth oeality rather than themeaningof

“the experiences to which the language referredtkjiRghorne, 1989:55). | was
attempting to describe what seemed to be the “fagth little reference to the
subtleties of expression which conveyed somethiribenaffective quality of what

the person was communicating. It was thus thatd i¥d to rework my meaning units
in terms of how the participanimderstoodr interpretedthe significance of their

practice aS assessors.

Van Manen (1998:38) reminds us that a phenomermdbgoncern always has a
twofold character, a preoccupation with both theareteness as well as the essential
nature of a lived experience. A test of the corress of a meaning transformation,
therefore, is that “one can work backward fromttia@sformed expression to the
original naive expression” (Polkinghorne, 1989:%6)other words an adequate
transformation should not simply be an idiosyncratiocess in which the results are
unique to the particular researcher producing édescription. Thus, it was, in the
early stages of the analysis, | began to realigetki®e core of my concern was with the
meaningmy participants made of their experience. Thesfi@mation of meaning

units had, by necessity, to reflect this criticadus.

This “twofold concern” with both the “concretenesswell as the essential nature of a
lived experience” (Van Manen, 1998:38) charactersemething of the challenge |
have embraced through each of the steps in thigsasiawWhile the first of my
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Specific Descriptions focused on presenting riehtatdied descriptions of the
significance of assessment for each of the indaiglwithin their specific contexts, it
was at this point in the research that | was foregdin, to question the nature of the
essential meaning structure with which | was comegr How could | represent the
deeper concern of my interview questions, namelgracern with thgerson of the
assessoand the meaning he or she made of his or hersaases practices? Thus, it
was that | gave credence to the principle of harialisation (Spinelli, 1989:18)
allowing the descriptions to unfold as closely asgible to the original transcriptions,
my focus on acquiring a clearer understanding efinldividual as an assessor. The
deeper concern with the essential structure oéxperience was the guiding principle

in terms ofwhatandhow| chose to describe the experience.

In the second of my Specific Descriptions focusedlescribing the lifeworld or
lebenswelobf the AssessoiQhapter 5) my focus moved to an examination of the
meaning of assessment as an essenhaliyanexperience. | was, again, forced to
examine what it was that | as a phenomenologistesasntially in search of? The
concern, namely that of the significance of thediwexperience of being an assessor
within the context of the whole human experiencs edended by including a focus
on deeper existentialist themes. These includeskargbtion of each of the
participant’s “lived worlds” in terms of four “exisntials” (Van Manen, 1998:101),
namely lived body, lived space, lived timmadlived human relationswhich
correspond with similar categorisations expoundaahiby Van den Berg (1972),
Binswanger (1968) and Van Deurzen-Smith (1968).

As | shift my focus from detailed Specific Descrgpis to a more General Description
of the structure of the phenomenon, my challengenes to present the “essence” or
structure of the experience which, by necessitsgated in the concrete. While
Colaizzi (1978:16) reflects that regardless ofghenomenon’s particular variations
which should be seen as having the same essemizaling when perceived over time

or in different situations, it must not be forgaottat it is “lived experience that we
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are attempting to describe and lived experienceaae captured in conceptual
abstractions” (Van Manen, 1998:79).

Polkinghorne (1989:55) points out that oafyer (my emphasis) completing the
situated descriptions does the researcher movedswanstructing a “systematic and
general description of the structure of the expeeeunder investigation”. Thus, in
moving towards the general, one systematically drawthemes which have begun to
reveal themselves as essential in earlier phasie @inalysis. This stage, referred to
by Polkinghorne (1989:56) as “synthesis” involveliating or integrating the
predominant features of the experience into a Byetie and general description. The
construction of the general structural descriptientres on highlighting those aspects
of the experience that are “transituational” oraigsive of the phenomenon in

general.

Before proceeding with this step in the analysissh to return to the questions |
posed at the outset of this chapter. These inclagdkiohg what was thessentiafocus

of this study. | also posed the questions as td wiel have discovered in the
process otloingphenomenology and how my questions have changkedaa®

worked with the data. My third concern considered lthis step in the process relates
to the steps that have preceded it.

The essential focus of this study concerns therexpee ofbeingan assessor within a
higher educational context. | have discovereddioaigphenomenology is an
essentially human experience. My concern lies thighperson and what he or she
makes of his or her experience rather than witheive” truth or reality. My
interview questions, with their focus on the coberéved experience of the
participants, gave me access to the feelings, @psnand interpretations of assessors
as they worked within their different contextsavie been able to use the data
collected within the interview to gain a deeperenstanding of the assessor and how
he or she makes meaning of his or her assessnaatices.
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Van Manen (1998:79) points out that making sometloiha text or of a lived
experience by interpreting its meaning is more eately a process of insightful
invention, discovery or disclosure; grasping angni@ating a thematic understanding
is not a rule bound process but a free act of gedis | move towards presenting a
general description | ask myself “what are the ®i$alestructures of this experience?”
Certain themes have stood out through each oftéges of analysis and it is to these
which | turn as a means of structuring this chapt@ving presented essential themes
which emerge for each of the individuals in thedgtu then attempt to collate these
into a statement which represents something oéslsence of the lived experience of
being an assessor. This general statement, to wiycnalysis of dominant themes
(see 6.3rontributes, may be understood as an attempateleut “the particulars of
the specific situation and centre on those aspeittat have emerged which, while
not necessarily universal, are at least transaoatior more than specific” (Giorgi,
1975: 88).

Within this chapter, | attempt to convey the essétitemes which contribute to an
understanding of the essence of what is meahe #n assessprather than what is
means fodohnor Lynnor any of theother individualsn the study tde an assessor

at Rhodes University. Because the meaning of b&mngssessor can only be
understood in terms of the “lived world” of indiwidls, the essence of this description
focuses on understanding how individuals interpret act upon their world and the
significant people they encounter in their workiifig. This description, as with
previous descriptions, is rooted in the concreteng credence, again, to the

principle ofintentionality(see 3.3.1.3).

6.2 Dominant Themes

6.2.1 The Significance of the Environment

All of the participants understand their experieatbeing an assessor within the
context of the environment in which they find themwes(lived space, Umwelt)

Some make reference to the lived space of the Wsityewvhile others define
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themselves more in terms of their Faculty or digogoor in terms of the curriculum,
outcomes and the teaching and learning processpditieipants also define
themselves as assessors in terms of how they uadérhe assessment strategies and

tasks they make use of.

6.2.1.1  The Significance of the University and itStructures

John makes explicit reference to the university contexwvhich he finds himself as

an assessor. He perceives the university as hapegjfic “accreditation and gate-
keeping roles{A3) and recognises that offering a Rhodes Universiglification

adds legitimacy to their cour§A39). Being part of the university also requires that
they maintain certain standar@s39). John recognises the “strategic” nature of power
relations within institutions and the need to “ewen power relations within the class

and within the university(A18).

Billy makes little direct reference to the organisatiaoatext of the University. He
does, however, refer to his sense of belonging‘bwdy of university educators

rather than a particular facultyB34) in which he has a particular task.

Noelrecognises that he is accountable to and must withikn the University and its
structures. He states that, for his Human Resowa@se a “big component” of his
assessment practice is the examination “because ofay the University does
things” (C2). He refers to the “strong tradition of positivissearch’{C35) within the
Commerce Faculty and the Higher Degrees Commiteeause the latter is imbued
with the power to accept or reject student promsa recognises the need to “give
students as much feedback as we ¢&35). This concern has resulted in Noel
restructuring “the (student feedback) form on thsi of the format for the Higher
Degrees Committeg/C37).

John H. refers to Rhodes University within the context ofepting a job offer many

years ago. He was advised by the then Profesd@inarimacy that “the best way to
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find out how to do things properly and to know whtbings are wrong was to go
down to a lecture hall and see what was happer{Di9). He found this exercise
very usefulD19) and observes that it is “a most crazy situati@35) that “at
university you've got a whole lot of people teachand they are not qualified to do
the job” (D35).

While Lynn makes minimal reference to the University andtitscsures, she is
conscious that she is involved in “adult” educaiiB25) and that participants doing

the PGDHE are lecturers at the University “who vadodd do this job if they weren’t

very intelligent and very motivatedE26). She understands her role and the aims she
has for the course as being directed at improwaogulters’ practicéE2, E4, E12,

E17). Reading lecturers’ portfolios has enabled héeaon “about individual's

contexts and what is going on in the univers{g14).

6.2.1.2 Perception of the Curriculum and Outcomessawell as the Teaching

and Learning Process

John defines the course in terms of its including arfte@t” as well as “distance”
(A2) component which is made up of “five distinct modiléA2). The significance
of this is highlighted by his choosing to structbre comments in relation to these
different modules. He points out that while theyrgvmitially “only a delivery
system”, they now have a “legitimate, accreditedd®s University qualification”
(A39) which, he observes, has implications for the ma@uee of standards and has

resulted in their course being externally moderéfe39).

John asserts that they are “teaching in a constistctramework{A4). He
acknowledges the difficulty in moving “from a te&cltentred to a learner centred
approach where the learner is important and ...thehter’s role has become
different...a facilitator’(A45). When he teaches mathematics in the classroom he
“teaches it in such a way that he is modelling vhay will do in their own
classrooms(A40). When teaching problem solving, for example, his & students
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to “solve problems all the timg’A42) since one can’t learn this skill “unless you
actually solve problemqA42). He elaborates on the process:

And we say that we are taking you one step fursbethat you can see where
the mathematics is taking you. And they find thisieng because it's
stretching them mathematically and not threatettiegn because they work as
a group and people can put in something. And nolsddythere waiting for

me to give them a solution. While | make suggestidmlon’t restrain them; |
accept anything that come@43).

Billy describes how he has “gone through an enormousihgacurve on words and
theory” (B9) in relation to his understanding of a curricullthe. has come to realise
that a curriculum is “more than a list of topi¢823). It was when he had to write a
curriculum for Pharmacy and move towards outconaset curricula that he was
“forced to think carefully through what the studenable to do at the end point of
each course(B22). He points out that developing a curriculum ingésidgpecifying
one’s assumptions of prior learning as well as oetcomes which must be

assessabl@9).

In terms of the teaching and learning processy Béflects that he is “no longer the

bearer of knowledge and the student the empty Ved#0):

The student comes with a lot of knowledge and a&pee and | see myself as
having two roles. To give them the confidence towithat they have valuable
knowledge and to create a learning environmenthickvthey can use their
knowledge plus the criteria to integrate and ugB10).

Inside the lecture hall Billy, rather than exparmgipon his notes, seeks “discussion
topics”, his challenge being to “encourage debatediscussion(B18). He describes
the lecture situation as a “two-way thing” in whicé tries to “create an environment
where they can bring the experience to the learsiitngtion to improve their insight”
(B12). He reflects that it is “only in the past few ygé#nat the concept of mentoring
and assisting, being a facilitator of learning begamake sensg’B28). While he
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recognises that he has a certain amount of expehgsunderstands his role as being
there “to guide his students into their learningapunities”(B28).

Noelis responsible for what he perceives as “two dkife types of coursegC1),
namely, Human Resources Management and Researblodétgy, which are
taught at both undergraduate and postgraduatesleédelperceives changes in his
course and his teaching to have come about laggesyresult of “the move to
Outcomes Based EducatiofC25) which has “broadenedC26) his focus and led to
“changes in assessmel(i€26). Setting outcomes has forced him to consider vthat
is they “want students to demonstrate as opposedh&d we want them to know”
(C8). As a result, not only his assessment, but hishiag has changg€9, C10)
Tutorials have been redesigned with a “practicalid (C9) while his lecturesire
much more facilitative, with a focus on applicatemwell as theor{C1, C13, C14,
C28, C29, C30)

Noel asserts that what he needs to do in a leiguce“give a foundation of the theory
or the knowledge and say that is the basis uponhwlie are now going to go about
problem solving(C31). He explains how he has deliberately made higslghorter

so that “in the delivery of the lecture componéyt are already having to engage
with the lecturer and respon{iC32). Once his students have an outline they move on
to “applying the theory through exampld€32). Noel attempts to use “different
methods of getting students to work together isg1€C32) and, rather than

embarrass students when they make a contributies,“to probe why other ideas

might be more appropriat¢C33).

John H. defines Pharmacy as a subject where they arerigapgople tao
something D4, D1, D13) This is significant in terms of his role as atleer and how
he interacts with and gives feedback to stud@®s D9, D11, D13)Because
Pharmacy “is a subject where you have to (@@?%) lecturers in this discipline have
“slotted straight in(D4) to Outcomes Based Education. John H. points otit tha

Pharmacy is governed by a set of rules to whicpla@krmacists must adhdi217).
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During practical sessions, which “run paralléD6) with lectures, he observes what
“happens during the course of the afternoon” ankemédnotes on each individual
student and, if they are working in groups, on egrciup” (D2). Because as
“pharmacists they are training people to do spedtifings” he sees his role as that of
ensuring that “they can d¢D11). In the laboratory he tries to “help those who are
struggling” and to give them “instant feedback...tdl phem through(D12).

Lynn describes the course which she is involved in tegcimamely, the
Postgraduate Diploma in Higher Education (PGDHE)paactice based{E2)
requiring that participants “examine their own pi@ein a critical way in the light of
the theory and feedback that they have received their practice{E2). She
describes the outcomes and curriculum as “comeg) requiring a “form of
assessment that assesses those complex outc(E3@sThe learning activities as
well as the more formal tasks are designed to erstbhbents to “provide evidence
that they have achieved the outcom@sy?).

Lynn reflects that people doing their course amnfmg with a lot”(E25) and much

of what they do is “not about teaching them sonmgtmew but about getting them to
make explicit stuff that they do and stuff thatythk@ow” (E25). In her teaching, she
sometimes makes use of “conventional tagksl) such as giving her students “a
reading and asking them to answer three or foustgues” (E4). Although the task
may be to examine a reading on some researchang¢beshe frequently tries to
bring her questions “back to their practi¢€4). Lynn describes the “things that go
on during a module” as “learning activities cumnhative assessment tasK&b).

She is conscious of the “need to model thin@gsl'6) because the content of her

course is “about teachingE16).

6.2.1.3  The Significance of the Assessment TaskslgBirategies

John points out that they have “different strategiestha assessment of each of the

five modules”(A3) which includes some summative and some formatisesasnent
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practices. He emphasises the importance of alighbetween the assessment
practices and the outcomes or expectations focdbese(A44, A33)as well as the
need to achieve a balance by using a “variety fééréint assessment task#'14) to

“match the type of activity that’s taking placg&14).

John is conscious of the “message that you setehthers via assessme(’15).

For example, “if your assessment emphasises uaaelisg children’s ways of
solving problems then teachers see this as impdrtad5). If one “constantly
emphasises understandifg34) and then gives questions which are based on
“memory and the regurgitation of notg#34), this is neither fair nor aligned. John
also makes use of portfolios and journals whiclhéleves “even out the power
relations in the class because everyone can atecat their own leve(A18). The
portfolios are also seen as an opportunity foresttgito “reflect on reasons why it
worked and what could have improved a lesg#23). Reflection is seen to be an
“integral part of the programmé&A23) as well as “continuous assessment” where a

variety of tasks are used with the purpose of wstdading where the learner(546).

Billy describes how, in recent years, he has made ws&rafige of assessment
practices”(B1), which he classifies as “the traditional types an¢js”(B1) in contrast
to what he calls “other opportunities for assessreaaoh as projects and debates”
(B1). It was when he was “introduced to the concephefportfolio and reflective
practice”(B2) that he realised that different kinds of tasks Whassessed specific
outcomes he hadn’t before considered importaniddee included in the portfolio
(B2).

He makes use of “as many practices” as he canafitidthe purpose of helping “a
student know he or she is informg@5). Some of his strategies include getting
students to “write learning point$B4) while making use of “a lot of self and peer
assessmen(B4). He notes that “whether there’s an observatiothey are doing
things or whether it's looking at theor{B4) he tries to “use reflective practice all the
time” (B4).
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While he thought his particular emphasis was oohe@ he has come to realise that
you “can’t separate it from assessmgi@30). The focus on outcomes hamde him
aware that assessment and teaching are “a(@8)"and “you can’t have assessment
without teaching and you can’t have teaching witreasessment in all its forms”
(B8). He believes that as a professional he “is acaml@to the outcomegB29) and
is responsible not only to provide appropriateriéag opportunities but to ensure that
he is “assessing in a way that is appropriateHosé¢ outcomegB31). He has a
problem with ranking and observes that that theidauf “lifelong learning is on
improving competencie{B14) rather than comparing individuals. He reflectd tiea
has a great deal more to learn if he is going ¢dpce a “valid, reliable, current,
sufficient assessment tool to establish that theéesit is competent in the outcomes
that are designedB24).

Noel is aware that the shift to Outcomes Based Edutatith its focus on “what you
want students to demonstra{€8) has led to changes in how he goes about assessing
and teaching his studer(ts8, C26, C42)He has a responsibility to ensure that his
teaching and assessment practices are gettingudisrgs “to a point where they will

be able to produce what is requird@42). This focus on application means that
assessment is not about being “right or wrof@€33) but getting students to “explore
problems rather than solve puzzI¢€33).

Noel’s choice of assessment tasks are then linkédstneed to collect “evidence”
(C25)that students are “able to do what they are sugpimsdo at the end of the
course”(C25). The staff in Management have conceptualisedsthigei of students
needing to demonstrate understanding as that aiglsble to advise{C29). Exam
guestions and other opportunities for assessmenttarefore, presented in such a
way that students are asked to “give advige29), emphasising the applied nature of
the task. He points out in relation to the Staffoagnponent that if the outcome of this
course is “being able to staff an organisati@@30) then students need not only to
know about different methods of selection and riéerent but need to be able to

“evaluate an advert(C30) and “do an interview{C30).
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John H. describes himself as making use of “just abouasdlessment methodd1)
including “oral interviews, tests, some of whicluaband some which don't, final
year examinations and, of course, practiclll). He considers the “most important
type of assessmentD2) to be practicals which he uses as an opportunidpserve,
make notes and give students “both good and balthéek”(D9). He also perceives
practicals as being an opportunity for studentsétf assess{D5) both individually
and in groups. He observes that practicals arejtsbtan exercise{(D14) but an
“application of the principles that they do in figgear”(D14) and a “stimulus for
learning”(D14) because students “have to do a whole lot of esttrth themselves”
(D14).

An important aspect is that at the end of eachtjgaldhe students are required to
hand in a report about which they receive detdidedbackD2, D10, D15) John H.
emphasises “that all formative assessment, hanaaddiuff such as the pracs is a
very valuable tool for the student$)15). He stresses that “anything that goes back
to the students should be fully annotatéd?1). His first experience of formative
assessment was when he started the practical cautlisEhanged it to asking them to
hand in pracs on a weekly basis and marking thehrerning the reports to them
with feedback the next weekD33). John H. perceive®rmative assessment enables
you to “get a lot closer to that stude(D32) and written feedback is especially
important for “the shy student ...who won’t approgcihu” (D34).

John H. believes that assessment is importanfannming the curriculum because it
will show you “what the student has understod28). He never asks questions that
are “not answerabler require a whole lot of stuff (he) hasn’t giveib24). He does
not make use of multiple-choice because “you gehale lot of answers and it looks
like some of them are designed to fool stude(i&®4). He feels satisfied that “the

way he is assessing” is “directly aligned to thécomes” he has séD23).

Lynn and her colleagues have “chosen the teaching porefe the main means of

assessing our studen{®&1). This choice of assessment strategy is directlyenced
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by the “extremely complex(E3) nature of the outcomes for the Post Graduate
Certificate in Higher Education (PGDHE). She bedgwhat the “form of assessment
allows us to really think about what it is we aranting to achieve(E18). The
portfolio is not just an “academic exercig&’18); it's about “real outcomes as
opposed to just cognitive outcomg&’18). All the learning activities as well as the
assessment tasks which students complete are ddsigth the purpose of assisting
participants to achieve the outcomes set for thesegE4, E5, E7, E15)

Lynn is conscious that that when she designeddbese “the outcomes and the
assessment tasks and criteria were all aligfedl5). She believes that “if you are
thinking about assessment you have to think alt@utgaching(E22). More
specifically, if you are “prepared to put so mustoiyour assessment then you will
understand the significance of it in terms of #s&ching and planning and alignment”
(E22). She is, however, wary of those who make “blackans about assessment”
(E23) and believes you can “get to assessment throagiiteg as well{E23). She

believes there is a “space for good old fashioeadhing as well{E24).

While there are “layers of assessment critefi&l’7) to guide the assessment process,
Lynn believes that the portfolio allows “huge scdpeinnovation and creativity”
(E17). The facilitators are not just wanting to see thatlecturers “can write a good
portfolio” but are looking at “what’s happeningtimeir practice(E18). They want to

see the “journey{E18) of their students’ professional development.

6.2.2 Perception of Significant Others

All of the participants understand their role asessors within the context of their
professional relationships with significant othersheir working environment
(mitwelt, relationality. Specific reference is made to how each of thigégigants in
the study relate to their students as well as tt@ieagues within their departments

and the broader university community.
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6.2.2.1 Perception of Students

John understands his role as an assessor in relatimeéting the “needs of
students{A2). The nature of his relationship with his studestsharacterised by
dialogue and he speaks of how he and his colledgoestantly’{A33) revise their
course based on the feedback that they re¢ai88). In relation to this, he
continuously asks his students “whether thingsaaking sense to them and if they
are happy with the cours€A33). John’s students, therefore, represent an int@gral

of the course design process.

John observes that he has “learnt an awful lot fileeresearch paperé35) which
they ask students to present. The message thaeséa communicate to his students
is that “nobody knows better than them what happetiseir classroom, school and
village” (A35) and he observes that this has given his studeat&tmfidence to
speak about what they were doiff@&35). John clearly has high expectations for his
students who return to their schools as “staff tgpars”(A35) and “catalysts for
change”(A32). He observes that “if they can’t implement all thesmnderful ideas...
then the whole thing is pointles§&30). He gives his students “a very strong
message(A52) that “service to the learners in fundamental. Aradtkns implied,
education is implied, commitment, interest, reagdstgdying”(A52). In his
relationship with both his students and colleaglgds tries to project and model

what he “wants to see taking plag&43).

Billy believes that as a teacher he has a “professiespbnsibility towards the
student...to provide them with learning opportunitieand to be held accountable to
the outcomes(B29). He no longer sees himself as “the bearer of kadgs”(B10)
and the student as “the empty ves$BIL0) but sees the student as bringing “a lot of
knowledge and experiencéB10)to the learning situation. His role, in relationhie
students, therefore, is one of building “confidénbat they might be aware that they
“have valuable knowledggB10).
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He believes that the student must be “inform@#f) about one’s assumptions about
their learning, as well as one’s outcomes and hosvie going to assess those
outcomegB9). He does not want to be seen as the one who “tvensnowledge”
(B12) but rather as a co-learner with his studéBfi?). He sees his “challenge”

(B18) as to “encourage debate and discuss{818).

Noeldemonstrates a high level of concern towards higestts who, he believes,
should be adequately prepared for what they anggssed to do at the end of the
course”(C25)and at theend of their degree, when “they walk across thgestd
Graduation{C43) as well as the “reality{C14) of when they are “in business”
(C14). It's not about giving the student exactly whatoneshe likegC14) because the

“student doesn’t always know be$C40).

Noel believes that students “need a very detaded bf what is requiredC37) and
that he needs to change his practices “to be algettthem to that point where they
will be able to produce what is require@42). Noel understands his role as
facilitative (C30, C39) encouraging students to “make a contribution&gtures, and
having been given the theory, to solve probl¢@®l). He believes that he has a
responsibility to encourage his students towarddurther exploration of ideas:

And when the students make a contribution | trytoctay that their ideas are
wrong but rather to work with what I've got. Becaubke student needs to
have the confidence to be able to make a contabwtnd then we can start
exploring ideas further. Not to embarrass the sitgleut to probe why other
ideas might be more approprid(@33).

John H. believes that the most important thing as a peid@sl educator is to treat
“your students as human beind8’16). He believes that a good teacher is a “person
who looks after his student§)20) and does this by keeping an “open door policy”
(D20)where his students can come and see him at any¢igaeding academic
matters. John H. strongly believes in the valuoohative assessme(®3, D9, D10,
D12, D15, D19, D21, D32and this increasing understanding that “formative

assessment is the way to &’15) has had a huge impact on his career as a teacher.
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John H. believes that all formative assessmerd igty valuable tool for the student”
(D15) and by doing formative assessment one is ablegbddot closer to the
student”(D32). His role includes giving “instant feedbag?12), which is “both

good and bad{D9) to individual students and groups in the laborasiyation while
also giving detailed feedback about the practiepbrts they submit on a weekly
basis(D2, D10, D21, D33, D34)John H. believes that “anything that goes badkéeo
students should be fully annotatéid3, D21)particularly since “many students are

too shy to come and talk to yo(D3).

John H. is concerned that he is fair towards hidestts in terms of the kinds of
assessment strategies and methods he makes tte“okver asks question that are
not answerable(D24) and does not use multiple choice questions asak¥ like
some of them are designed to fool stude(@4). Not only does he emphasise the
importance of his giving formative feedback to $tisdents but takes very seriously
the feedback he receives from thény, D8, D22, D27, D29)

Lynn is conscious of the “diversity of the participan{®2) completing the
Postgraduate Certificate in Higher Education arrdgiees her role in relation to an
understanding that her students are “very intailigreople who wouldn’t be doing
this job if they weren’t intelligent and very matited” (E26). She is aware of “the
nature of adult learninglE25) and that her role is very much that of being a
facilitator of learning E27). While her own “passion and motivatio(E27) can
contribute towards “getting her students throu@27), she believes that “it is so

much up to the individual where they go with(iE27).

Lynn believes that as educators they have a redpliiyso “model” (E16)
appropriate teaching skills. She observes that ¢theyot be “modelling things that
they are absolutely incapable of doif{@19). As facilitators they require a “base
level of communication skills to do their jofE19) and need to draw on “a range of
affective skills”(E20) including “honesty... sensitivity ...and counsellinglisk

(E20). Lynn observes that they “practice what they praadkrms of being critically
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reflective of (their) own practicegE21) and welcome feedback from participants
regarding problems they may have experier{(&x1).

6.2.3 Perception of Colleagues

John’s relationship with his colleagues is characterisg@dpenness, dialogue and a
deep sense of respect for the different “strengfhS1) each of his colleagues brings
to the programme. He perceives what they do ay‘werch a team effort/A51).
While each staff member is “very differe{851), his perception is that people like
working at RUMEP because they “enjoy the succesg ltlave with the teachers”
(A51). John tries to “project{A49) and “model’(A49) what he wants to see taking
place in the classroom. He describes how, throedpaid and discussion in the
classroom situation, he was able to introduce acwl®ague into doing things in a
constructivist wayA47). Critical reflection is not only an “integral pat the
programme’(A23) for students but, once a month the staff at RUME®
“feedback sessiongA37) where they “reflect on what we have done and whare
go now” (A37).

Billy observes that “it is a perception by academicshibafuse they are experts in
their own field they are also expert educat¢B&25). Many of his colleagues see
themselves as “lecturers and research@g7) and, if that is the equivalent of being
an educator, they are happy to be called educaiorse of his colleagues like the
label “teacher” because that implies that they‘'speon-feeding” their students
(B27). Billy, however, perceives himself as trying targgrofessional status as an
educator rather than as a lecturer in a partididlt” (B34). In contrast to his
colleagues, he has come to recognise his “rolepasfassional or as a teach¢B29)
and feels that he is “part of a group of universitijucators({B34) rather than part of

particular Faculty where he has a specific “ta@34).

Noel’srelationship with his colleagues is characterisgtidimlogue” (C49) and
“debate”(C49). He speaks of the need “to talk abo{@47) how they have evaluated
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their students’ work with the purpose of clarifyisggndards and marks “to justify
what we've done(C47). He also refers to having “shredding sessionsrbednd
review sessions after the exa('48)to “establish that students have been treated
fairly” (C48). Noel has a strong sense of his professional resdipitity for the
maintenance of “certain standar(f338) and this seems to have “created tension”
(C49)in that he has found himself “probing how lecturessne up with the marks for
a student’s piece of worK'C49). He believes, however, that this kind of discussio

has helped “to educate and inform thenassessorg(C49).

John H. makes scant reference to his colleagues excepytthat “as pharmacists”
(D11) they “are training people to do specific thing®11). He observes that some
lecturers don't treat their students “as humandg&i{D16) and has heard some staff
referring to their second year students as “a bufictseless people etdD16).

When he first started lecturing, the then Profes$&tharmacy advised him to “go
down to a lecture hall and see what was happer{D$9), and this was his “initial
introduction to academic developme(iD'19). He has always felt that it is a “crazy
situation”(D35) that at “university you've got a whole lot of péepeaching and they
are not qualified to do the jo§D35).

Lynn does not make explicit reference to her colleaguésclear, however, that she
regards the teaching of the Postgraduate Diplonktigher Education (PGDHE) as a
joint effort. She constantly makes use of the pumsd‘'we” and “our” when referring
to the things they do on the programme. For exahphe speaks of§ur outcomes”
(E3), “our participants™(E2), “our teaching”(E40), “our courses’(E15), “our
assessment practices” and so on. In discussingntheledge, skills and values
required of “any professional persofi£19) she, again, speaks in the plural, stating,
“weneed a base level of communication skills to dojolns” and e need to have a
strong level of integrity(E20). There is a sense in which Lynn regards not only
herself, but her colleagues as being co-responfibkbae development and successful

facilitation of the course.
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6.2.4 Perception of Self

The purpose of this section is to explore sometbinte private and intimate
relationships each of the participants have widntbelvesKigenwelt, relationality.
Since a third of the interview questions gave djeattention to participants’
understanding of themselves as professional ediscahmich of this discussion
focuses on how the individuals in the study un@etheir role as professional

people as well as something of the values theyusspim their practiceJperwelt).

John makes little direct reference to how he understémmiself. One can, however,
infer from the way he speaks about his relationghip his students and colleagues
(see 6.2.2 and 6.2.3hat he has a profound sense of the value that@ason brings
into the programm@A51). John does not concentrate on his own role bugnstands
himself as part of a successful team where “evatyliwings strengths{/A51) and

“each person is responsible for a section and enmire they look after i{A33).

Intrinsic to John’s understanding of professiomalis the notion of a “commitment to
service”(A53). He makes reference to the “moral asp€&B3) of being a
professional and points out that a professiona@ehas a responsibility to “develop
skills and abilities in the pursuit of social enda53). When teachers come to
RUMEP a very strong message is communicated tleatit®e to the learners is
fundamental(A52).

Billy describes how he has always had “a bit of a réésana” (B28) because he felt
that one “needed to be doing more in the senserofiitting oneself to the student
not just in an administrative role but in a memigrrole” (B28). In contrast to his
colleagues who “do not like the label teach@27) he recognises his role “as a
teacher{B29) who has “a professional responsibility towardsghalent”(B29).

Billy has come to understand himself as “an eduaatiher than as a lecturer in a
particular field”(B34) and identifies himself with “a body of universitgucators
rather than a particular FacultgB34). Billy’s understanding of himself as an
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educator along with his involvement with assessrhastmoved him from feeling

that he was “just another person in another deganthiB41).

Noel, who has a background in consulting and trairi®84), identifies himself with
professional role models in consultants. He hagmnkegen comfortable with large
classes and does not see himself as a “public sgg@k34) but prefers a small group
context. He observes that “one acts with profesdiem “ (C41) when one is

involved in continual reflection, change and inniima. As a professional one needs

to critique one’s practices and, if they are notkimy, change ther{C44).

Noel has a strong sense of responsibility towaatk his students and colleagues. In
terms of his students he understands his roleaaditative” (C39) and believes that
he should prepare them to meet the outcomes aitinese and degrg€€25, C43)

He believes that he and his colleagues have ams#plity to engage in “dialogue”
(C49) and “debate(C49)to ensure that assessors are informed and eduaadetiat
“students have been treated fair({48).

John H. makes little reference to how he understands Hintde does, however,
describe how over many years he has “become a caoireg teacher{D31) and has
developed an increased sense of his need to “libek éD31) his students. For John
H., professionalism in teaching is defined as tirepyour students as human beings”
(D16)which he feels many lecturers don’t @16). John H’s concern with the
importance of formative feedback is motivated lmpacern for his studen(®12,

D15, D21) John H. puts much “time and effort” into his teiag (D13) and has an
“open door”(D20) policy so that students can come and see him aoagemic
matters at “any time{D20).

In understandingynn’s perception of herself it is helpful to examine tiEw of
professionalism. She asserts that “any professjggraion has a sound knowledge
base”(E19)and that as teachers we ought to have a “basedéeemmunication
skills” (E19). She observehat “integrity is very important{E20) and, in one’s
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dealings with people one should display values siscthonesty'{E20) and

“sensitivity” (E20). She asserts that as teachers they “cannot belmgdhings that

we are absolutely incapable of doing oursel{(&49). She understands her role to be
that of “a resource, to facilitate and to be a e#a(E29) and stresses that they have
to be “careful” of making “arrogant claim¢E26). She does not see her role as telling
lecturers “how to do their jo(E29) and feels “uncomfortablg’E29) taking on too

much of a “directive” roléE29).

6.3 General Statement

6.3.1 The Significance of the Environment

The participants in this study understand themsehgeassessors within the context of
theenvironmentin which they find themselves. Some emphasiseitikd kpace of

the University while others define their role marg¢erms of the curriculum,

outcomes and the teaching and learning processpditieipants also understand

themselves in terms of the assessment stratedietasks they make use of.

Being part of th&Jniversity means a number of different things for each of the
individuals in this study. The University is assded, on the one hand, with the
formal accreditation of qualifications and the miemance of standards. Within this
understanding one is accountable to the structfréee University, including,
Faculty, Committees and the formal examinationeystParticipants, on the other
hand, recognise their responsibility as profesdiedacators towards their students,
colleagues and the broader society and recogresgtthtegic nature of power
relations within the institution. Concern is ex@ed that the majority of lecturers,
while in many ways highly competent and motivateaml/e received minimal formal

training as teachers.

The nature of theurriculum, outcomes and the teaching and learningrocesshas

a significant impact on how the participants untéerd themselves as assessors and

141



educators. Assessors do not refer to their assessitnategies without giving
attention to the specific focus and outcomes ottiveicula or courses that they teach.
The move to outcomes based curricula, in partichlas forced participants to

consider what the students are able to demonsitédibe end of a course.

Assessors understand their role as facilitativesasdtheir task as guiding students
into appropriate learning activities in the classno Students are considered active
participants in their own learning while the leewituation is considered a two-way
process in which they are encouraged to activelypga and respond to the lecturer

and, where appropriate, their fellow learners.

The participants are aware that assessment caaroatrsidered in isolation from

their teaching. The choice assessment tasks and strategiesdirectly influenced

by the specific outcomes set for a course or aulrin and assessors understand their
responsibility in terms of providing appropriatadeing opportunities and assessment
tasks to assist students in meeting those outcomes.

The participants in this study make use of a wiaeety of assessment practices with
the purpose of collecting evidence that their sttslbave achieved the outcomes for
a course. Such techniques are also used to accoaenthe different students and to
inform students about their progress. Formative@minuous assessment is
considered a valuable tool for both the studentthadissessor since the learner
receives good and bad feedback while the assesabld to use the information about

what a student has or hasn’'t understood to fudbeelop the curriculum.

6.3.2 Perception of Significant Others

The participants understand themselves as assegiorsthe context of their
professional relationships with thaitudentsas well as with theicolleagueswithin

their departments and the broader university conitywun
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The participants demonstrate a high level of resfpe¢he knowledge and experience
studentsbring into the learning situation and understdradrtrole in relation to
meeting the needs of their students. A good teashmmsidered to be someone who
looks after his or her students which includes fliog learners with a detailed idea
of what is required in terms of the outcomes foparse and giving continuous

feedback about their progress.

Assessors understand their role as facilitativetene a strong sense of responsibility
in terms of their need to build confidence amonglshts. This includes encouraging
students to make a contribution to the explorasind application of ideas during
lectures and in the completion of their assignmdhtdso includes giving serious
consideration to feedback given by students albmit teaching and assessment

practices.

For some assessors their relationship with tta@ieaguess characterised by
openness, dialogue and debate while they expergesteng sense of being part of a
team, assuming joint responsibility for the sucfigstevelopment and facilitation of
their courses. Critical reflection is considereggral to these relationships. Others
perceive themselves as being different from thalieagues within their disciplines,
preferring to locate themselves within the broamtenmunity of professional
educators rather than within a particular faculty.

6.3.3 Perception of Self

Lecturers attribute the growth of their professiadantity to a number of factors
including: the specifics of their personal tempesatrand personality, their
employment history within and outside of the ingtdn and their perceived role
within the institution. While possessing a clearsseof their ongoing professional
growth and their need as educators to demonstuagigs such as integrity, fairness
and consideration towards their students and qplles as well as some form of
social responsibility towards the broader commuyritigy place a high value on the
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importance of critical reflection not only in terraktheir own professional growth,
but in the interests of contributing towards insehequity and transparency within

the system.
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Chapter 7: Discussion

The problem of phenomenological enquiry is not
always that we know too little about the
phenomenon we wish to investigate but that we
know too muclfvVan Manen, 1998:47).

7.1 “Back to the Things Themselves!”

In a conversation with my supervisor, Professorienan der Mescht, | was
reminded that Edmund Husserl's frequently quotedah “Back to the things
themselves!” (cited in Kruger, 1988:28) represertetktsperate cry from the
philosopher to a civilisation in ruins at the eddMorld War One (1914-1918). In the
context of a disintegrating economic and sociaeord which philosophy appeared
torn between a “sterile positivism” on the one hand an “indefensible
subjectivism” on the other, Husserl sought to “depea new philosophical method
which would lend absolute certainty to a disintéiggacivilization” (Eagleton,
1983:54 cited in Groenewald, 2004:3).

The academy, as pointed out in Chapter Two, i sif radical transition, has
become yet another site of social anxiety in whiehconstruct of trustworthiness is
being replaced with standardisation, competenadjragty and reliability (Morley
2003:5). While it would be trite to compare the ertainties faced by academics with
those of the post World War One society, | wouldartheless argue that many
academics, in common with their forebears, are in@ug increasingly unsettled by

the “storm of change” (Light and Cox, 2001:1) tlemcounter in their place of work.

When embarking on this thesis, finding myself ia thidst of my own “crisis of
identity” in terms of traditional pressures to “fish or perish” (see Jacoby, 1997)
alongside the weight of a new discourse of qual#tyurance combined with the
ongoing force of postmodernism characterised bicahdcepticism (Degenaar,

1997:20), | found myself looking to phenomenologyaavay of reclaiming at least
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oneabsolutein my place of work. In the words of Groenew&®0@4:4), if | wished

to arrive at certainty | should ignore “anythingside immediate experience” and in
this way reduce the external world to the “contaritgersonal consciousness”.
Realities, within this framework, are thereforeatesl as pure phenomena and provide

the only absolute data from where to begami().

Thus it was that | embarked on my research fronsthedpoint that, whatever else |
was uncertain about, phenomenology allowed me tweh@in about how things
appeared in, or presented themselves to our cars®@ss. | began my research,
where all phenomenology begins, with individual exgnce. However else my
participants and | differed in terms of understagdiur respective worlds, as a
phenomenologist, | embraced a viewpoint which idetbhearing and understanding

theirlived experience.

7.2 Understanding the Person of the Assessor

The above claims have implications for this as aslfor the preceding chapters. The
study, which has thus far concentrated on providicty descriptions of individuals’
experiences of being assessors within their spgeaiintexts and, more broadly, in
terms of fundamental existentialist themes (see Manen, 1998), has attempted to
identify something of thessencef what it means to be an assessor within higher
education. The literature, in keeping with thisufscbegan with an analysis of the
context in which assessors find themselves, naRlebdes University, which retains
many of the characteristics of the traditionaldestial university while also facing
challenges associated with the transition in higurcation (se2.3). An overview

of current issues in the field of assessment wesgmted in which both traditional and
alternative paradigms of measurement and assessrasnexplored with a view to
considering foundational principles upon which sshassessment practice is based.
Specific approaches towards and instruments osassnt were examined with the
purpose of evaluating their potential for empowgstudents as partners in their own

learning.
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While it is tempting, at this point, to presentanprehensivexplanationor
interpretationof the phenomenon of assessment in the lighteo§tibstantial body of
theory portrayed in Chapter Two of this thesis,|&aing and Halling (1989:9)
remind us that these theories aotthe subject of phenomenology. As pointed out,
the human lifeworld oLebenswelt,the starting point or ground for the
phenomenologist, is not a construction of consceiess but is co-constituted or co-
created in the dialogue of person and world. Wxisting bodies of scientific
knowledge might “predispose us to interpret theirgabf the phenomenon before we
have even come to grips with the phenomenologigaston” (Van Manen, 1998:47),

the focal point remains tHved experiencef the assessor.

7.3 The Findings

What, then, are the implications of focusing onlihed experiencef individuals
within this study, and more particularly, in tiidéscussio? We are reminded that,
from a phenomenological perspective, there is b shing as “inner” reality. The
person, by definition, is understood in terms afdn her relationship with his or her
world. Individuals define themselves in terms dittived or felt spacetheirlived
body, as well as theilived or subjectiveimeandlived relationsor interpersonal
space that they share with others (see especialtyanen, 1998). They also define
themselves in terms of their own sense of d&tiénwelt)and their accompanying

ideological(Uberwelt)or belief system (see Spinelli, 1988).

While the conventional approach may be to offeexplanation or interpretation of
the data in the light of the theory, my challengthe point in the thesis remains with
letting the data determine the conversation rathaem allowing the theory to lead.
While this may, seem a matter of “splitting hairs’gre | to allow the theory to
structure this chapter | would actively try and sd®re the experience of my
participants “fitted in” with the literature. Myatiing point, instead, is the lived
experience of the assessors. My challenge remaitistvselectivelyon those

aspects of the literature which in some whyminate or highlight rather than explain
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the assessors’ experiences. It is also to highligise aspects of the assessors’
experience which are beyond the scope of the fitexaand in that way expand our
vision of assessment and what is means to be assmsswithin a higher education

institution such as Rhodes University.

The findings that emerged reflect the perspeche¢ human consciousness within a
phenomenological approach is not an isolated ehtityalways understood in
relationship to the world in which the person fildis or herself. The picture that
appears from the general description in the prevahapter shows that the assessors
or educators in the study understand their rokesasssors in terms of the following

dimensions:

An awareness dhe Significance of the Environmentwhich is described in terms

of:

o theUniversity and its Structures

o theCurriculum, Outcomes and the Teaching and Learning”rocess

o theAssessment Tasks and Strategies

An awareness dignificant Others within the Working Environment, including:

o Students

o Colleagues

An awareness or perception®#If including Personal Values
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7.3.1 The Significance of the Environment

Nothing about the notion of pedagogy (teachingusthbe considered “given”
or “granted”; only that the meaning of pedagogydse® bdoundin the
experience of pedagogy, because the lived experiehpedagogy is all that
remains if presuppositions are suspended. And soeed to search
everywhere in the lifeworld for lived experiencathupon reflective
examination, might yield something of its essenteture (Van Manen,
1998:53).

This study addresses the question of how the assegthin Rhodes University
understands or interprets his or her role withemehvironment in which he or she
finds him or herself. Our “entrance” to the lifenibof the individual, is through
understanding the scene in which the subject reveal or herself (Van den Berg,
1972:40). Thidived spacen which the assessor find him or herself (see Manen
1998:101) includes, a focus on the relationshigvben the individual and the objects
within his or her world, which, in turn includeset university and its structures, the
curriculum, outcomes and the teaching and learpingess as well as the assessment

tasks and strategies he or she uses..

For the participants in this study the authoritg énaditions of the university, or in
Noel’'s words their perception of “the way the umsaity does things”, to a greater or
lesser extent contributes to their understandintyaf task and responsibilities within
the institution. While external pressures are béirmyught to bear upon higher
educational institutions, the focus of the acadermichis study reflects an apparent
ambivalence in terms of a simultaneous commitmefRhodes University and its
traditional structures and a broader educationahdg represented by students as
seekers and beneficiaries of a higher educatioqedreence and employers as
recruiters of graduates. While outcomes play atpivole in how courses are being
structured, assessed and taught at Rhodes Unyweasiademic identities, to some
degree, continue to be shaped “by the values aaxdipes of the different knowledge
fields” (Barnett, Parry and Coate, 2001:436).
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7.3.1.1  The Significance of the University and itStructures

Universities are urged to...recognise their powergklwhemain considerable
even in these cash strapped days. For a starergities are essential to
present-day society and are concomitantly the ¢bjgfcaspiration on the part
of an increasing proportion of the population. Mawer, they contain
articulate and highly intelligent people who sholb&able to present
persuasive arguments in their own cause (Smith/égloister, 1997:7).

Smith and Webster (1997:99) observe that in theddriingdom the word
“university” readily evokes an image of changelgadition in which films such as
Chariots of FireandShadowlandglus an entire raft of novels support a vision of
ancient buildings and unworldly intellectuals sumded by students whose chief
interests are dining clubs, sport and old schesl tHowever, they point out that in

reality most universities are less than thirty geald (bid.).

The meaning of the term “university”, establishedess than nine hundred years
ago, is defined by the Oxford English Dictionarytlas “gathering of teachers and
students in pursuit of higher learning” (cited iauBnan, 1997:17). While much water
has flowed under the bridge during these nine ce#uthe above author argues that
“whatever is meant by learning in general and hidg&rning in particular, and
whatever is seen as worthy of learning, have samgih common, something
weighty enough to be a good reason to pursue étieg in one set of buildings under
the same authority and according to similar rules r@gulations”ipid.).

This may indeed be so. Smith and Webster (1997; I@&)ever, argue that there is a
good deal of evidence to suggest that the uniyeasitan institution is on the decline.
The reasons for this include: the shift towarasass education and training system
in conjunction with the emergence of alternativarses of knowledge such as the
internet and multimedia technologies which undegtire university’s monopolistic
position; the spread of distance learning whichrommes the limits of space imposed

on gaining a traditional university education; dénel emergence and success of
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alternative sites of research provision such amarate research and development
laboratories, research institutes as well as gonent agenciesée 2.3.1

How then, do the participants in this study unagerdtthe university? Do they see the
academy as representing the great traditions asmiied by Oxford and Cambridge
or do they see themselves as just one, among nmrauders of education who have
“mutely accepted” the application of market prinegpto education (McMurty,
1991:216 cited in Trowler, 1997:278)? My sensexamining the responses of
individuals in this study is that they do not neszeggy associate the call to respond to
social and economic pressures as beimppositionto the more traditional pressures
of the elitist institution. In recognising the pemof universities as institutions of
accreditation in contemporary societies (see Kud@9,7:29), the lecturers
acknowledge theiown accountability as educators within the institutiowards their

students and the broader society.

John, with an apparent sense of pride, stateswisg they were initially bnly a
delivery system” (my emphasis), they now have gitimate, accredited Rhodes
University qualification”. Offering a Rhodes qualation has validated and given
their course an increased standing within the anadeommunity, the phrase
“delivery system” with its utilitarian undertonasplying an inferior status to that of
their now “legitimate” qualification. He is, hower, conscious of the “strategic
nature of power relations within the university'daimat power can be insidious in the
traditional classroom where the teacher may betageted as “an authority figure
with a big stick”. “Portfolios” he observes, aneeoattempt to “even out the power
relations within the class” in that they allow p&o “participate at their own level”.

Noel, who reflects a high level of awareness reiggrthe “way the university does
things”, seems slightly hesitant as to whethersheillingly allying himself with the
traditions of the University or whether he relu¢kaconforms, for example, to a
system of examinationdécausef the way the university does things” (my

emphasis). Whatever his sentiment, the latteestant is an acknowledgement of the
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University’s authority and his sense of duty as@aurer to conform to its traditions.
At the same time he makes reference to his coneigrthe qualities that the student
“has when he walks across the stage at Graduatithat should he or she be able
to do?” he asks. These qualities, in contrashéaraditional view of the “unpractical
and unworldly” graduate (Scott, 1997:44) associat#ld a former era of “golden
ageism” of the traditional university (Morley, 20@87), include a vast array of
characteristics in relation to coping with the dedwof employment associated with

a post-industrial economy:

What does the student have when he walks acrostage at Graduation?
What should he or she be able to do? And | havesked a lot on what he or
she should be able to do. But it's also about fiowthink. And it's about
values and how you inculcate those values. Ittsabout knowledge but
about working with the knowledge. A characteristigrofessionalism is
knowing where to find things and how to use thefaaively. So, managing
that knowledge rather than just critiquing it. Appg and critiquing it
requires professionalism.

Morley (2003:106) points out that the exercisingpofver in organisations can be
overt and identifiable but also subtle, complex aadfusing. She (2003:53)
observes rather wryly that accountability, defimsd’a common sense term that over-
simplifies power relations”, appears to be a “tgp@enance that is now being paid
for former autonomy” (2003:53). While much of titerature dealing with
accountability is directed towards the respongibdi higher educational

practitioners texternalgroups including: government, employers, industrg a
commerce, communities, students and the profes@iiasilehurst, 1997:53), the
focal point for the participants in this study esfis an apparent ambivalence in terms
of a simultaneous commitment to Rhodes Universiy iés traditional structures on
the one hand, and a broader educational agendssesyted by their students as
seekers and beneficiaries of a higher educatioqedreence and employers as

recruiters of graduates on the other.

The patrticipants in the study identify the Universind its structures such as Faculty
and the Higher Degrees Committee as powerful; piulvier their “accreditation and
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gate-keeping roles”(John), powerful in their auttydito accept or reject student
proposals (Noel in relation to the Higher Degreesn@®ittee), and powerful in their
capacity to play a significant role in determinthg future of those who pass though
their gates (see especially John H. and Billy)llyRibserves that “students are
brought up in a mould that the lectuoevnsthe knowledge and is the power base”
(my emphasis). For this reason, he emphasisesspensibility as a lecturer to

“ensure that the student is informed”.

Accountability towards the university, for Johngludes the maintenance of certain
standards which, among other things, has involet¢iihg up a system of external
moderation. Noel, on the other hand, expressa®m@gssense of accountability
towards his students in terms of their need toivedeedback if they are going to
benefit optimally from the assessment processy Biblo, feels accountable towards
his students to “create an environment where theybeing their experience to the
learning situation” while his sense of being “pafre. body of university educators”
imbues him with a sense of his responsibility @saessional educator. Lynn, in
similar vein, acknowledges her professional dutyaias her students who she
perceives as “very intelligent and motivated”. cAantability towards her students
goes beyond providing a system of “delivery” toesmphasis on her perceived
responsibility towards “modelling” appropriate ¢bang skills and displaying “a

range of affective skills” including “honesty... s@ngty... and counselling skills”.

Martin Trow (1989 cited in Trowler, 1997: 302) ob&es in relation to the paradox
presented by a simultaneous and incompatible comenit to higher education
expansion versus a model of higher education fodiodeelitist principles, that
academics are caught in what he terms the “Roltbapj. While the implication of
the trap metaphor is clearly that of the powerlessrof those caught in it, Genishi
(1997:47) suggests that teachers who take on eeeentred approach not only take
on an additional workload but “take on authoritgl goower that have not traditionally
been theirs, thus inviting additional pressure thir professional lives” (Genishi,

1997:47). In letting go of their traditional ras “transmitters of knowledge”
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lecturers embrace a new form of educational acednilityy. Letting go of power, in a
paradoxical sense results in increased accourjataiwards learners who now
become active participants in the classroom siinatiohn accurately illustrates this

perspective:

What we are saying is that the teacher’s role tidetome different. Itis no
longer being a “transmitter of knowledge”. Itsdoming a facilitator. It's a
very different role. But now for hundreds of yetrs teachers have stood up
as an authority figure with a big stick. And people saying a learner
approach won’t work but our findings indicate othisse. Now our clients
really are the learners

| would argue that the participants in this studystark contrast to Trow’'s
entrapment view are energised and challenged btetisgons between a traditional,
elitist view of education in contrast to the chalies associated with the shift towards
a mass higher education and training system. Bar fepresenting themselves as
passive victims caught up in a system of presduegend their control, there is a
sense in which these lecturers have embraced #ileshe of a learner centred
approach, seeing it not as inconsistent with tiaadt principles but as a way of more

responsibly fulfilling their calling as educatotsRhodes University.

7.3.1.2  The Significance of the Curriculum, Outcomgand the Teaching and

Learning Process

Every educational practice implies a concept of auaeh the world (Freire,
1972 cited in Grundy, 1987:5)

“Curriculum”, observes Grundy (1987:5) “is oftenitten and spoken about in an
idealistic sense as if there is a perfect idea@fraculum of which all individual
curricula are more or less imperfect imitationdie&rgues, however, that curriculum
is not an abstract concept which has some existaumsgle and prior to human
experience, but a cultural construction or wayrgiamising a set of human
educational practicesb{d.). Drawing on the theory of knowledge-constitutive

interests proposed by German philosopher, Jiurgéetdss, Grundy (1987) provides
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a framework for making meaning of curriculum prees. This theory, which
proceeds from the premise that the basic oriemtatidhe human species is towards
pleasure and that fundamentally, what gives usspleais the creation of the
conditions which enable the species to reprodwsedf iidentifies three basic cognitive

interests: technical, practical and emancipatory.

The technical interest, grounded in the need ospexies to reproduce both itself and
those aspects of human society deemed to be mostwiole, is essentially an
interest in the control and manipulation of theissmwment (Grundy, 1987:29). When
a technical interest informs curriculum designyéhis a fundamental interest in
controlling the educational environment so thaeduacational product may result
which accords with certain pre-specified objecti@ibl.). Outcomes-led curricula,
with their emphasis on what the learner shouldldde to demonstrate at the end of a

programme, are seen to be dominated by a technteaést.

The basic orientation of the practical interesontrast, is towards understanding the
environment so that one is able to interact wiliGitundy 1987:12). Curriculum
content informed by the practical cognitive intér@guld encourage interpretation
and the exercising of judgment by the learner dsagehe teacher. Because the
emphasis in any selection of content will be on mregmaking and interpretation, it

is likely that content will lead to knowledge thaiholistically orientated and

integrated rather than fragmented knowledge.

An emancipatory interest, which identifies emantgawith both autonomy and
reflection, goes beyond situating the learning e®pee within the experience of the
learner, but recognises, through dialogue and regot, the problematic nature of
both the learner and the teacher. Referring tavit& of Freire, Grundy (1987:103)
speaks of “problem-posing” education which encoesagfudents and teachers
together to confront the real problems of theistce and relationships, the
supposition of critical pedagogy also being thaewktudents confront these issues
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they will soon be faced with their own oppressibre(re, 1972 cited in Grundy,
1987:103).

An emancipatory interest, considered largely incatitybe with a technical interest, is
compatible with a practical interest (Grundy, 19®j: The focus within a
curriculum dominated by a practical and emancipaitaierest would be on the
processby which the passage of knowledge within the etiocal system becomes
validated as formal knowledge, that which Young atiters (see especially Knight,
2001) call “curriculum as process” (Young, 197&diin Muller, 2000:9) in contrast

to a curriculum focused on achieving an educationétome oproduct.

There is an apparent tension evident in the expegief the participants within this
study in that, while on the one hand, they expeestsong sense of commitment to
outcomes-led curricula seen to be dominated bglanteal interest in the curriculum,
they areequallyand just as intensely committed to the processtefpretation and
meaning-making represented by a practical and eipetocy interest seen as largely

incompatible with a technical interest in the czutum (see Grundy, 1987:99).

This duality is particularly marked in the expederof Noel who attributes changes

in both his teaching and assessment practice®tseting of outcomes:

The OBE approach then is “What are the outcomes@'tiaat really
broadened my focus. And that led to changes iesassent. How does one
go about assessing in an appropriate way? Thetglofitcomes has led to a
different type of teaching.

While setting outcomes has forced him to ask trestion, “What are the outcomes?”
the evidence does not suggest that he has becasassaal witlproductat the
expense of what he considers to be sound teachargige. He asserts on frequent
occasions that he has become a nfacditative lecturer (my emphasis). In addition
to implementing a range of different teaching asskasment techniques, including,
self and peer assessment, simulated group exeregest writing and presentations,
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his attempt to get his students to “explore prolsterather than “solve puzzles” and
to affirm students rather than “to say that the@as are wrong”, barely coheres with
an instrumentalist approach focused exclusiveltherachievement of specific

outcomes:

And when students make a contribution | try ncddg that their ideas are
wrong but rather to work with what I've got. Besauhe student needs to
have the confidence to be able to make a contabwtnd then we can start
exploring ideas further. Not to embarrass theesttslbut to probe why other
ideas might be more appropriate. The idea of mpssylems rather than
simple puzzles. Engaging with the class; gettivegt to explore problems
rather than solve puzzles. If it were just abowdwledge then the assessment
would be right or wrong. But when | talk about bqgtion it is a messier kind
of thing.

This seemingly incompatible commitment to a culdoufocused both on a technical
as well asa practical cum emancipatory interest in the cutdm is also evident in
Billy’s interpretation of his practice. He statbat he doesn’t think he “would have
been interested in understanding the concept oicalum” if he hadn’t been forced
to “think carefully through what the student ideatm do at the end point of each
course” (my emphasis). Billy, who has come toisedathat a curriculum is “more
than a list of topics”, has expanded his practicetlude an emphasis on the
discoveryandinterpretationof knowledge aligned with a constructivist approszh
learning 6ee 2.3.1.4

Inside my lecture hall | summarise my notes rathan expand on them. And
| seek discussion topics. My challenge is to eragel debate and discussion.

| create an environment where they can bring tipee&nce to the learning
situation to improve their insight. It's a two-w#yng. My role is not to teach
in the traditional sense although lecturing hasle. My role is to create an
environment where we can both learn.

While Lynn also makes a strong case for the cetytrafl outcomes in her curriculum
planning, her classroom and assessment practiodsyaao means be described as

traditional or dominated by an interest in “the tohand manipulation of the
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educational environment” (Grundy, 1987:29). Makangtrong case for a high level
of motivation and intelligence among those doirng Rlostgraduate Diploma in Higher
Education, she points out that, because the outdonehis course are “complex”,
other aspects of her curriculum, including the ficof assessment” shouldflectthis

complexity (my emphasis):

| also think that what we are assessing is compléere is not a “right”
answer. It's not a simple skill or a simple sekonbwledge outcomes that we
are testing. Our outcomes are extremely comphed that requires us to
have a form of assessment that assesses thoseezapaptomes. | think it's
Knight who talks of complex curricula and | do tkiour curriculum is
complex. It's not a simple thing.

Knight (2001: 372), who has aligned outcomes-ladicuia with a systemic approach
to curriculum planning which begins with specifyiggals proceeding to instruction
and assessment of student learning, claims thébfia curriculum planning”ibid.)
approaches exclude the possibility of space faatongy, innovation and flexibility
within the teaching and assessment process. Howeverms of what is being
communicated by Lynn, and indeed Billy and Noe#, sletting of outcomes does not
necessarilyquatewith curricula which have “dominant agendas offpenativity or
operationalism” (Barnett, 1997:32). The notioruafierpinning or embedded
knowledge, considered a standard feature of compgteased schemes (see Tarrant,
2000:79), would appear to be tacitly acknowledgethe setting of their outcomes,
implying that achieving outcomes is not simply ateraof “substituting a set of
behavioural performances for further progress mceptual schemes which would

permit a more comprehensive and subtle view ofxbd” (Tarrant, 2000:80).

Arguing for a process approach to the curriculumighkt (2001:375) suggests that,
rather than pre-specifying what is to be achieweg, should concentrate on the
description of the “processes which might leachgorts of outcomes that are
wanted”. While specifying processes might indeedrbitful, the evidence in this
study at no point suggests that the pre-specifinaif outcomes precludes the need

for “orchestrating good learning processabid.) in the classroom. The setting of
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outcomes can by no means be seergtmtewith good teaching and learning.
However, the process of setting outcomes does seéave had a catalytic effect on
the participants’ teaching which in the words ofelNis “different ...characterised by

a lot more facilitation”.

While Grundy (1987:33) reflects that key words used curriculum dominated by a
technical interest is that of objectives or outcentkere is little evidence to suggest
that in adopting an outcomes based approach thieipants in this study have done
so at theexpensef the teaching and learning process. On therapntsetting
outcomes seems to have encouraged a greater fes@hmitment in terms of giving
students an opportunity to engage in diverse dassrand assessment practices
including problem solving and simulated exerciggesentations and portfolios, all of

which Lynn describes as giving “huge scope for iratmn and creativity”.

It is increasingly appreciated that an outcomegdapproach to curriculum planning
where programme goals are decomposed into statsoelgarning outcomes, which
in turn are converted into criteria to describdedént levels of end-of-programme
achievement, should be balanced y@essapproach which concentrates on the
learning, teaching and assessment encounters itjlat iead to the sorts of outcomes
that are wanted (Knight, 2001: 375). While papiits in this study are undoubtedly
committed to the implementation of an outcomes tagproach, the evidence
suggests that the notion of curriculum gg@ductis not implemented at the expense
of “curriculum as process” (Young, 1976 cited inIMug 2000:9). On the contrary,
the setting of outcomes seem, in the words of E(01:291), “to have contributed
towards teachers becoming more aware of what #ehtand why they teach it”
(2001:291).

7.3.1.3  The Significance of the Assessment TaskslgBtrategies

Assessment in education can be thought of as aogushenever one person,
in some kind of interaction, direct or indirecttlvanother, is conscious of
obtaining and interpreting information about thkeestperson. To some extent
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or other it is an attempt tamowthe person. In this light assessmesat be
seen as a human encounter (Rowntree, 1987:4).

...for feedback to be effective it is best seen dmbbgue or conversation
between teachers and pupils. Thus, effective dassassessment is not a
one-way street, something “done to” pupils. Pulpdse to be actively
involved in the learning process; which means tieye to be actively
involved in the assessment process too (Lamberteres, 2000:141).

Arguing for a comprehensive and flexible view as@ssment, Genishi (1997:37)
asserts that the reason traditional measuremetigding standardised testing, has
been a persistent feature of the educational expezi is largely because it is seen as
objective, the assumption being that students @aat@ndardised test under virtually
the same conditions and that their responses aredst identical ways. Equitable
assessment, she claims, implies a different vieth@human being from that
associated with traditional approaches to tesfiings intersubjectiveview, consistent
with a constructivist framework (see Harris, 20Qfigsents the test taker as an active
thinker capable of “reading” people and situatioiéle teachers, too, are considered

active thinkers who play a major role in the precekreforming assessmeitigl.).

In the classroom, intersubjectivity is relevant anly to testing situations but also to
learning in general. In contrast to the traditiosaproach where there is no
relationship between the assessor and assessgikreavho embrace an
intersubjective perspective continually try to graghat is or is not in the mind of the
learner. Students, too, continually engage in ags® of figuring out “what the
teacher wants” especially when being assessed kiehD97:39). The teacher plays
multiple roles with respect to learners whose ligesentwined with the teacher. He
or she, unlike the objective assessor, lives irsttree educational space as the person
being observed and assessed and is not a passe/ebbut an active participant.
For many teachers, regardless of the age of tldestuthe individual’s needs come
consistently to the foreground and, therefore, ahje tests that compare an

individual to an abstract group norm have littleevance (Genishi, 1997:46).
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Assessment tasks, in keeping with Genishi's obsiervacannot be understood
without reference tbhowthe assessor and the learner interpret their useohted

out in the literature (see especialyt.g it is not only the choice of tasks but how we
use them and theurposedor which we usehem which is seen as crucial. While
John H. for example, makes use of “a large numbassessment techniques”, it is
his reasons for doing so that are particularlyifigant in terms of an intersubjective
view of assessment (see Genishi, 1997:37). “Ghgdsts of different ways of
assessing” he reflects, is done $tat the different students” (my emphasis).
Alternative practices are understood as beingéiwise” of individual learning rather
than the converse (s@et.5.

Lynn, too expresses similar reasons as to why stidnar colleagues have “chosen
the teaching portfolio as the main means of agsgssir students” which include a

concern for the “diversity of the participants” coleting their course:

| fail to see any other way that one could exantii® course except through
something as fluid as the portfolio because everigopractice is so open-
ended and because of the diversity of the parintgaln every respect we
have diversity: in terms of the amount of expererdisciplines they come
from and the kinds of teaching they do.

In keeping with Genishi’'s (1997) view, the partaips in this study “see not the
‘typical’ student but individual students with wiglevarying backgrounds and needs”
(Genishi, 1997:46). John, who makes explicit rfiee to the centrality of th@éeds
of the student”(my emphasis), expresses the cortantruiew that there should be
“some form of intrinsic motivation through assesatr@actice”. For John it would
seem crucial that that the studeniniserentlymotivated by the tasks which he or she
is expected to complete. John, moreover, pointséwalue of continuous
assessment as a means of “understanding wheregttmef is”.

John H., who uses practicals as an opportunitpbsérve, make notes and give
students both good and bad feedback”, stressesipfuetance of individual feedback

in the assessment process because “many studerit®ahy to come and talk to
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you”. Making a case for formative assessmentasatuable tool for the student”, he
states that, “...anything that goes back to the stisdghould be fully annotated”:

Sometimes they do it properly and it's enough toaotick at the end. If
something is incorrect, then you can correct gige them a hint as to where
they’ve gone wrong and which direction they shdake. “Do you consider a
certain thing to be a part of this group”? Andigedor the things that have
been put in. Things left out. Praise for goodkvor

Genishi (1987:39) notes that when teachers viewatsle of assessment as their own,
they often rely on observation of various kindsriake a determination. Classroom
observations by means of note-taking and anecdatatds are seen in contrast to the
objective observations of researchers. Observdiodohn H., is clearly seen as
crucial to the process of giving useful feedbackéhhance the learning potential of
the pupils” (Lambert and Lines, 2000:146):

But | also use the pracs in a summative way beddgsstudents are told at
the beginning of the prac that these are the @iteith regard to their final
mark and that | will bevatching them and making not@sy emphasis) about
what they do. | walk around the lab and give thathlgood and bad
feedback.

Teachers who embrace an intersubjective view @ssssent, often play multiple

roles with respect to the learners whose livesateined with the teachers (Genishi,
1997:30). In keeping with this perspective, theich of assessment approaches and
tasks are not only seen to support learners’ néedsindeed reflect something of

how the participants view themselves as educatisile Billy thought that his
particular emphasis was on teaching he has comealise that you “can’t separate it
from assessment”. It is the focus on outcomeslthatmade him aware that
assessment and teaching are “a pair” and you “baveé assessment without teaching
and you can't have teaching without assessmeritits orms”. Lynn, in similar

vein, states that “if you are thinking about asses# you have to think about the

teaching” and believes that “if you are preparedubso much into your assessment
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then you will understand the significance of itemms of the teaching and planning

and alignment”.

The direct link between outcomes and one’s choi@ssessment tasks is explicitly
noted by all of the participants supporting thewtbat “curriculum content,
organisation, learning and teaching strategies aasdssment arrangements should
dovetailwith one another” in a coherent curriculum (Knigk®01:370). Lynn points
out that their choice of the portfolio as theimpairy assessment strategy, in addition
to being influenced by the diversity of learnessdirectly influenced by the “complex
nature of the outcomes” for the Postgraduate DiplamHigher Education.

Moreover, she notes, “all the learning activitissagell as the assessment tasks which
students complete are designed with the purpoassifting participants tchieve

the outcomeset for the course”(my emphasis).

Noel, similarly, observes that his choice of assesd tasks is linked to the “need to
collect evidence that students are able to do Wiegtare supposed to do at the end of
the course” and is aware that the shift to OutcoBased Education with its focus on
what you want students to demonstratelad$o changes in how he goes about
assessing and teaching his students. While Jolerpiesses satisfaction that there is
a “direct alignment between the assessment anouttemes” for his course, Billy
believes he is responsible not only for providiegrhing opportunities but ensuring

that he is “assessing in a way thaapropriatefor those outcomes” (my emphasis).

Trowler and Knight (2000:31) note that the keyrtersubjectivity is communication.
Meaning, they observe, is “notoriously slipperydid.) and, even in apparently
unambiguous terms, turns out to be interpretedfiardnt ways. For this reason,
Rowntree (1987:132) observes, continuous assessneuld not only be an
opportunity for students to adjust their learning tor lecturers or teachers to
continually adjust their teaching and curriculdgamms of what the assessment results
reveal about possible gaps in their students’ lagrand understanding that need to
be addressedé¢e 2.4.7.2
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John H., clarifies the value of assessment irofiming” his curriculum while John
emphasises the teaching and assessment procedsvasaay” encounter in which
his students are invited to gitteemfeedback about whether they are happy with the

course and the assessment of the different modules:

The result of the assessment, if you are doingopégrly, will show you what

the student has understood. And if the studentleasly understood that
particular piece then that's fine. If your assesstipractices reveal that your
students are a bit shaky, then you've got to ré&-lmahat. So, yes, assessment
does have a profound effect on the curriculum.b&body not if you were
designing a new curriculum. After the first yeauywould make changes
based mostly on your assessment practices. Assassrauld be important

in informing the curriculum (John H.).

And we try to assess the different modules in a thay aligns with the
expectations. And we discuss this with the stuglafttthe time. We ask them
whether things are making sense to them and if éheyhappy with the
course. We are constantly revising the coursedbasdhe feedback that we
are constantly getting. We reflect as they refectvhat we need to do
(John).

As emphasised in the literaturse€ especially 2.4.4.4) basic principle of learning is
that “learners need feedback” (Cross, 1996:4 ¢itelhras, 2002:505). In the words
of Rowntree (1987:24) “feedback of knowledge olitesis the lifeblood of learning.
Having said or done something of significance,stuelent wants to know how it is
received”. Not only is “feedback the lifebloodle&rning” but in the words of John
H. (above), if done properly should have a sigatffiiceffect on the ongoing
development of the curriculum: “If your assessnpactices reveal that your
students are a bit shaky, then you’ve got to ré&-lmahat...assessment would be

important ininformingthe curriculum” (my emphasis).

In concluding this section it seems appropriateetarn to the view expressed by
Madaus, Raczek and Clark (1997:22) at the outseti®thesis that while new
assessment methods may point us in a more frdiitffection, “the idea that any
testing technique can reform our schools is thghteaf technological arrogance”.

While participants in this study “make use of jabbut all assessment methods”
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(John H.), it is the purposes and context in whingy are used, including: the need to
accommodate diversity and to meet individual studeeds; the need to provide
evidence that students have met the outcomesdouse or module; and the need to
give and receive feedback about the learning aachteg process, that are arguably

of equal significance to the choice of methods thelues.

7.3.2 Significant Others in the Working Environment

All of the participants in this study understandithrole, and indeed, their identities as
educators and assessors within the context of pinefessional relationships with

their students as well as their colleagues withertdisciplines and the broader
university community. Individual identity, Trowland Cooper (2002:225) argue, is
not fixed and singular but multiple, dynamic andypsional and therefore, needs to
be considered in relation to significant othersiderstanding themselves as
assessors, therefore, is intricately connecte@wothe individuals in the study view

others within the university context.

While one’s underlying beliefs and values may mwidfamentally change when one
takes up a professional identity within a Universihe positioning of teaching,
research and professional development within tigtitution as well as the
characteristics of the discipline and the operasiod flow of power within the
institution, will necessitate adjustments in thimkipractices and one’s sense of self to
be accommodated in a culture. As contexts chamgeisrelationships will alter; we
engage and suspend aspects of our identity andtakew aspects in different

contexts (Trowler and Cooper, 2002:226).

7.3.2.1 Perception of Students

Just recently that's become quite an importantghotor me. Not to become
too arrogant about what we achieve because wecarally dealing with very
intelligent people who wouldn’t be doing this jdlihey weren't very
motivated. We have to rememlveino we are dealing wittmy emphasis) and
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we have to be careful of arrogant claims of havangght them stuff. It's
about giving them a space to actually bring outtwhey already know (Lynn
—in relation to her students participating in Bastgraduate Certificate in
Higher Education).

The way in which lecturengerceivetheir students has significant implications for
understanding their own practice as educators ssesaors. Referring to the work
of Ausubel (1928), Trowler and Cooper (2002:290jnt out that it is what the
learnerknowsthat is the single most important factor influemgclearning;
ascertaining this and teaching him or her accoidiisgthe key to good educational
practice (Ausubel, 1968:36 cited in Trowler and &0 2002: 237).

Two broad approaches towards learning presenttekiliterature section of this
thesis (see especialy3.1.4) namely the behaviourist and the constructivist
perspective, view students in diametrically opposagls. Within a behaviourist
approach, the learner or student who is viewecdhasipe, reactive and open to
manipulation in order to change behaviour is se#ms intrinsically motivated or
able to construct meaning for him or herself (Har2000:13). The learner within a
constructivist approach by contrast, is viewedasealy constructing his or her own
meanings and understandings of the world throufigaten on these experiences.
As Bruner puts it, learners are “proactive, problementated, attentionally focused,

selective, constructional, directed to ends” (Brua®99:49 cited in Harris, 2000:20).

Theories of formative assessment, assuming thaésts are intrinsically motivated
and make use of their unique insights and expezgicthe classroom situatiosege
2.4.4.3, lend support to the constructivist view of ldagy which in turn views
lecturers as facilitators and counsellors whosaany role includes that of
empowering students in their learning. Billy ggbmmarises the notion, as viewed
from a constructivist perspective, lmbth student and teacher as active collaborators
in the teaching and learning situation:

The student comes with a lot of knowledge and egpee and | see myself as
having two roles. To give them the confidencernow that they have
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valuable knowledge and to create a learning enmeont in which they can
use their knowledge plus the criteria to integrate

John, who likewise observes how much his studdsriag” to the learning
environment and, concomitantly, how much he ancbileagues have learnt from
the research papers their students present, gipods the notion of teaching and

learning as a reciprocal process:

| think we’ve learnt an awful lot from the reseagdpers which we ask our
students to present. Initially we started ouhia traditional research
paradigm but that was totally inapplicable to dudsnts. So we shifted the
focus to something in their classroom based on they teach. And when
one focuses on how one teaches and not on resmaeatan suddenly relate to
the process. One knows what one is doing in cowisclassroom. And the
message to them was that nobody knows better bigan what happens in
their own classroom, school and in their villagend that gave them the
confidence to speak about what they were doing.

The word that comes to mind when reading the allesgeription is that of
“empowerment” defined as “the giving of power othaarity; enabling or permitting”
(New Collins Dictionary, 1997:324) and implying dghtion, enablement, entitlement
and sanctionilgid.). Academics, observe Trowler and Cooper (2002;28 often

in positions of power in their everyday practicathvgtudents and while the operation
and flow of power are often invisible to participguntil they are exposed in terms of
events which may uncover power relations by threéateto change them, the
autonomy of academic staff and their positioningeiiation to the curriculum usually
involves the operation and flow of power. We awminded that assessment
procedures which are fair and valid and involvelshis in a way that supports
learning, can do much to even out the power reiatigithin the classroom (see
especially2.4.4.4and2.4.4.5).

In constructivist classrooms, Marlowe and Page 81%%) observe, teachers see
themselves, describe themselves and act as callalberteam leaders and guides
not as information dispensers, bosses or disciding. Constructivist teachers ask

rather than tell, model rather than explain anthis way contribute towards evening
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out the power relations within the classroom. Lyma John, both involved in
teacher education, stress the importance of modedlppropriate teaching practices

becauseéheir “content is about teaching”:

I’'m aware of always trying to model things. Beaawasir content is about
teaching, another aspect of alignment for us iacfeing what we preach”

(Lynn).

| think | project what | want to see taking pladedon’t just project it. |
model it and do it and | want other people to da the same way. So they
get a feeling of how it should be done. I'm notiegyit's the only way it
should be done but they can see what comes outJufhin).

Genishi (1997:45) argues that the conception otéheher as an active facilitator and
counsellor, challenging traditional, modernist asgtions of teacher-as-complier and
“follower-of-other-people’s-rules”, is part of a gtonodern activity movement in

which educators see not the “typical student bditvidual students with widely

varying backgrounds and need#jiq.). Teachers who take on this challenge, she
observes, not only add to their workload in muétiplays including assessing students
with such time-consuming means as careful obsenvatnd portfolios, the giving of
detailed feedback and being available for individuasultation, but take on

authority and power that have not traditionallybéeeirs, inviting additional

pressure into their professional lives (Genish@7:87).

John H., who defines a good teacher as “a persanedks after his students”,
explains that he has an “open door policy...so (sttgJecan come and see me
anytimeabout academic matters” (my emphasis). Concezdadators, who place a
high value on individuals, need not only to be klde for their students to talk to
them but need to possess a high level of integritiieir interactions with their

students. Itis Lynn who perhaps most accuratgyasents this viewpoint:

Integrity is very important. We need to have arsrlevel of integrity. We
deal with sensitive issues, people’s lives. Wedaaing with people’s
perceptions of themselves. There’s a lot arouadihd of values we need to
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develop and display to the people we deal wither&ls a kind of honesty but
also sensitivity...we need to draw on a range ofcéiffe skills...counselling.

| think being able to counsel people in a consiveaivay is quite a big part of
what we have to do. To be critical, yet sensitovéhem. It's quite tricky
what we have to do.

Diversity, argue Smith and Lin Goodwin (1997:1149sld be taken as a “given” in
any educational environment. As educators we rmsisbuch as possible try to be
aware of how our classrooms and curricula situateme structured so that there are
many different points of entry and opportunitieséquitable participation for
different studentsil§id.). John, in relation to the differing needs antlités of
individuals, makes a case for allowing them toipgrate “at their own level” through
the writing of portfolios and journals which givearners an opportunity to

communicate personally:

But | think what | like about (journal writing) ihat the kids are writing about
their firsthand experience. “I've done this, | knbow | did it; this is what |
experience if | work through things”. They are coonicating personally and
the teacher responds personally. Then you gdfaaett sort of rapport. So,
it's quite good the way we have implemented theéfplios and we are thrilled
with the manner in which the teachers have takemtbn.

Genishi (1997:47) argues that educators who prodhat their less traditional ways
of teaching and assessing learners are valid,raterpressure to prove this point. As
pointed out ¢ee 7.3.1.83 the participants in this study make a strong dasthe

value of reflective practice. The role of criticaflection about one’s assessment
practices as a catalyst for improved teachingashgps, most thoughtfully,

summarised up by Noel who states:

So, by critical reflection, continually changingdagrowing, innovating, one
acts with professionalism. And assessment means tieed to change my
teaching practice to get them to that point whieey will be able to produce
what is required. And that’s to do with teaching.

Classrooms, in the words of Genishi (1997:46) deally places where teachers and

learners work to interpret situations in similarysathey work towards
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intersubjectivity and shared meanings. For thesoa a system of assessment should
provide opportunities for students to demonstratatvthey know and are able to do
in a variety of ways and all of these forms of evide should be consistent with

teaching that fosters meaningful learning (Darlimmond and Falk, 1997:56).

7.3.2.2 Perception of Colleagues

Walker (2002:11) makes a case for a process adlmmlation between colleagues in
an attempt to construct a new professionalismanhiag. Acknowledging that
collaborative spaces are always risky and emotipsaturated with feelings as well
as ideas and that their effects might not alwayad»ee would hope and wish, she
observes that working with many different voiced aerspectives in a framework of
mutual support, can contribute significantly towsaggnerating more responsible and
inclusive knowledge. Unlike dominant modes of wiexlige production in the
academy, which are competitive and adversarid@algotation is seen to be ethically
desirableipid.).

Collaboration, however, she cautionsp@ inherently liberatory (Walker, 2002:11);
much turns on the context and practices that gifaiin and there is no trajectory that
defines all collaborations. These spaces are digtadle and complex, yet therein
lies their richness and possibility. It is at twekward points that we gain insights
into each other and ourselves and generate thespad intersections which are
simultaneously uncomfortable, yet satisfying anadpictive. Indeed, she asserts,
friction keeps us open to the challenges posedit@wn thinking, rather than
dissipating them, even though the rasp of disagee¢and difference can be difficult
in practice pid.).

The experiences of the participants in this steayltto reinforce the view that
collaboration between colleagues, while “unprediltaand complex” (Walker
2002:11), can contribute significantly towardsrigeating more responsible and
inclusive knowledge”ibid.) This is particularly evident in the experienoégohn
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and Noel as they interact with their colleagueRG@MEP and in the Management
Department respectively. Billy, however, who seg¢mexperience a greater sense of
collegiality within the broader community of “unirggty educators” rather than with
his colleagues within the faculty, does not givecmattention to the issue of
collaboration, while both John H. and Lynn who makaimal explicit reference to
their relationships with their colleagues seemthenwhole, to see themselves as
having some common ground with those colleaguesfatmo part of their respective

disciplines.

Although John is not unaware of the differences ¢xest between the staff at
RUMEP he describes what he and his colleagues teeasmuch a team effort”. In
spite of any perceived differences, his relatiopshith his colleagues and their
relationships with one another, seem largely charsed by qualities such as

openness, dialogue and mutual respect for thegitrethat each individual brings:

And my career has been in Education rather thams/athough my
specialism, | suppose has been Maths Educationle\Bhuce’s career has
been in Maths, he is coming into Education. Serdls a meeting point. And
| think everybody brings strengths. No one canmemt on the classroom
like Thandi can. No matter what expertise | hah®’'s got something very
important, very vital to say. And it's very mucheam effort. And it needs to
be. We are very different but the general feeigtpat people like working
here. Now why do they like working here? | thitik because they enjoy the
success that they have with the teachers.

For John, being an effective educator implies ntba@ justtalking about his teaching
approach. He tries rather to “project” and modktiat he believes to be sound
educational practice. In addition to having moptiiéedback sessions” with his
colleagues where they “reflect on what we have dorewhere we go from now”, he
describes his attempts to initiate his colleagnesa constructivist approach through

a process of what he refers to as “immersion”:

It's difficult to know where one thing begins angbsher ends. It's been a
cycle. But let me tell you about Bruce who canmarfithe Maths Department.
two years ago. He is very strong cognitively amterms of how he thinks
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children learn maths. However, he has no expegi@neducation. So, how
did he acquire that? 1 like the word immersione @6t him immersed in
doing things the way we do it. For example | wodddsome geometry with
him and we would share ideas. Now | got theseestisdworking in a way
that they should work and with lots of dialoguendA would ask Bruce
whether he thinks we should interrupt these peopighether a student was
applying principles correctly. And so we would kavdialogue ourselves.
So he was getting into it, they were getting inf@and we were all getting into
it.

Noel’s relationship with his colleagues, corresfiogly, is characterised by
“dialogue” and “debate” and their perceived neeadtalk about” how each staff
member has evaluated his or her students’ worth®purpose of “clarifying
standards and marks”. He observes that “as ydogiia with your colleagues your
understanding of what is being required becomemeté These conversations,
however, he acknowledges, are not without themsi@ns” as he has found himself

“probing how lecturers come up with the marks” &ostudent’s piece of work:

And it's created tension because | find myself prghhow lecturers come up
with the marks they gave for a student. Havingdiseussion helps to educate
and inform assessors. Having the criteria haglanative function as well.
And continuing to dialogue is healthy. | suspéeitttwhen one is ignorant one
is more lenient. | think the kind of assessmealstan place...are generating
the kind of debate we need.

Billy, who has always “had a bit of a role dilemniz#cause he “wasn’t sure how he
fitted in”, describes how he, in contrast to whaiNd appear to be the case with John
and Noel, identifies himself with the “body of ueigity educators” rather than a

particular discipline or faculty:

| now see myself as trying to gain professiondustas an educator rather
than as a lecturer in a particular field. So | feal much more self-actualised
because I'm growing in my profession. And my pssfen is as an educator
not as a lecturer in a particular field. | feeftpef a body of university
educators rather than a particular faculty in whiblave a particular skill and
in which | have a particular task.
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Making a general distinction between what individuend what groups of individuals
do, Becher (1989:63) observes that the conceppekagroup has affinities with that
of anetwork What individuals do, otherwise termed their @pienal mode and what
their values, aspirations and loyalties are, winay be labelled their normative
mode, are interdependent in that significant chamg@ne will tend to be reflected in
changes in the other. The peer group, he obsempresents the academic
community in its normative mode where its predomir@ncern is with establishing

standards, assessing merit and evaluating repusationd.).

A useful analogy, in attempting to characterisevoeks in more detailed terms, is
that of a “social circle” (Becher, 1989: 66). Whthe attributions of a social circle
may vary, one phenomenon Becher notes in the tesyirftom virtually every
discipline, is the existence of an “inner” versus‘auter” circle {(bid). The outer
circle in many cases is quite large comprising ¢hoslleagues with whose names and
work one is more or less familiar, while the inogcle, usually surprisingly small,
represents much tighter bonds, singling out tholeagues with whom one has a
direct affinity and a closely shared interest. #ew commonly noted contrast in
network research is that between “open” and “clogedups. Closed groups tend to
be highly coherent groups which develop their owdl@sed and private worlds.
Those who are united in an attempt to contest teegiing ideologies tend to show a
high level of interaction and a more intense pattdrcommunication than those who
are engaged on central problems demanding acceydds of practice in areas in
which the appropriateness of the subject mattethodas and theories are not in
dispute (Becher, 1989:67).

In relation to Becher’s (1989:66-67) analysis, arnight conclude that John and Noel
have a strong sense of belonging to an “innerleicbaracterised by “a closely
shared interest’il§id.) in their disciplines or departments while Billyho does not
identify strongly with his pharmacy colleagues, véese themselves as “lecturers and
educators” rather than “teachers” (as he deschmaself), identifies more closely

with the “body of university educators”(the outércte?). Because of his differing
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ideological position one might argue that Billy lzasne to perceive himself as an
“outsider”within his own discipline where, from the perspective afritt, Parry and
Coate (2001:436), his main source of academic iiiyegrd an academic is seen,
theoretically to lie (se2.3.1.3. In relation to the issue of marginality and what it
means to be “inside” or “outside” a group, Jacal§8(7:62) suggests that “outside is
whatever and whoever feels outsiddgid.). Billy, it might be suggestedeelslike an

outsider within the confines of his own discipline.

While John H. makes scant reference to his pharroaldyagues, he does
acknowledge that “as pharmacists” (in contrastef@ample, to historians or
philosophers), they have in common that they “eaming people talo specific
things”. He observes, with some dismay, havirgrtteéome of his colleagues in the
department refer to their second year studenta asifich of useless people” that not
all staff treat their students “as human beingRather than attempting to collaborate
with his colleagues, it would seem that John Hpéslavhat Taylor (1999:96) refers to
as a “lone ranger” position channelling his enesgaher into becoming “a more

caring teacher” who has an “open door policy” t® $tudents.

There is a strong sense in which Lynn’s continugsl af the pronouns “we” and

“our” indicates a sense of joint responsibility the successful development and
facilitation of the Postgraduate Certificate in kigg Education. In terms of Becher’s
analogy of the social circles there is no sensehich she indicates that she is in any
way part of an elite “inner” or “closed” group (Bear, 1989: 66-67) but rather is
aware that she and her colleagues are “dealinghagtiily intelligent and motivated
people” among the staff who attend their course.

Morley (2003:107) suggests that collegiality, oftemsociated with a powerful
discourse of nostalgia, loss and golden ageismmiitte higher education literature,
often masks complex peer relations and the martipalpractices to which these can
give rise. While conflict is never desirable, Lekearns, “the most effective and

insidious use of power is to prevent conflict rgsin the first place (Lukes, 1974:23
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cited in Walker, 2002:12). Where colleagues makatsempt at critical collaboration
it will inevitably involve some conflict. As Noeéflects “(while) establishing that
students have been treated fairly...has createdi@ndiaving the discussion helps to
educate and inform assessors”. The corollary tengaging in collaborative
discussion is the risk of stagnation and a retamtiginterested individual enquiry at

expense of our professional development as edwscator

7.3.3 Perception of Self including Personal Values

Walker, referring to the work of Hall (1990 cited\iValker, 2002:9), points out that
identity is not fixed, absolute or pre-given buwtbrically specific and in the process
of change and transformation, always in procesgmentirely complete. We are
aware of the recognition of others and evaluatsalues accordingly so that identity
work is always relational, tied to the sense weehafvourselves as professionals and

the expectations others hold of us (Walker, 2002:9)

For this reason Taylor (1999:43) points out thehitties aresocialachievements and
a requirement of social life. They attain sigrafice over time as particular qualities
are linked with particular signs of identity andgia sense of belonging, a feeling of
personal significance and a sense of continuitycamerence to all that we do.
Successful identity work is, therefore, anxietyueidg — a different version of
boundary formation and maintenance. Furthermdsmtities provide the basis for
expectations in social interactions — we know wibaxpect from others and what or

who it is that we are expected to ii&d.).

The idea of identity as a “social achievement” ([08y1999:43) is particularly
evident in Billy who describes himself as alwaysihg “had a bit of a role dilemma
because | wasn't sure how I fitted in”. It is mgolvement in Outcomes Based
Education and a broader educational agenda whashmwoved him from “feeling he
was just another person in the Department” to ltpgiclearer sense of his role as a
teacher within the University. Billy, who hasnge to identify himself with a “body
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of professional educators rather than a partidalaulty”, describes how it is only in

the last year that he has come to recognise tl@s ro

It is only in the last year that I've recognised role as a professional and as a
teacher. And as a teacher | have a responsitolards the student. As a
professional you are committed to the outcomesu &fe@ accountable to the
outcomes. When you take on a student you expentil@ a reasonable
judgment that he or she will be able to completerymurse...the student
places a lot of trust in you because he or sheepars you to be a

professional.

Billy’s comment that “the student places a lotrofst in you because he or she
perceivesg/ou to be a professional” tends to support Watké002:9) perspective
that identity work is tied to the sense we havewfelves as professionals and the
expectations others hold of us. Billy’s role tseitefore, to some extent defined in

terms of how others and, in this instance, hisesttg] perceive him.

Noel, who attributes his professional developmera éeacher to a number of factors
including, “the shift to outcomes”, “the growth @xperience in delivering a course”
and his background in a “consulting and traininig’toexemplifies the notion of
identity as a “process” (Walker, 2002:9) in that Bxperiences have contributed to
his sense of “continuity and coherence” as he &esd the challenges of “being

exposed to something different” in his career abdis University:

After my Masters | was in a consulting and trainiotg and typically was
involved with facilitative skills training. So thaas my background and I'm
very comfortable with a small group context. Cognia Rhodes | was then
exposed to something different that | wasn’t cortaflole with, like large
classes. | don't see myself as a public speaker.

At another point Noel reflects on the idea of pssfenal growth as amngoing

process:

So, by critical reflection, continually changingdagrowing, innovating, one
acts with professionalism.
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John H., as in the case of Noel, attests to thtetiat he has undergone a “process of
change and transformation” (Walker, 2002:9) dutimg course of his career as a
lecturer and academic at Rhodes University. Elss of “personal significance”
(Taylor, 199:43), it would seem, has been incraggidrawn from his need to “look

after his students”:

The most important difference over many yearsas kihave become a more
caring teacher. And | think that's developed aberyears. | think I've
become much more responsible, first in terms oteaghing and being able
to say there is a bunch of kids out there and gotto look after them...And |
think that's my biggest change.

Lynn, who is cautious in terms of making “grandimis’ about her teaching, in
keeping with Walker’s (2002:9) observation thamntiy work is always relational,
linked to the sense we have of ourselves as piofeds and the expectations others
hold of us, defines her professional identity vienych in terms of her students who
she describes as “very intelligent people who wo'tilde doing this job if they
weren’t very intelligent and very motivated”. Shelieves, moreover, that any
professional person should have “a sound knowléage” and that “integrity is very

important since as educators they are “dealing patbple’s lives”.

John’s identity as an assessor is intrinsicallgdioshnot only to his being able to offer
a “legitimate, accredited Rhodes University quadifion” but to how he relates in his
day to day practice as an educator in his relatigsswith his students and with his
colleagues at RUMEP. Not only does he try to “pectij and “model” and “do” what
he believes to be sound educational practice, lagep a high value on what both his

colleagues and students “bring to the programme”.

Intrinsic to John’s understanding of professiomalis the notion of a “commitment to
service”. Making reference to the “moral aspectpaffessionalism, he advocates
that a professional person has a responsibilitdéoelop skills and abilities the

pursuit of social ends{my emphasis). | would suggest that it is théon that is at
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the core of John’s identity and what he descrilse$he success that they have with

teachers”:

But as a professional you have a commitment tasero, if you don’'t have
a commitment to service in some way then perhapsaye not a professional.
Service of others. And | quoted this at the forund aaid “RUMEP has a very
strong commitment to service because we see thateouce will impact on
the destiny of many learners which will affect easeand the workplace”. We
have teachers who have been there for pupils &pantthemselves. And
when they come to RUMEP they get a very strong agesfrom us that
service to the learners is fundamental. And woiknglied, education is
implied, commitment, interest, reading, studying .

Drawing on the notion ahdexes of seliTaylor (1999:40) defines an identity as “not
a meaning bua sign that evokes meaniimgthe form of a response aroused in the
person who interprets it” (Schwalbe and Mason Sdtr©996:115 cited in Taylor,
1999:40). These signs are necessarily public raitlaa personal properties and, in
this sense, identities are attributes used to cheniae a person rather than intrinsic
features of the persornindexes of seltlaims Taylor (1999:41) lend coherence and
continuity to academics’ practice. Within fragmagtuniversities a sense of
coherence and continuity is an important resowcemfhancing academics’ ability to
function.Indexes of théacademic’selftake us beyond the specifics of the academic
as a person — temperament, family and social lisémd so on — to a consideration of
the situated academic who shapes and is shaped by ler individual workplace.
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Chapter 8: Critical Review of the Research

Sightless, unless
The eyes reappear
As the perpetual star
Multifoliate rose
Of death’s twilight kingdom
The hope only
Of empty men
- T.S. Eliot (1925)

8.1 Outline of this Chapter

| begin and end this thesis by referring to T.$ot& “The Hollow Men” (1925), a
poem in which the author portrays the dilemma ofleara man caught in a state of
moral impotence in which he has lost his abilitg awll to act on his world — either
for good or bad. The human being, portrayed néviagent” but merely as
“hollow...stuffed”, is seen as trapped “between traion and the act”ilpid.).

Having abandoned his or her sense of self andudifigydo find meaning in his
existence, the “sightless” person, from the pogt'sspective, “having lost himself in
the anonymous mass” (Kruger, 1988:31) has becomelysed” in his or her

inability to act upon the world.

| commence this chapter by presenting a summattyeofmain ideas arising from this
study. An examination of the central findings aktresearch is used as a platform to
highlight what | consider to be the strengths, tations and associated challenges of
a phenomenological approach to human science asasvebme ethical
considerations of particular concern in this stuslyggestions for future research are
made. Making a case fohtimanisinghuman life ancdhumanisinghuman institutions
to become increasingly thoughtful and thus bettepared to act tactfully in
situations” (Van Manen, 1998:21), | argue for airetof focus to théived worldof
experience, thus empowering individuals “sightleskess ...the eyes reappear”
(Eliot, above), to produce “action sensitive knaidge” (Van Manen, 1998:21) based

on understanding.
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8.1.1 The Findings of this Study

My purpose in this study has been to gain a batiderstanding of what it means to
be an assessor in higher education, more espeuwidliyn the Rhodes University
context. As | gained clarity about the focus of stiydy, it became increasingly
apparent that phenomenology, with its emphasisosnihdividuals interpret their
world, offered a unique way of understanding thenneg assessors make of their

experience.

In a field where much of the literature seeks impbassessment merely though
increased efficiency, a phenomenological investigatbas given me a different
perspective, one which, in the words of Rowntré38{12) questions “the purpose of
assessment... its effects on the relationships betteseher and learner...attempting

to relate it to such concepts as truth, fairnesst,thumanity and social justice”.

The findings of this study highlight that in spgkechanges within and outside of the
academy, participants feel energised and challerggbdr than “trapped” in relation
to the paradox “presented by a simultaneous araimpatible commitment to higher
education expansion versus a model of higher eductiunded on elitist principles”
(Trowler, 1997:302). Furthermore, a commitmentuécomes-led curricula, judged
by some as instrumentalist, “subverting the edooatirole of the student to the
position of employee” (Tarrant, 2000:436), doesmetessarily imply that lecturers
have built their curricula exclusively on the nesigsto achieve certain results. It
would appear, on the contrary, that the settingubfomes has contributed towards a
more facilitative approach among lecturers, pravgdin turn “huge scope for
innovation and creativity” (Lynn) among students.

While the participants make use of a “large nundderssessment techniques” (John
H.), their views tend to suggest that the choicditdérent assessment approaches is
significant, not only in terms of providing evidenthat students have met the
outcomes for a course, but to accommodate indiVistuaents “with widely varying
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backgrounds and needs” (Genishi, 1997:162). Lexduneoreover, embrace a
contructivist view of learning in which studentg aiewed as actively constructing
their own meanings and understandings of the whrioligh reflection on these

experiences (Harris, 2000:13).

While collaboration between colleagues or peerkiwithe university is
acknowledged as “unpredictable and complex” (Walk602:11), the testimony of
the participants tends to support the view thdabolkration can contribute
significantly to the professional growth of thoskoninvolve themselves in a process
of dialectical reflection. Moreover, individuals2isse of academic identity “always in
process, never entirely complete” (Walker, 2002®)nificantly shaped by the
workplace, is seen to give a sense of continuity@herence as educators function

within “fragmenting universities” (Taylor, 1999:41)

The essence of how these educators understanddivemss assessors at Rhodes
University is perhaps best encapsulated by whalinig called a sense of agency or
initiative in spite of pressure from within and kout the institution. While
participants make use of a variety of assessmeiegtes, they are conscious that
assessment cannot be viewed in isolation from @bpects of their teaching and the
curriculum. Rather than allowing pressures to décia terms of their practice, these
lecturers, with noticeable hard work, courage andgacity for reflective practice,
have embraced the challenges associated with githie storm” (Light and Cox,

2001:11) of change sweeping over higher education.

8.1.2 Methodological and Ethical Considerations

8.1.2.1 Methodological Considerations: Strengths,iinitations and
Challenges of this Study

In attempting to outline the methodological consitiens of adopting a

phenomenological approach, it seems apt to begmavieminder of what
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phenomenology does and does not claim to do foeithdées the strengths,
limitations and challenges of this study.

Phenomenology, the study of the lifeworld as we edrately experience it pre-
reflectively rather than as we conceptualise, aaisg or reflect on it, aims at gaining
a deeper understanding of the nature of our evgrggperiences (Van Manen,
1998:9). Rather than offering us the possibilityetiéctive theory with which we can
explain and/or control the world, phenomenologerdfus the possibility of plausible

insights that bring us into more direct contactwtite world.

Phenomenology doewmt claim to be an empirical analytic science basedatnal
facts and scientific generalisation (Van Manen,829). Nor does it claim to prove
hypotheses, while generalisations are seen asrminegais from developing
understandings that remain focused on the unigsesfdsuman experience.
Phenomenology, while not mere speculative enquithé sense of unworldly
reflection, does not, on the other hand, claimrabfem solve. Phenomenological
guestions areneaning questionshich ask for the meaning and significance of

certain phenomenab{d.).

Campbell observes (2004:5) that phenomenology offetys of understanding not
offered by other research methodologies. In contoathe scientific method it is both
poetic and interpretive. Phenomenology insistsestdption rather than explanation
and while the line between these remains thindthe to stay with description until
a holistic picture of the issue emerges is sedaratamental to gaining a deeper
understanding of the phenomenon under investigétian der Mescht, 2004:3).
Embracing the notion of bracketing, phenomenoldgesearch works against the

tendency to make early judgment calls based oropsived notionsilgid.).

The focus on description without premature judgmmentained a constant challenge
for me throughout this study. While authors sucNake, King and Halling
(1989:11) suggest that the researcher lay outrtigioassumptions before conducting
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the interview, I, perhaps naively, consideredamarenes of the need to “disengage
from all past theories or knowledge about the pherwn” (Giorgi, 1994:206), an
adequate precaution against my own biases. Whileangciousness of the need to
bracket assumptions may have proved sufficierttiénnterview phase, it was while
transforming the meaning units and more specifoatiting the first of the Specific
Descriptions Chapter 4) that | was forced, applying the “rule of horizaligation”
(Spinelli, 1989:18), t@nsuremy assumptions haddeedbeen bracketed. In allowing
the descriptions to unfold as closely as possiblbé original transcriptions, retaining
the exact words of participants wherever possibte@oceeding with “the solid
conviction that what is logically inexplicable mbg existentially real and valid”
(Colaizzi, 1978, in Stones, 1988:154), | allowed tthings themselves” to speak.

A good phenomenological description, observes Vaméh (1998:27), is an adequate
elucidation of some aspect of the lifeworld. Impotty, itresonatesvith our sense of
lived life. Referring to a lecture by Buytendijka Manen (1998:27) describes how
this author referred to the “phenomenological nasl’a way of indicating that a good
phenomenological description is something that arerwod to, recognising it as an
experience that we have had or could have had. @bedomenological description,
furthermore, is collected by lived experience agabtlects lived experience — is
validated by lived experience and it validatesdiexperienceilfid.).

It was with this idea in mind that | returned theaning units, transformed meaning
units and situated descriptions to the participamishout the usual recourse to
triangulation techniques considered standard prgeeith other forms of qualitative
research, | wanted participants to give my work“gfleenomenological nod” of
recognition (Buytendijk in van Manen, 1998:27). teybeen forced to rework the
transformed meaning units at an earlier stage istwhhad initially incorrectly
focused on trying to describe “objective” truthtla¢ expense of th@meaningof the
experiences for individuals, | was aware that ata@l significance was whether these
descriptiongesonatedvith how the participantsnderstoodheir experiences (see

3.4). While journalistic, biographic or other typesvafiting might succeed at
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conceptual clarification or theoretical explicatimihmeaning, the chief means of
determining the validity of phenomenological dgston should be in its ability to
capture something of the holistic or affective gyadf that which is being

communicated.

While returning transcripts proved useful in chginfy significant details, particularly
in one instance, | considered it equally importénoim an ethical perspective that my
participants should have an opportunity to readugh material which would become
public property upon publication of my thesis (8ek2.3. Van Manen (1998:27)
observes that, because the meaning of lived experis “hidden or veiled” (Van
Manen, 1998:27), our role as phenomenologistéisugh a process of “reflection
and imaginative variation” (Polkinghorne, 1989:56)portray that meaning as
understoody the person. An adequate meaning transformationld not simply be
an idiosyncratic process in which the results amgque to the particular researcher,
but one that is publicly verifiable in that it cha worked “backwards from the

transformed expression to the original naive exgioes (Polkinghorne, 1989:56).

It has been argued that research needs to do hemeffer understanding about
human experience (Campbell, 2004:5). Individualskimg from an emancipatory
view of the role of research, express dissatigfadthat phenomenology does not go
beyond interpretation to empowering research ppatitts to confront their own
oppression. Moreover, it has been observed thatqrhenology, in seeking to restore
the active, creative individuality of the human jgab by illuminating the intentional
meaning of the subject in detailed, descriptivalitgtive accounts places insufficient
emphasis on elucidating the concreteialcharacter of psychological activity
(Ratner undated cited in Van der Mescht, 2004:16).

In addressing these criticisms, Van der Mescht428) asserts that omeed not
abandon or ignore context. Indeed, in recognidiag) the phenomenological
researcher’s access to participants’ reality isugh theirinterpreted worldit is

difficult to ignore the context in which individugafind themselves. Certainly, in
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terms of this study, the findings depend on anietpinderstanding both by
researcher and the participants of the indissolomection between the participants
and their interpretation of the lived world of tbeaiversity in which they find

themselves.

It is significant at this point in my discussionriger to a distinction made in the
Methodology Chapter (s€22) between Husserlian or classical phenomenologly wit
its focus on “the phenomenon as it becomes visiétlis, 2004:4) and empathetic
or interpretative phenomenology in which the megsiand significances given to an
experience by those experiencing it (8¢®, what Schweitzer (2002) describes as
“what it's like for them” types of study, is emplsed (Schweitzer cited in Van der
Mescht, 2004:1). While researchers in Husserliaanpmenology, having discovered
the essence of an experience, make claims whicabs@ute and universally true,
interpretative researchers are aware that tharesuclaims which arise from the
meaning others make of objects or experiencesneaer be true for more than a
given situation. Overlooking this essentially constivist element with its significant
implications for research participants’ embeddedmegultural, political and
historical contexts, may result in disembodied dedontextualised abstractions
rather than contextually rich findingibid.).

Van Manen (1998:20) observes that phenomenologsaarch and writing is a
project in which the normal scientific requiremeaotsstandards of objectivity and
subjectivity need to beeconceivedin being objective the researcher becomes a
guardian or defender of the true nature of the plm@mon being investigated.
Subjectivity, on the other hand, means being peéinezpnsightful and discerning in
order to show or disclose the phenomenon in itgitthness or in its greatest depth; it
means that we are strong in our orientation tathject in a unique and personal way
— while avoiding the danger of becoming arbitraslf indulgent or being captivated
and carried away by our unreflective perceptiobisl ().
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While in the process of conducting this researehnehvere lapses into my own “self
indulgent perceptions” (Van Manen, 1998:21), thisdency was balanced by the
intense rigour required by a method which insistslescription at all costs. The
application of principles, including: imaginativanation (Polkinghorne, 1989:55),
argued as serving a similar purpose in the phenologital method as that which
triangulation does in other types of qualitativee&ch (Giorgi, 1994:215); the “rule
of horizontalisation” (Spinelli, 1989: 18); and tbentinued (almost excruciating)
reference to the exact words of the participards,dcted as a “check” against my

own natural tendency towards unreflective subjégtiv

8.1.2.2 Ethical Considerations

The pedagogically orientated human science reseangdeds to be aware that his or
her research may have certain effects on the paatits as well as the institution in
which the research is conducted (Van Manen, 1983).1n addition to experiencing
discomfort, anxiety and self-doubt, participants/rfeel emotions such as hope
increased awareness and moral stimulation. In-dephviews such as those used in
this study, moreover, have lingering effects onghigjects involved which may, on
the one hand, include a heightened sense of salieaass but if done badly will in all
likelihood lead instead to feelings of anger, d&gar intolerance. It is also highly
likely that phenomenological research, often a fofrdeep learning, will have a
transformative effect on the researcher in terntseajhtened perceptiveness,

increased thoughtfulness, tact and soiloial ).

Having completed this study | have become increggiaware of some possible risks
or vulnerabilities for those who participated imsthesearch. In a small community
such as Rhodes University, not especially notedtdarollegiality (see Morley,
2003:107), these individuals, electing not to useudonyms, have opened
themselves up to the scrutiny and critique of ttedamic community. My efforts to
return transformed meaning units along with the firsthyf Situated Structures

seemed to me as much an ethical as a methodologicatsity.
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Polkinghorne (1989:57) points out that a test ef\hlidity of a phenomenological
study is whether it is possible to go from the gahstructural description to the
situated descriptions and natural meaning unitsder to account for thepecific
contexts and connections in the examples of therexqqce. Indeed, the unique
contribution of a phenomenological study, is thécuses upon the individual's
unique interpretation of his or her world, whichuttbleave him or her feeling
exposed or vulnerable. Again, the very strength phenomenological approach lies
in its weakness. Indeed, if phenomenological re$etails toconnectwith the first-

hand experience of its participants, it becomescted from its own life.

8.1.3 Suggestions for Future Research

Van Heerden (200:263) points out that phenomenglidgg/any other research
method cannot claim to offer more than a particutaderstanding of the phenomenon
or subject under investigation. Phenomenologicsgaech, in contrast to an
ethnographical or sociological study, does not @iraxplicate meanings specific to
other cultures or to certain social groups. Norsdaigenomenology aim to illuminate
issues primarily in terms of their historical oypBological meanings or in terms of
an individual's personal life history. Phenomenatag human science, the study of
lived or existential meanings, attempts ratherascdibe and interpret those lived
meanings to a certain degree of depth and richness.

This study is no exception. The phenomenologicahowdescribed by Giorgi
(1985:6) as “the discipline that tries to discoaad account for the presence of
meanings in the stream of consciousness”, is pérfeituated to ask what he calls
“how” and “why” questionsibid.). In gaining a deeper understandindgow
assessors at Rhodes understand their practicettioig not only provides insights as
to whytheseindividuals feel challenged by a situation percdibgy many as a “site of
social anxiety” (Morley, 2003:5) but within an umgd&nding of science “in the
context ofdiscovery (Giorgi, 1985:14), provides a basis for a moralapth

ethnographical exploration of individuals’ classmopractices.
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The insights arising from this study would alsoyide preparatory work for further
investigating students’ experiences as learness.alua better understanding of
lecturers’ experiences may improve our assessmeaatige, so a better understanding
of how students experience themselves as thosg hesessed is very necessary if we
are to take seriously Genishi’'s (1997:36) obseovetinat assessment tasks cannot be
understood without reference to how the learnerpets their use. While this
research indicates that using many and varied iggbs of assessment has had a
positive effect on how lecturers view their curtaut would be fruitful to explore
whether and if so, in what ways, different assessgsieategies have empowered
students in their learning (s&e3.1.3)

Another suggestion for future research comes ouatyof§rowing awareness of the
value of a critical approach for educational reskeaCritical theory, with its emphasis
onrevealingthose factors which prevent groups and individéraish controlling or
influencing those decisions which crucially affdair lives (Gibson, 1986:5), goes
beyond interpretation to including an emancipatggnda. Acknowledging the sense
of frustration and powerlessness of those who realthat their personal destinies
are out of control, critical theory, with its quesiing and examination of all forms of
authority, domination and power (Gibson, 1986:1<)deally situated to illuminate
the negative effects of power relations within ghleir educational institution.

Since the purpose of this study was not explidgittgnded to be emancipatory, | was
initially surprised that, in spite of my making reference to power relations,
participants volunteered an understanding of ghctices as strongly influenced by
the, albeit insidious, operation and flow of powsthin the classroom and the
institution. The problem with an entirely “benevaieiew” of assessment with its
emphasis on individual cognitive deficiency, suggepps and Murphy (1994: 16), is
that testing can and does have negative effectsitidal dimension in which
constraints are viewed in relational and sociahtgrand in terms of the exercise of
power, would prove useful in enabling “ teacherssfitect ontheir practice their
children,their schools, in order téoster desired chan§€Gibson, 1986:17). While
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insights arising from a phenomenological study saskhis one do much to
illuminatethe central role of power, a critical study withemancipatory agenda
would be more actively committed towards transfdramaof the structures which

maintain the status quo.

My final suggestion for possible future researctrswn from my belief that the use
and value of the phenomenological method in edowcatiresearch itself needs to be
researched. As Van Manen (1998:162) aptly obseitvisshighly likely that
phenomenological research, often a form of deemileg, not only has a
transformative effect on the researcher but hasfgignt effects on the participants
who may experience a heightened sense of self-aesses a result of participating
in in-depth interviews (se®1.2.9. Research which explores these effects would be
valuable in terms of establishing whether partiotpahaving been given an
opportunity to express their views in this way, exence a heightened sense of self-
awareness or conversely are left with a feelintaager, disgust or intolerance”
(ibid.).

8.2 Epilogue

This investigation of how educators understand #edves as assessors at Rhodes
University is not disinterested. As a staff develogteeped not only in the discipline
of education but of psychology, convinced that“fieelings, emotions and humanity
of people play a central part in the educationataff development encounter”
(Webb, 1996:36), | bring to this study my experieas well as my own deeply felt
belief in understanding as the “basic conditiolb®ihg human” (Rogers, 1980 cited
in Webb, 1996:51).

While | accept that, for a number of reasons, atecléfe remains largely
individualistic and competitive (see especially Beg 1988: 91), the findings of this
research indicate that collaboration can contrisigaificantly to the professional

growth of those who involve themselves in a procdstialectical reflection. If, as
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Webb (1996:36) suggests, understanding peoplendafuental to staff development,
| would question whether there is not a place foas staff developers and indeed
assessors, in the spirit of phenomenology, to gaiaw appreciation of the value of
obtaining a holistic picture of individuals as thaterpret their world before making

judgments based on insufficient knowledge.

Phenomenology, having reaffirmed my belief in thédity of individual

interpretation, has given me an increased apprecitiiat as lecturers, and indeed, as
staff developers, we need to be aware, in the wafrtlgnn that we “are dealing with
people’slives’ (my emphasis). Perception, according to Merleant? (cited in

Kruger, 1988:100), is faith that there isvarld. It is this initiation which comprises
our involvement with the world and is prior to eyeeflective orientation. Since we

can only access participants’ “reality” by focusimgthe “dialogue” of individuals
within their contexts (Van der Mescht, 2004:2), pivenological human science is
uniquely placed to assist human beings in “the gge®f making judgments about

how to act rationally and morally” (Grundy, 198714
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APPENDIX — Meaning Units

A: JOHN - Meaning units

Al: To start with I'll give you the big
picture and then we could come back tg

John makes the distinction between th
big picture at RUMEP and what he doe

what | do because | think it will be useful He notes the significance of

for you to know what we are doing and
why we are doing those things at RUME

understanding what is being done as v
tRs why those things are done.

2S.

vell

A2: First of all, we are working with in-
service teachers on a contact distance
course. And the FDE (Further Diploma i
Education) programme is made up of fiv
distinct modules.

The staff at RUMEP are working with

in-service teachers on a contact/distan
ncourse which is made up of five disting
emodules.

ce

A3: And we have different strategies for
the assessment of each of the five
modules. It's not that one strategy covel
all. Because we believe that there shoul
be some summative and some formativ
assessment. And we know that the
University requires some summative
assessment for accreditation and gate-
keeping roles. The University likes to se
some formal assessment taking place. $
we've got that built in for some of the
modules. For the other modules we hayv
formative assessment operating; looking

at the improved quality of learning of the

student. As we are looking at the needs
the student there should be some form
intrinsic motivation through assessment
practice. And there should be some mex
of measuring the effectiveness of our

learning’s outcomes. So, this is a balan¢

The facilitators of the programme have
different strategies for the assessment
seach of the five modules because they
dbelieve there should be some summat
cand some formative assessment. Whil
the University requires some summatiy
assessment for accreditation purposes
John believes there should be some fq
eof intrinsic motivation for the students
sthrough how they are assessed.

e

A 4
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A4: The word | tend to use is "aligned".
we are teaching in a constructivist
framework, making use of the traditiona
examination is in contrast to this
approach. So what we are asking is how
can we make the assessment of the
Constructivist approach aligned with the
outcomes of curriculum 20057 So, what
we are trying to do is to devise methods
assessment that are aligned to our
expectations of the students using this
approach.

fJohn uses the term "aligned" to descril
a type of assessment which is
synchronised with a constructivist
framework. And the facilitators are

vtrying to design methods of assessmer
that are aligned to the expectations or
outcomes they have for their students.

of

he

A5: So, that is the overall picture. Now |
think it will be useful if | talk about our
five modules.

Having given the overall picture he fee
it will be useful to discuss each of the
five modules.

Is

A6: The first one is "Teaching
Mathematics". Now this module has
created a dilemma because it is strongly
mathematics based and our students ar
mostly primary school teachers. What
content should form the assessment?
Should it be a Grade 7 arithmetic paper
or should it be a Standard 10 paper?
Should it be a first year university maths
paper?

The first module, entitled "Teaching
Mathematics" which is mathematics
based, has created a dilemma in terms

ewhat content should form the assessm
and at what level this arithmetic paper
should be set.

5 of
ent

A7: And we decided that if we did that W
were falling back into a summative mod
which is not what we were trying to do if
this course.

€rhey decided that if they were to focus
eon the level of content they were falling
nback into the summative mode of
assessment and this was not what the
were trying to achieve on this course.

20

5



A8: And we decided that we would
measure the students as professionally
possible by setting professional
assessment tasks. Insight tasks, we cal
them. Now these insight tasks take a pi¢
of children's mathematics which is
sometimes done correctly and sometimg
incorrectly. We ask the teacher in this
examination to look at the task and
analyse what the child has done. If it ha
been done correctly what advice would
you give the child in order to refine this
process or perhaps complete it more
quickly or use an alternative method? If
it's been incorrectly done one would ask
the teacher to suggest a strategy to ass
the child in getting the task right.

Instead they decided to set profession;

These tasks take a piece of children's
mathematics which might be correctly
>gecorrectly done. The teacher must
analyse what the child has done and
eaidvise how the task could have been
done more efficiently or what strategy
the child should use to get the task
scorrect.

st

agssessment tasks called "insight tasks|'.

A9: So, it's very professional; it's based
on children's own mistakes. And we tak
those children's workings and ask them
look at them as a professional person.
They make a professional decision by
bringing their understanding of content &
to what must be done next. Now this is
very different from simply stating that th
is not right and therefore it must get a
cross. | don’'t understand what the child
doing because it doesn't fit within my
conceptual framework of how it should
done. And that is usually along the lines
the standard algorithm.

And the exercise is very professional ir
ethat it is based on real mistakes. And t
tteachers are asked to look at children’s
workings and make a professional

ag his is very different from stating that a
solution is incorrect because the teach

sdoesn't understand what the child is
doing.

is

De
of

decision as to what must be done next.

=
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er
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A10: This is very different from that and
highlights what we are trying to achieve
And that is to get teachers more
professional by looking at what children
say and do automatically. Because
children are striving to make sense of
mathematics and very often what they d
is very sensible but it doesn't fit in with t
traditional way of doing things
particularly the algorithms. So, getting
children to solve problems in their own
way requires a teacher who is prepared
look at what children are doing and
support, advance and, most important o
all, understand it. That is of greater valu
than simply giving them a test on some
aspect of mathematics.

e

itThis highlights what the programme is
trying to achieve: to train teachers to b
more professional by looking at what
children say and do. Helping children t
solve problems in their own way requir
a teacher who is prepared to support,

cadvance and, most importantly,

handerstand what children are doing. A
John reflects that this is of greater valy

than simply giving them a test on some

aspect of mathematics
to

f

(@)

es

e

All: So we have these insight tasks
graded for the Foundation phase teache
and some for the Intermediate or Seniof
phase teachers. And we do a lot of this
work throughout the year by contact ang
by distance and then, finally, their
examination is an insight test.

There are insight tasks graded for the
2rBoundation, Intermediate and Senior

phase teachers. This work is done

throughout the year as well as in their
| final examination.

A12: The response that we have had hg

sStudents are positive about insight tas

been very positive by the students becaubecause they do them all the time. The

it's something that they are doing all the
time. And they like the style; the
professional approach that brings in bot
the maths and how to teach it. They like
the linking between how to teach the
maths and Curriculum 2005. And they i
it most of all because it fits in with the
Constructivist approach.

appreciate the link between maths and
how to teach it, as well as its relations}

hto Curriculum 2005 and the
Constructivist approach.

ke

Yy

Np

A13: And there's a rationale for doing
this testing. So, this word alignment is
there and the expectation from the studg
is that they will become more and more
insightful at the way the learners are
performing. And the teachers themselve
are becoming more professional in
helping the learner make sense of what
going on.

There is a rationale for doing this testin
There is alignment and the teachers af
eiecoming more professional in helping
the learner make sense of what is
happening.
S

is

e
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Al4: The other word I like to use is
“balance” and the balance that we try to
achieve in these five modules is a variet
of different assessment tasks. In other
words, a balanced approach of the
assessment to match the type of activity
that's taking place.

John uses the word “balance” to refer {
the attempt to use a variety of different

yassessment tasks to match the type of
activity that is taking place.

(0]

A15: And perhaps | can illustrate that
with our next module which is called
“Mathematics Education”. Maths
Education emphasises the integrated
nature of theory and practice in
education. Something else | don't want t
lose sight of is the message that you se
to teachers via assessment. You can se
all sorts of messages about what the
course is striving to do by your choice o
assessment methods. And if your
assessment emphasises understanding
children's ways of solving problems the
teachers see this as important.

The next module, “Mathematics
Education”, emphasises the integrated
nature of theory and practice in
education. And John does not want to
lose sight of the important message th
oyou send to teachers via assessment.
nd your assessment methods emphasis|
nahderstanding children’s ways of solvir
problems then this is perceived as
f important.

Al6: And, likewise, we send a very clea
message by the way we assess the
“Mathematics Education” which focuses
on the relatedness between curriculum
and theory.

r And a clear message is sent by the wa
they assess “Mathematics Education”
which focuses on the relatedness
between curriculum and theory.

Al7: We put strong emphasis on the us
of a portfolio and the journal. Continuou
assessment as opposed to continual

assessment. And we make them start u

eAnd the staff at RUMEP place strong
semphasis on the use of the portfolio arn

journal. And these are seen as a form
pantinuous assessment.

portfolio in the contact sessions. They also

have to learn to write a journal. And the)
carry this through to the distance
component and we expect them to bring
their portfolios.
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A18: And | think there is another messa
about power relations here. Power
relations are strategic in institutions; wh
has the power to pass and fail. Now, if y
even out the power relations within the
class and within the University you get &
much fairer way of getting results becau
everyone can participate at their own
level. This is what the writing of portfolio
allows people to do.

gé@ohn points out that power relations ar
strategic in institutions and that the

pportfolio communicates a message in

dhat everyone can participate at their o
level. And he observes that this is a

1 much fairer way of getting results.
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A19: To such an extent now we have th
most super portfolios written in Grade 1
in mother tongue with the teacher
responding either in mother tongue or in
Xhosa.

eThere have been super portfolios from
Grade 1 pupils where the teacher and
pupil write and respond in mother tong
or in Xhosa.

A20: And we've had the RUMEP teache
attending workshops showing people w
the kids are writing. Now, they are writin
about maths. I think writing about maths
is as important as doing maths because
there is space for attitudes to be
expressed. | can quote an example. The
kids were doing fractions and you know
how all kids battle with fractions. And in
one instance we looked at a child's work
and we commented that she was doing
well at fractions. However, there was a
comment from the child: “I do these but
do not understand what | am doing and
do not like doing them”. Now you would
never know what that child was feeling (
thinking about if you had just taken the
simple results. It was that verbal comme
that led the teacher to go back and
reappraise what the child was doing an
give the child the opportunity to think
about and better understand what she W
doing. So that's the benefit of the
portfolio.

rdohn sees writing about maths as

gsignificance of attitudes. He gives an
example in which a comment by a pup|
assisted both the teacher and pupil to
better understand what the pupil was

> doing. And he points out that one woul
have never known what the child was
thinking or feeling if one had just

« considered results. It was the child’'s
comment which led the teacher to
reappraise what the child was doing ar

| give the child the opportunity to better

| understand what she was doing.
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A21: Of course, journal writing is a
difficult thing. There is not really an
embedded culture of reading and writing
among our students. There is a strong
oral tradition which comes through very
clearly in some other areas. But these

r
the difficulties. Nonetheless, | supposeai‘if

the teachers write and the children write

we are starting a communication and it's

a start to changing the culture. Got to
start somewhere. The younger you start
the better.

John acknowledges that journal writing
is difficult. Since there is not a culture ¢
) reading and writing among their studer
who mostly come from a strong oral
tradition, involving both the teachers a
¢he children in the process of writing
helps to build a culture of reading and
writing.
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A22: But | think what | like about it is thd
the kids are writing about the maths the
have done; their firsthand experience.
“I've done this, | know how | did it; this i
what | experience if | work through
things”. They are communicating
personally and the teacher responds
personally. Then you get a different sort
of rapport. So, it's quite good the way w
have implemented the portfolios and we
are thrilled with the manner in which the
teachers have taken them on.

tJohn appreciates that the children are
ywriting about their firsthand experience
of doing maths. A rapport is establishe
5 between the teacher and child because
they are communicating personally. An
he and his colleagues are delighted wi
the manner in which the teachers have
taken them on.
e
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A23: Another thing in connection with th
portfolio, which has changed the whole
nature of the course, is reflection. We a
starting to get them to reflect on reason;
why instead of merely telling what
happened. It's difficult to reflect on
reasons why it worked and what could
have improved it. That's a different thing
from describing. Nonetheless we have
reflection as an integral part of the
programme we have built in as a strateg
component for these students. After eve
day's teaching they are asked to talk as
groups and write as individuals in their
portfolios. They reflect on the day.

eReflection has become an integral part
the programme and they are starting tq
eget their students to reflect on reasons

5 why instead of merely telling what
happened. After every day’s teaching
teachers are asked to talk as a group &
write individually in their portfolios.
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A24: This module, Mathematics
Education, is assessed through the
portfolio then, summatively, for the
University. Rose gets a paper based on

the portfolio which they sit and write her
They bring the portfolio and use it in the

exam. We say the portfolio is important
and they've got to use it.

This module, Mathematics Education,

summatively for the university. The
students bring their portfolios to use in
ethe exam.

assessed through the portfolio and, the

S

A25: The third module is “Research and

Maths Education”. Now we believe that
teachers, and this has come up at SAQ
too, should become classroom

researchers. And we anticipated this ye

ago. You can't get teachers suddenly to

produce a paper without doing
preliminary writing. So we have a

programme of reflective writing which tie

in with the programme of portfolio
writing. Eventually they take a segment
their classroom practice and they write
this up systematically. And we organise
conference where they have to present
their papers to their colleagues and we
publish the proceedings. This is a real
achievement. And it's classroom based
research; not high powered but action
research. However, it is systematic and
the papers are written up in a properly

presentable manner. And they send draift
papers and each one of us takes on sor
and we send them back. Exactly the saf

as the refereeing process for a journal.

The third module, “Research and Math
Education” focuses on developing
Ateachers as classroom researchers. Tk
teachers begin with a programme of
areflective writing which ties in with thei
portfolio writing, after which they take &
segment of their classroom practice ar
write this up systematically. And the
»fRUMEP staff organise a conference
where teachers have to present their
opapers to their colleagues and the
proceedings are published.
a
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A26: Then there is Module 4 which is
called, “Curriculum Studies in
Mathematics”. As it is focused on the
design and management of workshops
get in an expert on Management becaus
what you need are enthusiastic change
agents. The teachers go back to their
school filled with enthusiasm for
Curriculum 2005 and Outcomes Based
Education in which they have become
quite competent, and teachers, principa
and heads of department as well as

officials feel threatened. So the teachers

have to know how to manage a change
process that is inclusive and not

confrontational and it gets everybody “o
board” for the betterment of the school.

Module 4, which is called “Curriculum
Studies in Mathematics”, focuses on th

WEhey bring in an expert on Manageme
séecause the teachers need to know ha
to manage a change process that is
inclusive and not confrontational.

S
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A27: Now you need a skilled person to geohn observes that one needs a skilleg

those sorts of ideas going through. And
this is why we get Clive Smith from the
Education Department for the
Management component. And he provid
all sort of ideas on how to run meetings
and how to approach people in such a

way that all staff involved with maths fee

included and the workshops run smooth
And how do you decide who should be
invited to these meetings.

person to approach people in such aw
that all staff involved with maths feel
included and the workshops run
lesmoothly.

ly.

A28: And Clive makes use of “authentic
assessment. As he can't actually go to t
situation he tries to simulate a situation
and gives them things to do. And he’s
tried to make the assessment relevant 3
realistic to the situation they find
themselves in.

" This lecturer for this module makes us
hef authentic assessment where he tries
simulate a situation which is relevant a
realistic.
ind
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A29: Now the fifth module is the
“Curriculum Studies in Mathematics I1”
which is the classroom and inset
implementation. Now that you've learnt
all these things on the course, how do v
implement it in your classroom and in
your school? You go out there and you’
got to find participants to run six
workshops in the school. And we sit in @
two of those but they write a workshop
evaluation report on all six. All that
you've learnt from this course about OB
how to run a workshop, how to be
inclusive, how to get action plans going
the school needs to be applied.

The fifth module, “Curriculum Studies i
Mathematics 11", focuses on
implementing what has been learned i
their classroom and school. Teachers
omust facilitate and critically evaluate si
workshops in which they apply all they
vdnave learned on site. RUMEP staff sit
on two of these.

n
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A30: These workshops are run by our k
teachers for the other staff. So they are
going back as staff developers. But, agé
authentic assessmest hands on. This is
the crux of it all. If they can’t implement
all these wonderful ideas that we've
talked about then the whole thing is
pointless.

e\ hese workshops are run by their key
teachers who are returning to their
1ischools as staff developers. And John
observes that if the teachers can’t
implement what they have learned the
the theory is pointless.

A31: So, this is the final component and
this takes place right throughout the
second year of the course. Tom receive
all the journals and responds to them. A
soon as they get a response they take t
response to what they’ve written and pu
into the portfolio. So there’s this
continuous interaction of contact and
distance.

This final component takes place
throughout the second year of the cou
SAs soon as the lecturer responds to wh
sthey have written in their journals it is
hencluded in their portfolios. There is

t dontinuous interaction.

Se.
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A32: And we call them “key teachers”
because they are catalysts for change.
They've got to bring about change in the
schools.

The RUMEP staff have named them
“key teachers” because they are seen
icatalysts for change in their schools.

as
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A33: And we try to assess the different
modules in a way that aligns to the

expectations. And we discuss this with {
students all the time. We ask them whet
things are making sense to them and if
they are happy with the course. We are
constantly revising the course based on
the feedback that we are constantly

getting. We reflect as they reflect on wh
we need to do. And each person is

responsible for a section and must ensu
that they look after it.

The RUMEP staff ask students whethe
they are happy and things are making

hexigether on what they need to do and
constantly revise the course in terms o
the feedback they are getting.

at

re

heense with the course. And they reflect

A34: If we are to measure the impact of
what we are doing we have to use valid
assessment methods. There’s no point
assessing the maths with some sort of t
that really doesn’t test their professiona
ability at all. And we have had to work
through this over a period of years. For
example we had to ask ourselves wheth
we were assessing in a way that was fa
to them. Because originally we simply s
a question on, for example, language of
assessment. Now we have revised that,
We've asked whether that is fair or
aligned: is it what we want them to do?
And the students say to me that |
constantly emphasise understanding an

The validity of assessment methods is
seen as crucial in measuring the
reffectiveness of what they do in their
eprogramme. And they have had to wor
through this over a period of years,
asking themselves whether they are
assessing in a way that is fair to their
estudents. And the students remind him
rthat if the course emphasises
etinderstanding then it is inconsistent to|
give them a question based on
memorisation.

d

then give them a question which is based
on memory and the “regurgitation” of
notes. That's not understanding.
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A35: | think we've learnt an awful lot
from the research papers which we ask
our students to present. Initially we
started out in the traditional research
paradigm but that was totally inapplicab
to our students. So, we shifted the focus
something in their classroom based on
how they teach. And when one focuses
how one teaches and not on research o
can suddenly relate to the process. One
knows what one is doing in one’s own
classroom. And the message to them w
that nobody knows better than them wh
happens in their classroom, school and
their village. And that gave them
confidence to speak about what they we
doing.

And John reflects that staff have learng

a lot from the research papers they as

students to present. Initially they askec

teachers to conduct their research in a
draditional paradigm but have shifted th
5 focus to how they teach. And the

message to teachers is that nobody
dmows better than them what happens
neneir own classroom and village
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A36: And it's important that they can
speak with authority about what they d
And reflection is difficult. And because
description is easy we started off asking
them to tell us what it is they did in their
classroom. We then asked them to
consider why they think that happened.
What would they do next time? How col
they improve? And what would be the
focus if they had to talk to the staff abou
this? So we’'ve had to keep working
towards this reflective component. And
reflection is difficult. It's difficult to
comment on oneself. But for many
competent teachers that has become ar
automatic process. But if you've never
been asked to comment about anything
but have just done what you've been tol
to do, it’s difficult. This is a big paradigm
shift. We're getting there but we’ve still
got a long way to go.

John believes that it is important that
oteachers can speak with authority abol
what they do. And he acknowledges th
to reflect is difficult and so they ask
teachers to begin by describing what
they do in their classrooms before
considering why they did those things

t
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iIldnd how they could improve upon them.
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A37: So from that point of view looking &
what we did changed our practice. Once
month we have feedback sessions whe
we reflect on what we have done and
where we go now. Now, for example,
Thandi’s farm school programme is
completely different from last year’s farn
school programme. And we've talked
about it. She’s come with the ideas and
we’ve brainstormed it. And she’s got a
new model which she’s negotiating with
the people out there. And the farm scho
are under threat. So we ask the teacher
what their position is and how they see
themselves. What do they think needs t
happen? And that’s a vital component o

constantly evaluating what we are doing.

We say that unless they implement, and
we go and see them in the classrooms,
we’ll go to another school that's more
committed than them.

atFrom that point of view, reflecting on

2 what they do has changed their practig

reAnd they have monthly feedback
sessions where they reflect on what th
have done and how they should proce
He gives an example of how through

ncritical discussion, they have develope
a new model in terms of the work they
do with farm schools. And the staff
member involved is consulting these
teachers involved.
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A38: And one of the outcomes is that
teachers are saying that they have noth
in their schools. How can they be
expected to implement when there is
nothing in the schools? So we've decide
to equip them with durable, bright,
storable and transportable materials tha
they can use. And | think that’s a fair
request. There is no point in having goo
ideas for which you need apparatus whé
there is nothing there. We provide them
with that material and we have a person
whose job it is to constantly devise
methods, approaches and handbooks o
how to approach particular topics.

A significant outcome is an awareness

schools. And John observes that there
no point in having good ideas for which
2d/our have no apparatus. And so RUME
has decided to equip them with
t materials.

d
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rnyat teachers have no apparatus in thei
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A39: While initially we were only a
delivery system now that we have a
legitimate accredited Rhodes University
course there have to be some standards
for each of the modules. And so we are
externally moderated by someone from
Cambridge who is interested in this
course. So, while on the one hand we a
doing these things, on the other we are
fallible and need to be evaluated.

As an accredited Rhodes University
course there have to be standards and
course is externally moderated by

5 someone from Cambridge University.
Staff are fallible and need to be
evaluated.

re

A40: Significantly, when they have to
teach something to others they sometim
teach it incorrectly or inappropriately. Sc
we come back and say she needs more
input in the area in which she is teachin
for example, geometry. How are we goi
to make the content relevant? When we
teach maths in the classroom we teach
in such a way that we are modelling wh
they will to do in their own classrooms.
We are not teaching and saying that the
should go and teach it in any way that
they like. This is the way you can do it.
Can this be done in your classroom? Ar
what are the difficulties of being able to
do this in the classroom. What changes
would you make? And we ask them to
write it up and reflect on it.

Significantly, RUMEP staff readjust the
egay they teach. They try to teach the
),mathematics in a way that models wha
the teachers can do in their own
gclassrooms.
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A41: So the nature of the maths course
has certainly changed over the years.

So the nature of the maths course has
changed over the years.
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A42: The big area in maths at the mome
is problem solving. And problem solving
means reading and understanding what
is all about. Now, problem solving is
difficult and you can’t do it unless you
actually solve problems. So, they’'ve got
solve problems all the time. And, again,
teachers say our children can’t do
problem solving. So we ask them to get
into a group and use any method they li
Some will translate it into Xhosa so they
get the gist of what's happening. They g

on and do it and they come up with their

own solutions. And one group will use o
strategy and another group will come ug
with another. And this influences what W
do on the course. We do lots of problem

solving. And this gives the message that

problem solving is important and this is
how we do it in the classroom. And they
ask whether they must generalise this
particular pattern, for example. And that
a huge mathematical step. And while
many of them can do it, others will
scaffold each other to get there. And
others won't do it at all.

2rANnd the big area in maths at present i

problem solving. And because it is
itifficult, they are required to solve
problems all the time. They are require
to getinto a group and use any metho
tthey like. And different groups use
different strategies. And while some c3g
do it, others will scaffold each other.
And others won’t do it at all.

S
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A43: And we say that we are taking you
one step further so that you can see wh
the mathematics is going. And they find
this exciting because it's stretching then
mathematically and not threatening then
because they work as a group and peof
can put in something. And nobody sits
there waiting for me to give them the
solution. While | refine and make
suggestions, | don't restrain them; |
accept anything that comes.

They find this exciting because it's
estretching them mathematically and ng
threatening them because they work a
ngroup. Nobody waits for solutions. The
nlecturer makes suggestions but does n
leestrain them.
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A44: Say, for example, you are in the
classroom, how do I, as the teacher, kn
you are coping? Now, I'm making an
assessment. Are you coping with this ar
at what level? By asking you to explain
what you've done | have an insight in to
how you are coping. By asking you a
guestion like what you would do if we
were to generalise, | am getting a good
insight into your level of understanding.

ovg and who isn't coping they are makin
an assessment. Observing and listenir
1do the solution strategies that learners

Is a form of assessment.

So, this is ongoing because we do so much

problem solving and we go round to eag
group and talk to them. So we know wh
coping and who is not. It's a form of
assessment. How? By observation and
listening to the solution strategy that
learners use.

h
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When staff make a judgement about tho
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A45: And this is what we are asking the
teachers to do. To listen to the kids in
their classroom. And it’s difficult for a
teacher to change roles. It is difficult to
move from teacher as “transmitter of
knowledge”; from a teacher centred to g
learner centred approach, where the
learner is important. And | think that
teachers are grappling with that. A
learner centred approach as advocated
Curriculum 2005. With knowledge come

power and it's very interesting that we are

operating here in a way that the Maths
Department could never think possible.
And it's power. We have the knowledge
you have to be good to get it from me a
to reproduce it in an examination. What
we are saying is that the teacher’s role
has to become different. It's no longer
being a “transmitter of knowledge”. It's
becoming a listener yet not standing ba
| like the term “facilitator”. It's a very
different role. But now for a hundred
years the teachers stood up as an
authority figure with a big stick. And
people are saying a learner centred
approach won't work but our findings
indicate otherwise. Now our clients reall
are the learners.

RUMEP staff are asking teachers to
become listeners or facilitators rather
than “transmitters of knowledge”; to
adopt a learner centred approach. Joh
reflects that with knowledge comes
power and teachers have to shift from
being the authority figure to becoming
facilitators of learning. And their
findings suggest that the shift has beer
isuccessful.

S

y

=)

219



A46: Continuous assessment is where \
do a variety of assessment practices in
order to understand where the learner is
Continual assessment is merely where
assess over and over again. For examp,
with a monthly test. It's a massive
conceptual shift. Along with learner
centeredness you've got continuous
assessment.

vdohn distinguishes between continuou
and continual assessment. While

5.continual assessment merely involves

yoapeated assessments, continuous

legssessment is aimed at understanding
where the learner is.

U)
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A4T: 1t's difficult for me to describe it
because I've been at it for a long time. |
difficult to know where one thing begins
and another ends. It's been a cycle. But
let me tell you about Bruce who came
from the Maths Department two years
ago. He is very strong cognitively and in
terms of how he thinks children learn
maths. However, he has no experience
education. So how did he acquire that?
like the word “immersion”. We got him
immersed in doing things the way we dd
it. For example | would do some geome
with him and we would share ideas. No
got these students working in a way thaj
they should work and with lots of
dialogue. And | would ask Bruce whethe
he thinks we should interrupt these peo
or whether a student was applying
principles correctly. And so we would
have a dialogue ourselves. So, he was
getting into it, they were getting into it,
and we were all getting into it. There wa
not Bruce and myself and them. There v
us talking about the maths. We were
becoming immersed. And after the sess
we would have a long discussion. Not
overt reflection - a lot of discussion. And
we couldn’t help talk about it because th
maths was so interesting. And we’re bof

interested in maths. Maths in interesting.

It was lovely to talk about it. And he
brought his perspective; his powerful
maths perspective and the whole
constructivist milieu was there. And at tk
end | would ask Bruce what he had gain
from this. Can we do it in our classroom
without ever using the word constructivi

[

) and the new staff member would talk
trgbout what had happened after a sess|
vdnd whether these ideas could be app
L in the classrooms.

John quotes an example illustrating hg
'$heir assessment practices with studen
impacted on their understanding of
themselves as professional educators
the programme. He uses the term
“immersion” to describe how they
initiated the new staff member doing
things in the constructivist way. In

| between themselves, they would discu
possible strategies with students. John
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imddition to discussing various solutions
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A48: So, he’s now picking up the whole
approach because he’s been immersed
it. And it's immersion in different sites, i
the schools. So, people begin to get a fq
And you only get a feel by constantly
being in it and doing it in a way that |
think it should be done.

And this staff member is assimilating tk
iapproach because he has been immer
1in it. And one only gets a feeling by
padonstantly doing things in an appropria

way.

ne
sed

221



A49: | think | project what | want to see
taking place. | don't just project it. |
model it and do it and | want other peop
to do it in the same way. So, they get a

feeling for how it should be done. I'm ng

saying it's the only way it should be don
but they can see what comes out of it.

John models and projects what he
believes to be an appropriate way of
ledeaching mathematics.

t
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A50: And Bruce says that it's such a
fantastic change to have thirty-five peop
all wanting to have their say; all wanting
to present. No pulling or tugging people
on mathematically. They are all there in
wanting to learn about maths. There is &
willingness. Now, why is there a
willingness? Because we are not trying
pump them full of mathematical ideas.
are letting them come to access the ma
in a way that they find sensible. Oral
guestioning, discursive, and there’s
someone there to refer to, to comment {

His colleague reflects that there is a
levillingness from everyone in the
classroom because staff are not trying
force mathematical ideas upon them.
They are, rather, letting them access
A maths in a way which they find sensibl
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A51: And my career has been in
Education rather than Maths although m
specialism, | suppose, has been Maths
Education. While Bruce’s career has be|
in Maths, he is coming into Education. S
there’s a meeting point. And | think
everybody brings strengths. No-one carn
comment on the classroom like Thandi
can. No matter what expertise | have,
she’s got something very important, ver
vital to say. Yes, staff must develop thei
strengths which they do. And it's very
much a team effort. And it needs to be.
are very different but the general feeling
is that people like working here. Now, w
do they like working here? | think it's
because they enjoy the success that the
have with the teachers.

And every staff member in the
yorogramme has something vital to
contribute. And it's very much a team
eaffort, each staff member bringing his ¢
ydher individual strength. And staff like
working here because they enjoy the
success that they have with the teache
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A52: I'm quoting Shulman. And Shulma
is quite a hero of mine. And he’s written
paper on what it is to be a professional
and | had to present at a forum in
Pretoria and | asked what it meant to be
professional. And Shulman uses two
things. Technical expertiseas a Maths
teacher you must know the Maths and h
to engage people in Mathematics. But a
professional you have a commitment to
service. So, if you don’'t have a
commitment to service in some way the
perhaps you are not a professional.
Service of others and | quoted this at th
forum and | said, “RUMEP has a very
strong commitment to service because
see that our service will impact on the
destiny of many learners which will affeq
careers and the workplace.” We have
teachers who have been there for the
pupils, apart from themselves. And whe
they come to RUMEP they get a very
strong message from us that the service

the learners is fundamental. And work is

implied, education is implied,
commitment, interest, reading, studying
upgrading their qualifications is all part
of it.

nJohn refers to Shulman who believes t
a professional person, in addition to
having technical expertise, must have
commitment to service. And RUMEP
has a strong commitment to service. A
learners are aware of this commitment
and are expected to work hard.
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A53: It is in schools where professionals
apply their practice and it is in the
crucible of the classroom that
professionals demonstrate their
understanding of theory and practice.
Apart from the technical component of
being professional there is also the mor
aspect that manifests itself in the form o
service. A professional person, teacher,
for example, develops specific skills ang
abilities in the pursuit of social ends. Pa
of the responsibility of being a
professional is that they should use thei

specialised skill i.e. mathematics, for the

benefit of others. Professionalism implie
a social dimension as well as a technicg
dimension. So that says it all.

5 The moral aspect of being professional
manifests itself in the form of service.
Part of the responsibility of being a
professional is that individuals should
use their specialised skill for the benef
of others. Professionalism implies a
akocial dimension as well as a technica
f dimension.
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B: BILLY - Meaning units

B1: In recent years | have made use of
range of assessment practices. If one V
to try and classify them there is the
traditional examination and
documentation where one looks at ess:
and multiple choice questions, short
guestions, more the traditional type of
things. | became frustrated with those
because they weren’'t showing me the
kind of competencies that | was looking
for and limited the opportunities for the
students to convey their underpinning
knowledge or competence in a specific
area — far too much emphasis on
memory. So, | then started exploring
other opportunities for assessment suc
as projects and debates...but those we
tasks or learning opportunities and |
continued to assess the course the old
fashioned way, through examinations.

vaange of assessment practices. These

Essessment practices. He became

dn recent years Billy has made use of a

include more traditional methods which
emphasise memory as well as alternati

frustrated because he felt the more
traditional practices limited the
opportunities for students to convey the
underpinning knowledge. He began
exploring other opportunities for
assessment such as projects or debate

re

B2: And then | linked up with ADC and
was introduced to the concept of the
portfolio and reflective practice. This pu
everything in perspective because all th
assignments that | had been giving my
students could now be integrated into tl
portfolio with assessment based on
specific outcomes | hadn’t considered t
be important before. | had a gut feel tha
those were important, for example, cou
they write a letter or give a debate or
could they see both sides of the story..
were they able to give a presentation in
public?

Ipublic.

Everything was put into perspective wh
he was introduced to the portfolio and
treflective practice. He realised that
alifferent assignments could be integrat
into the portfolio which assessed specif
neutcomes he hadn’t before considered
important. He sensed, for example, tha
pwas important for students to be able tq
\twrite a letter or give a presentation in

or
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B3: Now those are the sorts of things th
are not built into the so called
curriculum. But we know from SAQA ar
the NQF it's important to try and
integrate generic competencies into the
outcomes because they are competeng
which you are expected to assess. And
through the portfolio | was able to asse
and use those outcomes as a vehicle g
assess application of knowledge and
understanding.

akhese skills are not a formal part of the
curriculum. They are generic
\c¢ompetencies. Billy was able to use thg
outcomes as a vehicle to assess the
application of knowledge and
iemderstanding through the portfolio.

5S
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B4: The actual assessment practice is
getting them to write learning points an
| use a lot of self assessment or peer
assessment or, in the case of groups, |
one group to assess another and it's
written in terms of criteria which they ar
given in advance. And there’s always
reflection built in. Whether there’s an
observation or they are doing things or
whether it's looking at theory | try and
use reflective practice all the time.

There is a lot of self, peer and group

dassessment. Students are asked to wri
learning points and assess one anothe
askms of criteria. And Billy sees reflectig
as critical and he tries to build reflective

epractice into all that his students are
asked to do.
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B5: | use as many assessment practice
as | can find and when | find a new one
try and integrate it because assessmen
so integrated into the whole process of
learning. It's the formative side — you
become informed that you have learnec
only when assessment takes place. An
that’'s why there are different assessme
practices — because it may help a stude
to know he or she is informed. | am not
doing enough assessment to find out
whether the different methods are
working; one kind of runs on a gut feel
there.

sAnd he sees assessment as being
lintegrated into the learning process. Bil
tmsakes use of as many assessment
practices as he can find with the purpos
of helping a student to know that he or
i she is informed.
d
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B6: I've become aware of the need to
ensure that the student is informed. Thi
morning | had a student who came up t
me and noted that a test was scheduleg
He asked how the students were going
be assessed. And | told him that in his
manual there was an essay topic and
multiple choice questions as well as sh
guestions to test himself. | told him that
his test would come from those questio
that | wasn’t springing anything new on
him. He has the questions already. But
didn’t want to believe me. This is one o
the things one is up against; students a
brought up in a mould that the lecturer
owns the knowledge and is the power
base and the lecturer will decide.

ohe feels that students are led to believe
dthat the lecturer has the knowledge ang

DIt

f

Billy has become aware of the need to
sensure that the student is informed. An

tpower to make unilateral decisions abo
assessment.

ns;
he

re

B7: | must emphasise that | am going
through a major action learning cycle. |
a nice research environment one woulg
keep everything the same and change
variable and find out if that caused
improvement or change. I’'m not doing
that.

Billy emphasises that he is experiencin
nan action learning cycle. He cannot
isolate which variables have caused
pimeprovement.

B8: At a presentation about eighteen
months ago one overhead slide made &
impact which stated that one teaches
towards and assesses towards the
competency. Your competency is in the
middle and both are aligned. You can’t
have assessment without teaching and
you can't have teaching without
assessment in all its forms. They are a
pair and whenever you think teaching y
must think assessment. And, whenever
you think assessment you must think

And he has come to realise that teachir
rand assessment are integrally linked. It
not possible to have assessment witho
teaching or teaching without assessme
in all its forms.

19
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teaching.
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B9: And this has made me think about
curriculum... and I've gone through an
enormous learning curve on words and
theory. One needs to specify one’s
assumptions about student learning;
recognition of prior learning is vital and
you need to debate that with your
students. The students must be informe
about your assumptions about their
learning. Similarly, they must realise th;
you’re going to base whatever you do @
the assumption that they are competen
those areas. Then you have to specify
your outcomes. And your outcomes ha
got to be assessable. Before teaching ¢
has to say what is the end point and ho
am | going to assess? How will | know
that the student is competent? Assessn
comes before teaching because it's the
end point of the quality assurance
picture.

mihe link between teaching and
assessment has made him think about
other aspects of his curriculum. And he
developed enormously in terms of his
vocabulary and theoretical understandi
And he’s realised that students need to
informed about one’s assumptions of
2ghrior learning as well as one’s outcome
and assessment practices.

At
n
tin
e
ne
W

nent

'S

ng.
be

B10: Having decided on your outcomes
and how you are going to assess, you (¢
back to teaching. | am no longer the
“bearer of knowledge” and the student
the “empty vessel”. The student comes
with a lot of knowledge and experience
and | see myself as having two roles. T
give them the confidence to know that
they have valuable knowledge and to
create a learning environment in which
they can use their knowledge plus the
criteria to integrate and use it.

Once one has decided on outcomes an
yassessment, one goes back to teaching
The role of the teacher is to build stude
confidence and create a learning
environment where students can apply

ocriteria.

their knowledge in the context of relevant

d
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B11: An example can be drawn from th
fact that all students have been ill at so
time. | teach them about the problems
that patients have in responding to
illness. | don't need to teach them how
patients feel but they need to reflect on
So, | ask the students to keep a diary o
an illness event and | give them about $
or seven months in which to fall ill and t
keep this diary. When we reach the
appropriate point in the curriculum | giv
them the theoretical concepts about sic
role behaviour and ask them to reflect ¢
their own experiences and whether the
theory made sense.

2 An example of this is where Billy asks
nes students to keep a diary of an illnes
event. The aim is for them to reflect on

how patients feel so that at the
appropriate point in the curriculum they
itan reflect on the theoretical concepts
f relating to sick role behaviour in the ligh
5if their own experiences.
o]

e
k
N

[

it

B12: | create an environment where the
can bring the experience to the learning
situation to improve their insight. It's a
two-way thing. My role is not to teach in
the traditional sense although lecturing
has a role. My role is to create an
environment where we can both learn.

yHe understands his role not as teaching
) the traditional sense but of creating an
environment in which both the teacher

insight.

and students learn and can improve the

) in
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B13: Let's go back to other aspects of
curriculum design and assessment. In
terms of assessing the validity and
reliability of the methods | use, I'm not
sure that what I'm trying to measure is
actually being measured. | am hearteng
because the reflective writing shows th;
students have the kind of insight that |
hope they will gain. In most cases they
are informed and are able to apply thei
knowledge. But it remains subjective in
terms of whether they are competent.

Billy is uncertain as to the reliability and
validity of his teaching and assessment
methods. He is encouraged by student
reflective writing which shows the kind
of insight he hoped they would gain.
>d’ here remains a subjective element in
atletermining whether students are
competent.
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B14:1 have a problem in saying this ong
is 100% and this one is 80%in ranking
students. | would be much happier in
terms of “competent” versus “not yet
competent”. But in our current system \
have grades and I'm not sure when we
get round to saying grading is not the

critical thing. Strictly one should be able

to say “l can do it or | can't yet”. When
they can do it they can be proud of
themselves rather than feeling someon
can do it better because he/she got hig
marks. That’s not the objective of
learning, not if we are talking about
lifelong learning. In terms of lifelong
learning the focus is on improving
competencies.

e Billy has a problem with ranking

véndividuals.

174

her

students. He believes the focus of lifelg
learning must be on improving
competencies rather than comparing

ng

B15: Other aspects that | am concernec
about include group work as well as the
authenticity and the allocation of marks
between students. In any group you are
going to get students who work harder.
doesn’t necessarily justify higher marks
We are not looking at simple applicatiof
It's also testing the generic concept of
working in a group.

I He is also concerned about the
» authenticity and allocation of marks

2 is not simply about application but aboy

—

between students in groups. Group wo

lassessing the generic concept of worki
.in a group.
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B16: I'm satisfied that students going ot
are more informed and more committec
to the concepts that | am teaching than
they used to be. Because the change ir
teaching methods is informed by
assessment.

ItHe is satisfied that his students are bet
| informed and more committed than the

1 methods is informed by assessment.

used to be because his change in teacl
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B17: My latest experiment is saying to
the students that they are not coming tq
the lecture to get notes. | regard this as
waste of a lecture. So | have given all tl
students my notes in advance and told
them to read ahead. Throughout the ng
| have orientation exercises to get them
put the concepts into context. And man
of the situations are related to their
experiences in the university, school or
family environment. So, the concept of
reflective practice outside the lecture ha
is what | hope is occurring.

And he believes that the purpose of
) lectures is not to take notes. He gives t

nerientation exercises. He hopes that

té=cture hall.
to

y

Al

atudent notes in advance which include

reflective practice is occurring outside t

B18: Inside my lecture hall | summarise
my notes rather than expand on them.
And | seek discussion topics. My
challenge is to encourage debate and
discussion. | know how difficult it is to
talk in class. In my three years of
undergraduate study | didn’t ask a sing
guestion or comment. | wander up and
down the lecture halls. I'll fall and break
my neck I'm sure. But it's those kind of
things to get the discussion taking place
in the classroom. Rather than lecture
notes. I'm satisfied at the end of that
lecture that the student goes away with
good quality notes but will also have
learnt something.

Billy seeks to encourage debate and
discussion in lectures. He understands
how difficult it is for the student to talk i

classroom.
e

1%

class and will wander up and down in tl
lecture hall to facilitate discussion in the

ne

B19: Let me bring in a few other things
that have occurred to me. One of the
things is the concept of notional hours.
I've realised if | am assessing somethin
I've got to give students the chance to
develop their embedded or their
underpinning knowledge. You can’t
expect competence to arise without
knowledge. That knowledge must be
developed. I'm assuming that a lot will |
developed in reading my notes reinforc
by my summarising and my discussing
and applying some of the concepts. Bu
I’'m convinced we over-lecture.

Billy’s experience of designing

has focussed his attention on the need
gdentify the end point in a course and h
to assess it. If one is to make valid
predictions about student performance
one needs to revisit the competencies
students are expected to have and
ascertain whether these have been

beroperly assessed.

ed
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competencies for the Pharmacy Counc
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B20: Now, in terms of assessment how
can | expect the student to show evider
of competence if | am not giving the

students a chance to get to grips with th
material and to guide them formatively?
So, | need to rethink the curriculum and
ask how much I can expect the student
do on their own. How much must | do t¢
facilitate the student learning? Then, hg
am | going to help the students inform
themselves that they are on the path of
progress?

Il

D

Billy’s experience of designing
ammpetencies for the Pharmacy Counc
has focussed his attention on the need

nédentify the end point in a course and h

to assess it. If one is to make valid
predictions about student performance

sdoe needs to revisit the competencies
D students are expected to have and

vascertain whether these have been
properly assessed.

DW

B21: Perhaps one of the most importan
features as | get more into assessment
appreciating how little 1 know.

t Billy’s experience of designing
isompetencies for the Pharmacy Counc

has focussed his attention on the need
identify the end point in a course and h
to assess it. If one is to make valid
predictions about student performance
one needs to revisit the competencies
students are expected to have and
ascertain whether these have been
properly assessed.

DW
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B22: In terms of curriculum design, my
experience with the Council designing
competencies has focused my attention
the need to identify the end point and h
to assess it. | don't think | would have
been interested in understanding the
concept of curriculum if I hadn’t been
forced to think carefully through what th
student is expected to be able to do at |
end point of each course. If I'm offering
the next level course, what competenci
can | expect students to be able to
perform having done the preceding
course? And has it been properly
assessed? We've got to go back and a
what competencies we expected when
they came into second year and were t
properly assessed? Were they competse
or not yet competent? Rather than they|
got 60% and that’s used as a predictor
that they will get through the second

year. We've got to go back to outcomes

and the method of assessing those
outcomes in order to improve our
predictability to pass.

Billy’s experience of designing
competencies for the Pharmacy Counc
1 bas focussed his attention on the need
oidentify the end point in a course and h
to assess it. If one is to make valid
predictions about student performance
one needs to revisit the competencies
estudents are expected to have and
lheescertain whether these have been
properly assessed.
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B23: Until late last year | didn't really
know what a curriculum was. | had a
vague idea that it consisted of a syllabu
and that there needed to be things like
assessment criteria. | had seen lists of
topics and | thought, well, maybe that's
what it looks like. But it was only when
had to write a curriculum for Pharmacy
and move towards outcomes based

curricula that | started saying what does
a curriculum consist of? And a
curriculum isn’t a list of topics, although

It was only when Billy had to write a
Pharmacy Curriculum that he realised
ghat a curriculum is more than just a list
of topics.

U7

at some stage there is a list of topics.
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B24: Last week | went on a course on
assessment and I'm terrified of all the
things I've got to think through. There is
more to learn if I'm going to produce a
valid, reliable, current, sufficient
assessment tool to establish that the
student is competent in the outcomes ti
are designed.

Billy feels anxious because he is
conscious that he has much to learn if |
5 iS going to produce a valid assessment
tool to establish student competency.

nat
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B25: My experience is that it is a
perception by academics that because
they are experts in their own field they
are also expert educators. There is an
assumption that because | know the toy
| know the curriculum. And to get
academics to appreciate that they are n
experts is the biggest problem. | was at
Quality Assurance Committee Meeting
the other day and they were asking for
templates and | said to the chairman,
“This sounds like our students. They ag
what is the answer and we say go and
read about it and formulate your own
opinions”. But academics want a
template; they want something to just fi
in and its all taken care of.

His experience is that academics assur
that being experts in their own field
means they are also expert educators.
And for academics to appreciate their
vilack of educational expertise is a
problem.

ot
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B26: It might be misleading to say my
involvement in assessment alone has
formulated my understanding of myself
a professional educator. Certainly it has
played a major role. When | first joined
academia | had the impression that it w
my role as someone with the expertise
impart it to the students.

It would be misleading to say that Billy’s
involvement in assessment alone has
dermulated his understanding of himsel
5 as a professional educator. It has certa
played a major role. When he first
alectured he saw himself as someone w
tohe expertise to impart it to students.
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B27: My colleagues saw themselves as
lecturers and as researchers. If that wa
an equation, lecturer + researcher =
educator then they were quite happy to
called educators. Many of them prefer {
be regarded as researchers who lecture
Others regard themselves as lecturers
who sometimes do a bit of research. N¢
of them like the label “teacher”. They di
not see themselves as teaching becaus
that implied that they were spoon-
feeding. In my early stages when | start

handing out notes it was suggested that

perhaps | was spoon-feeding my stude
A few of my colleagues asked whether
students shouldn’t be going out and
looking for this stuff. | defended myself
saying that | didn’t want my students to
take down my points incorrectly. The bé¢
way of ensuring this was to hand them
out in advance. And it also saved time
because | didn’t have to wait while they
copied details down.

Many of Billy’s colleagues believe that
sbecause they lecture and do research t
makes them educators. They believe th
erm teaching implies “spoon-feeding”.
0
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B28: In terms of teaching, | would say |
always had a bit of a role dilemma
because | wasn’t sure how | fitted in. O
felt one needed to do more in the sensg¢
committing oneself to the student not ju
in an administrative role but in a
mentoring role. A mentor didn’t sound
like a lecturer and yet there seemed to
a role as a mentor. And | suppose it's
only in the last few years that the conce
of mentoring and assisting, being a
facilitator of learning, began to make
sense. | wasn't there to lecture. In fact
wasn't really an expert. My expertise w
limited because there was always more
up to date publications than | had. So tf
expertise was in the library. | had a
certain amount of expertise but | had to
guide my students into their learning
opportunities. | had to guide them into
things that were relevant to a short
course.

In terms of teaching Billy has always hg
a role dilemma because he felt he need
N do more in terms of committing
> lmimself to the student in a mentoring ro
sDnly in the last few years has the conct
of being a facilitator of learning begun t
make sense.
be
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B29: It is only in the last year that I've
recognised my role as a professional ol
as a teacher. And as a teacher | have 3
professional responsibility towards the
student. As a professional you are
committed to the outcomes. You are
accountable to the outcomes. When yo
take on a student you expect to make 3
reasonable judgement that he or she w
be able to complete your course. You a8
responsible to provide them with learnir
opportunities and are given the authorit
to choose those learning opportunities.
The student places a lot of trust in you
because he or she perceives you to be
professional. You have the responsibilif
to be held accountable for the outcome
You can'’t say the student is lazy or the
student hasn’t learnt enough. Your role
to create the momentum among the
students to follow your learning
programme and to achieve the outcomg

It is only in the last year that Billy has
recognised his role as a professional of

B30: The issue of whether assessment
played the pivotal role in my profession
development is difficult to isolate. |
thought my particular emphasis was on
teaching but you can’t separate it from
assessment. That slide that really struc
me was teaching towards outcomes an
assessing towards outcomes. And in th
paradigm outcomes are underpinned b
appropriate assessment and appropriat
learning opportunities created by the
teacher. Assessment has changed my

as a lecturer moving towards mentoring.

Could I honestly say that it was
assessment that did it? No. But | can’t
separate out assessment from anything
else that might have changed it. It's be¢
the total exposure to the educational
theories, the discussions where hearing
what other people are doing has
heightened my awareness. But with this
focus on outcomes, | couldn’t think
teaching without thinking assessment.

his professional development. He can’t

Assessment, along with his exposure td
keducational theory has shifted his role
dfrom lecturing to mentoring. With the
afiocus on outcomes, however, he could
ythink about teaching without thinking
eabout assessment.

role
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separate his teaching from assessment.

| teacher. Being a professional means that
one is accountable in terms of providing
learning opportunities to assist students in
achieving the outcomes. And he believes

uthat the student places a lot of trust in yjou

| because he or she perceives you to be

iIpbrofessional.
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Hass difficult to isolate whether

ahssessment has played the pivotal role(in
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B31: If it hadn’t been outcomes based |
would enjoy innovation; | would create
all sorts of learning opportunities
because I've heard and read lots. But tl
role of assessment wouldn’t have been
important. | would have just said my
students are having lots of interesting
learning opportunities. But | wouldn’t
have had to ask whether the outcomes
achieved are the ones we planned
towards and whether | am assessing in
way in which it is appropriate for those
outcomes.

néhe ones planned for and whether he is

Outcomes have forced him to take
assessment seriously because he has
to ask whether the outcomes achieved

assessing appropriately for those
outcomes.

a

B32: But in terms of my whole paradign
and the way it's changed, it's complete
Whether we are talking about what | dg
in the classroom; techniques such as
telling students they have one minute tg
think about this and then we’re going tq
discuss it. Whether it's been how | asse
and the new questions | bring into my
essays where | enjoy marking exams
because | ask them to reflect on their o
experiences. As long as my assessmer
covers the broad perspective and I'm n
just testing one small area, then | don’t
have a problem. In any event | should &
designing learning opportunities so that
in the course they become competent &
each of those stages. So, for the
summative part | am assuming that the
are competent but I'm going to test
competency in three or four areas.

nBilly has experienced a complete
paradigm shift in terms of what he does
in the classroom and his assessment
practices. He believes that, whether
pthrough exams or in the classroom, he
should be asking students to reflect on
2dheir own experiences.
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B33: It's also a question of moving mar
away from that final end of year
assessment and the need to try and
reward them for every indication of
competence. So learning becomes a
continuous process and trying to
integrate as much as possibidormative
and summative. Being able to say you
progressing but since you are doing so

k$le is moving away from focusing on en
of year assessment to an integrated
approach where assessment is continu
And he believes that it is important to te
the student that he or she is progressin
well and therefore deserves some rewg
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well let me give you some reward.
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B34: 1 now see myself as trying to gain
professional status as an educator rath
than as a lecturer in that particular field
So | now feel much more self actualise
because I'm growing in my profession.
And my profession is as an educator ng
as a lecturer in a particular field. | feel
part of a body of university educators
rather than a particular faculty in which
have a particular skill and in which |
have to take on a particular task.

He now sees himself as trying to gain
eprofessional status as an educator rath
than as a lecturer in a particular field.
dAnd he feels more self-actualised beca

he’s growing in his profession as an
pteducator. He regards himself as being
part of a body of university educators
rather than as part of a faculty.

use

B35: What role has my exposure to
external factors played? It's been really
important because it's not sufficient to
have one authority tell one something.
need to know that this is the way others
are going. As professionals we should
have professional standards. Now, wha
has dictated those standards? The
standards have been in the minds of th
individual. There’s been no external
standards other than to say certain
papers must be moderated. But standa
were not specified. Now, as a
professional | am saying that | want to
have standards because | want to be
judged against those standards not
against some perception of an expert in
that discipline who had no insight into
education. So, | want to be acknowledg
as a professional who can meet
standards. And how do you develop thg
outcomes as well as your ability to asse
those outcomes?

His exposure to external factors has
enabled Billy to have a standard agains
which he can compare his practice. Bill

5 have professional standards against wh
we can be judged as educators.
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B36: And those are two areas where
standards can be applied. And we are
talking about being registered as
assessors. And when | am registered |
will be very happy because | will now b
seen to have met professional standarg
So, the courses have not only created &
awareness of the need to move in that
direction, they have also lifted my self-
esteem and given me the opportunity tg

He will be satisfied when he is registerg
as an assessor because he will be see

assessment courses that he has attend
chave created an awareness of which
glirection he should be moving but have
also lifted his self-esteem and given hin
an opportunity to gain insight.

d
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have met professional standards. And the
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gain insight and say | can do it.
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B37: The whole focus on competent
versus incompetent is really critical. An
academic staff have already attested tg
the fact that they are competent in their
discipline areas in terms of their
gualifications. The next thing is whethe
they are competent educators? And |
think the way in which we are moving
towards a portfolio is a way of saying y
are competent. It's not that you are “not
yet competent” but that you haven't yet

given the evidence to show that you are

competent. And we are informing them

how to improve to provide the additional

evidence to achieve that competence a
recognition. And that whole portfolio
development is part of the move towarg
professionalism.

Many academic staff have not yet
dgrasped that they are professional
educators and must achieve standards
competence to get that recognition. Bill
sees portfolio development as part of tf
r move towards professionalism.
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B38: With a portfolio you are defending
thesis because you are saying this is th
way you understand learning and
assessment and this is the evidence th
am applying to show that it works. May
we should change it to a “professional”
portfolio. The pharmacists in Canada,
and in Malta and in the UK have starteg
doing it. They are talking about the nee
to provide evidence of continuing
competence under the heading of
continued professional development
which is a part of lifelong learning. And
they are being assessed in terms of this
programme. They are expected to keef
to date portfolios which will be audited

aVhen compiling a portfolio one is
edefending a thesis. Portfolios provide
evidence of continued professional
atlevelopment and in some countries
bpharmacists are being expected to
produce up to date portfolios.

)

o

\"2

up

sporadically to see how they are doing.
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B39: To summarise, | use a variety of
assessment practices which have tendg
to move away from the traditional exam
based, end of year assessment. And th
are becoming more formative. Reflectig
is the basis of formative assessment. It
closely integrated. A whole host of
different assessment practices are use
We need to assess their validity and
reliability. And the fundamental principls
on which | base my assessment is
reflection.

In summary, Billy uses a variety of
pdssessment practices which have tendg
to move away from the traditional, exan
elyased, end of year assessment. He neg
rto assess the reliability and validity of
gractices. And he bases his assessme;
the principle of reflection.
.

1%

2d
n
ads

it on

B40: In terms of the significance |
suppose one word is vital. Let's go bac
to that model where you teach towards
outcomes and you assess towards
outcomes. Fundamental. Without that
three-legged stool, the stool will fall
down.

The significance of assessment for othe

kareas of his practice is the understandi
that one teaches towards the outcomesg
one assesses.

el

B41: Perhaps it's moved me from feelin
that | was just another person in anothe
department. | have been reflecting on
some of the headings in that assessme
course. So those were the things | usec
talk about. And that would have
influenced my focus on curriculum —
broad based. Rather than focused
narrowly on assessment.

oHe no longer feels he is just another

rperson in the department. Assessment
forced him to focus on the curriculum.
nt

| to

has
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C: NOEL - Meaning units

C1: I'll talk about my courses and
assessment practices | make use of.
Human Resource Management and
Research Methodology are my two mai
areas. Human Resource Management
done at second year as well as being p
of the Postgraduate Diploma in
Enterprise Management. In terms of
Research Methodology, | take
responsibility for Honours and also for
the MBA. So, it's two different types of
courses that | do.

Noel will talk about his courses and
assessment practices. Human Resourd

Management and Research Methodolo
nare his two main areas. The subjects a
daught at both undergraduate and
apostgraduate levels and represent two
different types of courses.

Q

e

C2: If I look at the assessment practice
for Human Resources courses, becaus
the way the university does things, a bi
component is the exam. The exam cou
60%. Over and above that there is 40%
which is class work and there’s two ma
things | do with them in class. That wou
be the summative assessment compon

sThe Human Resources courses are

ntsiversity does things a big component
assessment is the exam.
n

Id

ent.

eassessed summatively through the exam
gand class work. Because of the way the

D

of

C3.The first is we do a staffing exercisé
They run businesses during the course
the year. They’'ve got to develop a plan
what they are going to sell, the marketir
aspect of it, and what finances they are
going to need. The three members of th
group are the staff of the organisation.
the time they get to about September
they’ve got a fair sense of how that

business is running and they must assu
that they want to appoint someone in th
business. They must do a profile of that
job, work out an advert, do some sort 0

survey so they know how much they’ll k

> During the course of the year students

aflass work. This includes developing a
ngnancial plan as well as marketing,
recruitment and selection strategies. Th
iehree members of the group are the sta
Byf the organisation and by September
they must engage in appropriate
recruitment and selection strategies to
rappoint someone in the business.

e

f
e

are

okquired to run businesses as part of their

ff

paying this person.
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C4: So they come with that preparation| The assessment is based on the group

to class and we spend a morning where simulating a recruitment exercise in the
they, firstly, put all the adverts on the | classroom situation. The students come
table and select which jobs they want to with a set of documents to class and
apply for and put in the application. The conduct a mock screening and selection
group do a paper screening and select| interview. Noel assesses them in terms of
two people to interview. They then specific criteria in relation to these
conduct the interviews. So, based on thedocuments. They also evaluate one
application form and on the interview | another’s contribution to the group.

they make a selection. | assess them in

terms of specific criteria for the whole set

of documents they must hand in,

including the job description, the advert,

the selection criteria, evaluation form

and their motivation for who and why

they have chosen a certain person. And

they also evaluate one another in terms of

the participation of other members who

have done the exercise.

C5: It's been a smallish group. This yearAnd the Department has deliberately kept
there are only twelve. We've deliberatelythe numbers for the Diploma course

kept the Diploma course small. small.

C6: The other component of the class | Students also present a paper as part of
mark has to do with a paper that they | their class mark. And the lecturer’s
present. So the approach has been muchpproach has been much more facilitatjve
more facilitative, a lot less lecturing. I've than in the past.

tended to use the Whiteboard more than

using overheads or slides — which means

the presentation for the course is quite

loose.

C7: So, in the last week of the course | In the last week of the course ideas are
there is a consolidating where, based onconsolidated and students investigate

the content, we look where we could | where they could apply ideas and preseént
apply it and they present a paper. The | a paper. They receive feedback on their
focus is rather on the content than how| papers. Their understanding and

they deliver it. | then give feedback on | application of these papers form a major
that paper and that forms the basis for | component of the exam.

the exam. So a major part of the exam |s

about their understanding and

application of those papers.
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C8: In terms of the second year course
we’re talking about numbers close to tw
hundred students. So, it's very much a
lecture venue set up. There have been
lot of changes to this. Change came ab
mainly with the move to Outcomes Bas
Education (OBE) where we had to say
what are the outcomes; what do we wa|
students to demonstrate as opposed to
what we want them to know? Then, hoy
do we assess that? So, initially the
outcomes changed from objectives. Fe
outcomes but often broader,
incorporating many different objectives

edhat students are required to demonsti

vmany objectives.

wer

The second year course has large
amumbers and is lecture based. Change
this course including its assessment ca|

oBased Education (OBE) with its focus @
as opposed to what they should know.

nT he shift initially meant formulating
fewer, broader outcomes incorporating

C9: And then the assessment changed
and then because of that the teaching
activities changed. And it's very much i
that order because | realised that if |
want students to be able to do selectior
but they have only a single lecture and
tutorial period, how do | achieve that
goal? And so there was a major focus i
terms of redesigning the tutorials to giv
them some sort of practical focus.

And then the assessment changed and
because of that, the teaching activities
nchanged. And there was a major effort
terms of redesigning the tutorials to giv
1 them a practical focus.

=)

[1%}

in
me

aabout mainly with the move to Outcomes

n
ate

D

C10: Also, I find that | am increasingly
using examples from my old tests and
exams for illustrative purposes in class
So the assessment then began to influe
the way | go about the teaching.

Noel increasingly uses examples from
previous tests and exams with the resu
that the assessment has begun to
ckuence the way he teaches.

It

C11: And | found that the lectures are @
two different types. The one type is the
theory and the second type is how we

apply that. And the test that they do is &
summative assessment and is a dress
rehearsal for the application part of thei
exam.

f And he has discovered that there are tv
types of lectures: theory and applicatior
The test is a summative assessment ar

1 dress rehearsal for the exam.

=

d a
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C12: Their exam, in terms of the
University’s approach is very important
for the students. That has three parts. T
first is a long essay. The purpose of tha
is to assess their conceptualisation of
Human Resources. The second part of
exam is the application based compong
and that focuses on simulating the HR
activities of an organisation. And the
third component is multiple choice.

The exam, in terms of the University’s

approach, is very important for the
[lstudents. The purpose is to assess the
itstudents’ conceptualisation of Human

Resources and consists of a long essay
tha application based component and
>mhultiple choice.

C13: They also do an assignment. In th
second year we are wanting them to ga
out and collect data in some form. So th

eThe second year students also do an
assignment which is focused on data
nepllection where they, for example,

might do interviews or make observationsonduct interviews or make observatior

or they might do a mini-survey. And the
assignment is geared around that. This
last year, for example, they had to look
the core competency of an organisatiorn
They could interview or go to annual
reports. Having identified that, what car
Human Resources Management do to
develop that core competency?

having identified the core competency
dhrough interviews or annual reports,
.Sstudents had to describe how Human
Resources Management would develoj
1 that core competency within that
organisation.

Noel describes how during this last yea

1S.
r

C 14 And that is also peer evaluated.
They work in groups and that is one of
our outcomes that they be able to work
a team. They are put in a team and the
evaluate their participation. When you
are in business you are going to be put
a project team and will have to get the
job done. Some students don't like that
but it's the reality of what we’ve got to
prepare them for.

One of the outcomes for this course is

imhis is to prepare them for the reality of

ythe business situation where they will
have to complete a job as part of a proj
iteam. Each student evaluates his or he
own participation as well as that of his ¢
her peers.

that students are able to work in a team.

ect

C15: In terms of Research Methodology
| put together a new course at Honours|
level to be run in Orientation week.
Ultimately we expect our students in
Management to conduct research in
terms of primary data collection,
analysing it, discussing it. And the form
we ask is that of a journal article. They
need to know which journal they are
focusing on so they can get it into the
conventions of that journal.

At Honours level, Research Methodolo
students are expected to produce a jou

And they need to know which journal
they are focusing on so that they can g
their article into the conventions of that

apournal.

article based on primary data collection.

JYy
rnal
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C16: Our Business Science students ar
asked to do a business report. We
approach businesses and ask them
whether they have a research problem
that our students can investigate. And t
students write a report and often make
presentation to the organisation.

eln terms of Business Science, business
are approached and asked whether the
have a problem which needs
investigating. And students are asked t

herite a business report which they are

aoften required to present to the
organisation concerned.

es

C17: We've also moved to a system of
having group based rather than
individual projects. We've found that
they’'ve appreciated the opportunity to
work in a team for a whole year. A lot o
value comes from growing in that way.
They do presentations of their proposal
where they get feedback from their
colleagues.

And the Research Methodology course
has moved to a system of having groug
based rather than individual projects. A
students have appreciated the opportur
fto work as a team for a whole year. The
Is much value from working that way ar
sfeedback is given by their colleagues
when they present their proposals.

nd
ity
Bre
d

C18: In the Orientation week the
Honours and Business Science studen
have three assignments. In their first
assignment | give them two introductory
articles to doing research and ask them
submit mind maps as evidence that the
have read the articles. And when they
hand these in we talk about reading. H¢
did they go about reading this paper?
What skills can they use in terms of
reading more effectively?

During Orientation week Honours and
Business Science students are asked t
submit three assignments. The first,

y which involves compiling mind maps, i
tesed as an opportunity to develop their
yreading skills.

DW

C19: For their second assignment | ask
them to do a mini-literature review on a
particular topic. And | look for different

types of articles and they need to write
paragraph or two to pull that together. §
they start the idea of reviewing the

The second assignment involves doing
mini-literature review. This exercise
introduces students to the idea of
areviewing the literature.
50

literature.

a
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C20: The third assignment is based on
the idea that they take the mini-literatur]

want to embark on. And we look at how
they would go about designing that — s¢
very much a practical application with a
view to getting them to talk about what
should be in a proposal and how we
evaluate a proposal. And then we give
them an article that is a completed
product from a previous Honours group
and we ask them to write a proposal. A
they submit that proposal and that gets
marked and they get feedback so they
see what they've left out. And that shou
be sufficient preparation for them to do
their proposal later on.

D

C

efor students to write a proposal based ¢
review as a possible study that they woudech article from a previous Honours

ndo their proposal later on.

Id

The third assignment is an opportunity
n

project. That proposal is marked and they
receive formative feedback about their
work. This exercise is seen as an
opportunity for students to gain a deepg
understanding of what should go into a
proposal and how proposals are
evaluated. Noel believes that this shou
be sufficient preparation for students to

an

C21: This year was the second time |
presented the MBA course. And I've
modelled it very much on the Honours
Research Methodology course but it ha
to be presented in one week which mal
it quite difficult to cover all that material
With the MBA we have 45 contact hour
in the week. On the Saturday morning
they do their Stats exam. So it's very
intensive. We’ve built in application as
they go through the course.

sthe material is covered in a week.
xégpplication of content is built in

S

The Research Methodology course for
the MBA is modelled on the Honours

course but is much more intensive as all

throughout the course.

C22: Their proposal is summatively
assessed, and there are extra hurdles i
that they have to get through the Highe
Degrees Committee. By the Saturday
afternoon of that first week we ask then
to indicate what their research topic is.
And there are two or three preparation
meetings where we workshop ideas.

r

N

nsummatively assessed. There are two ¢

The MBA students’ proposals are
DI
three preparation meetings where idea
are discussed and students are asked {
indicate their research topics by the en
of that week.

|
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C23: So they come back in February ar
we have a day when they present their
research proposals to one another as v
as to their different supervisors. This is
an opportunity for them to get formative
feedback on their proposals. After that
presentation they refine it in preparatior
for the Higher Degrees Committee.
There’s a Colloquium where they prese
what they have done to their colleagues
and then they’ve got to submit by the e
of January of the year after.

dAt a later date students are given an
opportunity to present and receive
dtirmative feedback in order to refine the
proposals for the Higher Degrees
Committee. A colloquium is organised
where they present what they have dor
nto their colleagues.

C

e

C24: And | get other experts involved a
each morning we briefly review what th
did the day before to see where they ar
going. And we give them exercises whg
they look at abstracts and have to ident
the paradigm in which this research wa|
done and what research design methog
and sampling would have been
appropriate. And eventually they desigr
their own study. We put them in groups
and they evaluate a proposal on the ba;
of the form that they are being assesse
with. So it's very much continuous,

formative assessment. So all the time t
are being exposed to theory which they
will need to apply.

n&tudents are exposed to a number of
eformative exercises in preparation for
edesigning their own studies. And
reventually they design their own study
ifgnd are put in groups where they evalu
sa proposal on the basis of the form they
| are being assessed with.

N

SIS

ney
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C25: There are a couple of things that
have impacted on my teaching. The on

the move to Outcomes Based EducationBecause students have to demonstrate

(OBE). And that’s not about what you
know but what you can do. So what
evidence can | collect that is a
demonstration that they are able to do
what they are supposed to do at the en
of the course? How do | then go about
preparing them to do those things?

The move to Outcomes Based Educati
ehas impacted on Noel’s teaching.

what they are able to do at the end of &
course, he poses the question as to wh

that students are able to do what they &
dsupposed to do and how should he go
about adequately preparing them to do
those things?

DN

at

evidence he can collect that demonstrates

\re
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C26: The OBE approach then is “what
are the outcomes?” and that really
broadened my focus. And that led to
changes in assessment. How does one
about assessing in the appropriate way
The shift to outcomes has led to a
different type of teaching.

assessment as well as a different type
tmaching. And he has had to ask how h
?should go about assessing in the
appropriate way.

The shift to outcomes has broadened f’]is
focus and that has led to changes in his

D

Df
e

C27: Doing the course over and over
again, one starts to become more famil
with the course material and to present
in a different way. The growth of
experience in delivering a course.

Noel point out that familiarity with the
jarourse materials and experience have

way.

ihim to present his courses in a different

ed

C28: Another factor which has impacte
on my teaching has been consulting wg
Adopting a strong facilitative mode ther
has influenced the way | teach. Especia
with my postgraduate course. In the pa
| explained and went through my
transparencies. But then | wondered
whether it was necessary to go through
all this material. So this year, | began
doing things differently. An example is
where we look at the environment of
business from an HR perspective. And
the past we’d have a discussion about
factors which were listed on an OHT.
This year | asked them to look at copies
of a newspaper from that morning and
report that which is relevant to HR. So,
we talked about this material and
consolidated it by situating it within
broader trends taking place in human
resources. Using maybe a handful of
slides in a forty lecture course. Then
having the cases as well. The papers a
then much more applied and consolidai
this scattered information. And they
present those in the last week.

] Adopting a strong facilitative mode in h
rkonsulting work has influenced his
eteaching. While he used to focus on
lyresentation and explanation, in his mg
stecent course, he made a conscious
decision to shift the domain of knowled
from theory to drawing on current affair
to extract theoretical issues and
principles.

in
he
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C29: Formatting the many objectives as
outcomes in my Human Resources

Management for second years was the
first challenge. The closest you can get|
an outcome with content is to understal
—you can't really do understanding. So
we’ve conceptualised that as being abl¢
to advise. Can you give advice to a

manager on what they should do? So t
may advise a manager on the main

environmental factors that are affecting

manager and what he or she should do-

That was the exam paper for this cours

5 Formatting the many objectives as
outcomes was his first challenge for his

tAnd they have conceptualised the issug
ntheing able to demonstrate understandif
as being able to give advice. And so, fo
cexample, when answering exam

n@yanager or organisation on what they
should do.

a
?

e.

second year Human Resources Course.

guestions, students are asked to advise

14

> of
g
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C30: For the Staffing component being
able to staff an organisation is the
outcome. If they are going to do staffing
they need not only to know about differ
methods of selection and recruitment b
how to evaluate an advert. If they are
doing selection, they need to do an
interview. They need to know why you |
certain questions. So | need, as part of
lecturing as well as in the tests and exa
to give them examples of particular
scenarios. So in class we will have
discussion. It's not just me giving them
the knowledge in lectures but taking a
guestion from last year’s exam and doif
problem solving in class and tutorials.
There certainly is a lot more facilitation.

Being able to staff an organisation is th
outcome for the Staffing component.
) Students need to be able to apply
ckhowledge about areas such as
utecruitment and selection and to be abl
not only to know what, but why they arg
asking certain questions. Lectures and
afiktorials, therefore, need to include
rpyoblem solving exercises and discussi
nmhere is a lot more facilitation

D

on.

C31: What | need to do in a lecture is tg
at least give a foundation of the theory
the knowledge and say that is the basis
upon which we are now going to go ab
problem solving. So it's asking students
given what they now know, what will
work?

Noel believes that in a lecture he needs
pleast, to provide a theoretical base to
facilitate problem solving among his

pgtudents.

Py
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C32: I've deliberately made my slides
much shorter. So it forces students not
simply to write but to listen and make
notes. So in the delivery of the lecture
component they are already having to
engage with the lecturer and respond. $
| give an outline and from there we moy
on to applying the theory through
examples. I've also tried different
methods of getting students to work
together in class. Sometimes I'll ask
students to talk to one another.

In the delivery of the lecture componen
students are already expected to engag
with the lecturer and respond. And Noe
uses different methods to enable stude
to work together in class.

50

e

t
je

nts

C33: And when students make a
contribution | try not to say that their
ideas are wrong but rather to work with
what I've got. Because the student nee
to have the confidence to be able make
contribution and then we can start
exploring ideas further. Not to embarras
the students but to probe why other ide
might be more appropriate. The idea of
messy problems rather than simple
puzzles. Engaging with the class; gettirn
them to explore problems rather than
solve puzzles. If it were just about
knowledge then the assessment would
right or wrong. But when | talk about
application it is a messier kind of thing.

Noel affirms students when they make
needs to build confidence in order to
And he feels that it is important for
students to be encouraged in the
s@xploration of messy problems rather

athan in finding solutions to simple
puzzles.

g

be

contribution because he believes that he

diacilitate the further exploration of ideas.

a

C34: After my Masters | was in a
consulting and training role and typicall
was involved with facilitative, skills
training. So that was my background ar
I’'m very comfortable with a small group
context. Coming to Rhodes | was then
exposed to something different that |
wasn’t comfortable with, like large
classes. | don't see myself as a public
speaker.

Noel, because of his background in
yconsulting and training, is very
comfortable within a small group conte
\dHe does not see himself as a public
speaker.

—
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C35: When | was first approached to ru
a research course for MBAs | wondere(
what kind of research was going to be
acceptable for the Business School. |
recognise that in the Commerce Facult
there is a strong tradition of positivist
research and that is also present in the
Higher Degrees Committee. So in term
of assessment we need to give student
much feedback as we can to prepare th
for that Higher Degrees Committee
meeting where their proposal will be
considered.

nHe recognises that his MBA students

i need to receive as much feedback as
possible to prepare them for the Higher
Degrees Committee where their propos
yare considered.

S as
em

als

C36: And so we put in place an
evaluation form for their proposals and
they didn’t get 50% then they couldn’t
submit. But we recognised that our
assessment form was too lenient and it
became a matter of revising that
assessment form so that problems don
suddenly emerge at the Higher Degree
Committee.

The evaluation form that was put in pla
ifto give students feedback about their
proposals, was too lenient and Noel
recognised the need for this form to be
revised so that problems didn’t emerge
the Higher Degrees Committee.

U —

at

C37:1 needed to put together a form
which consolidated what was good
research but also takes into account the
perspectives of the people on the Highe
Degrees Committee. So | tried to
restructure the form on the basis of the
format of the Higher Degrees
submissions. As my knowledge of
research grew there was greater insigh
into what is quality research and what
are the different benchmarks. And that
understanding led to the putting togethe
of the form. And then | sent that form ta
all the supervisors and to the Higher
Degrees Committee for feedback.
Students need a very detailed idea of
what is required. The rating scale was

had a greater insight into what were the
>benchmarks for quality research. That
piunderstanding along with the perspecti
of those on the Higher Degrees
Committee led to the compilation of a
revised form. He acknowledges the neg¢
for students to have a detailed idea of
t what is required when they submit their
proposals.

n}

L

r

revised.

As his knowledge of research grew, Noel

Ve
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C38: One aspect of professionalism is
that you've got certain standards. It's

also about being knowledgeable. So wi
it comes to research courses the Highe

Degrees Committee members need to

have a knowledge and appreciation of {

different research paradigms. It then
becomes my role to educate them on
behalf of the Business School.

One aspect of professionalism involves
the maintenance of standards. Those o
néime Higher Degrees Committee need tg
runderstand the significance of different
research paradigms and Noel believes
Heas a role to educate them on behalf of
the Business School.

he

C39: Another aspect of professionalism

has to do with creating a facilitating

environment. And if my role is facilitativ

then | can look at professional role
models in consultants and see their

approach to facilitating in a professional consulting world.
manner. Professionalism has partly to ¢
with the skills they have, in how they de

with problem aspects when they are
called upon to get involved in an

organisation. How they get involved wit

the pulls of the client.

Another aspect of professionalism
involves creating a facilitating
eenvironment. If he understands his role

on professional role models in the

i{o)
al

as

facilitative then he can base his approach

C40: Maybe that’s another aspect of
professionalism-that the student doesn
always know best; not ignoring what
students say but not simply accepting
everything they say and responding to

every request. And having a sound bas
to put forward your position and defend

it.

Another aspect of professionalism may
'tbe realising that the student may not
always know best. One needs a sound
base to put forward and defend your ov
position.
is

C41: So, by critical reflection,
continually changing and growing,
innovating, one acts with
professionalism.

is continuously reflecting and innovatin

One acts with professionalism when one

QU

C42: And assessment means that | neg

to change my practice to get them to th

point where they will be able to produce

what is required. And that’s to do with
teaching.

dAnd assessment means that Noel musit
aadjust his teaching to ensure that his

» students meet the assessment
requirements.
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C43: The other aspect is what are the
outcomes of B.Com.? What does the
student have when he walks across the
stage at Graduation? What should he g
she be able to do? And | have focussec
lot on what they should do. But it's also
about how you think. And it's also abou
values and how you inculcate those
values. It's not about knowledge but
about working with the knowledge. A
characteristic of professionalism is
knowing where to find things and how t
use them effectively. So managing that
knowledge rather than just acquiring it.
Applying and critiquing it requires
professionalism.

And Noel asks the questions as to wha
when he walks across the stage at

I and what values should he or she
possess? Professionalism is about

tknowing where to find ideas and how tc
use and critique them effectively. The
emphasis is on managing in addition to
acquiring knowledge.

o]

C44: And your assessment practices ne
to be critiqued in that way as well. If the
are not working, should they be change
And it's about monitoring performance.

And we monitored the second year exansecond year exam they discovered that

which has two components — a long
question and a simulation or applicatior
guestion. The marks for the long questi
used to be higher than for the applicatic
guestion. But that has switched. So
students are actually doing better in the
application than in the conceptualisatio
And then | ask whether | am asking eas
guestions or whether the students are
being better prepared?

rédhe’s assessment practices need to be

yeritiqued and, if necessary, changed.
dStudent performance needs to be
monitored. When recently monitoring th

students are doing better in the
1 application rather than the
oconceptualisation. And he asks whethe
prthis means that the questions are easie
whether his students are actually being
better prepared
n.
Sier

C45: In terms of assessment the one
tension in Management is the idea of
having more formative assessment witk
large classes. And there is a dilemma @
how to ensure that students meet the
outcomes and that | assess them in
appropriate ways. And I've found that
with the move to outcomes and with
assessment which simulates HR activit
it's taken a lot longer to mark.

One of the tensions in Management is 1
idea of having more formative

fappropriate assessment, which include

the simulation of HR activities, takes a
longer to mark.

€s,

1 assessment with large classes because
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rGraduation? How should he or she think
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C46: And | haven't got a clear marking
guide. It's a much more considered
evaluation rather than a simple deciding
whether it's on the checklist or not. So,
it's a different approach to the
assessment where there is more
consideration into what should be
assessed and how it should be assessé
but also into awarding the points. It's a
more complex process now and one
which, because it's more considered, y

Noel does not make use of a simple
checklist approach in his marking. His
yapproach to assessment is much more
complex and considered. Although he
sees flaws in the process, he is much

more confident about what he is saying.

14
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see the flaws in. But because you see the

flaws in the system you become more
confident in what you are saying.

C47: And with the Honours course we
have had these evaluation forms in pla
And we need to talk about how each of
evaluated our students’ work and clarify
standards and marks to justify what
we’ve done. And those discussions hav
been helpful in terms of developing our
own insights into what we are trying to
evaluate. And it's brought about a
greater level of reflection compared to
other approaches that we used where v
had a rough guide to giving marks.
Having a more detailed layout gives a
much more considered approach to
assessment. And as you dialogue with
your colleagues your understanding of

what is being required becomes clearer.

Dialogue between colleagues is very
cémportant in the assessment process in
ysomoting an understanding of what is

required. And Noel believes that they

need to talk about how each has
eevaluated their students’ work and to
clarify standards and marks to justify
what they have done.

C48: And what we've also done in the
department is that we have shredding
sessions before and review sessions af
the exam. I've now marked this and is i
appropriate? And this is especially
relevant where there are different
supervisors and evaluators. Establishin
that students have been treated fairly.

Staff in the department have shredding
sessions before and review sessions af
téne exam to establish that their student
[ are treated fairly. Noel believes this is
especially relevant where there are
different supervisors and evaluators.
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C49: And it's created tension because |
find myself probing how lecturers come
up with the marks they gave for a
student’s piece of work. Having the
discussion helps to educate and inform
assessors. Having the criteria has an
educative function as well. And
continuing to dialogue is healthy. |
suspect that when one is ignorant one |
more lenient. | think the kind of
assessment tools in place on that cours
are generating the kind of debate that W
need.

These discussions have created tensio
because he finds himself probing how
lecturers came up with the marks
allocated for a student’s piece of work.
spite of this he believes that continuing
dialogue is healthy and that the kinds o
assessment tools in place are generatir
the kind of debate staff need.
S
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D: JOHN H - Meaning units

D1: | make use of just about all
assessment methods except the portfo
My subject doesn’t seem to lend itself t
portfolio. | use oral interviews, tests,
some of which count and some which
don’t, final year examinations and, of
course, practicals.

John H. makes use of almost every kin
iof assessment method, including, oral
piaterviews, tests, some of which are for
marks and some not, final year

D2: In Pharmacy, practicals are the mo
important type of assessment. | assess
practicals in a number of different ways
observe what happens during the cours
of the afternoon and | make notes on e
individual student and, if they are
working in groups, each group. They
have to hand in an exercise which is
assessed, fully annotated, because the
get it back.

sHe considers practicals to be the most
timeportant type of assessment in
.Pharmacy. He assesses the practicals
s@bserving what happens and making
aobtes about each individual student or
group. Students have to hand in an
exercise about which they receive
detailed feedback.

y

D3: Formative assessment — if you are
going to give something back it should
as fully annotated as possible. Many

students are too shy to come and talk t
you so | think that's an important aspec

John H. stresses the importance of

bormative assessment; if one returns ar
exercise to a student it should be fully

pannotated.

t.

examinations and, obviously, practicals.

&N

D4: We also give them oral exams on
their practical performances. And that's
important because Pharmacy is a subje
where you have to be able to do. This i
where, in Pharmacy we’ve been very
lucky with Outcomes Based Education.
We've slotted straight in because we've
been doing this for years without having
any outcomes but knowing what we ne
the students to be able to do. So we've
been training them to do this stuff.

Students’ practical performance is also
assessed orally. This is important beca
2d@harmacy is a subject where you have
sbe able to demonstrate your abilities. F
this reason he feels that Pharmacy as 4
discipline has fitted well with Outcomes
» Based Education.

)
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D5: | also get the students to self asses
both as individuals and, if they work in
groups, to assess the group. I've only
done this for the last two years. The firg
time | did this it was pretty simple. Last
year it was quite serious. | handed out
this criterion referenced marking grid to
show them what | was assessing in terr
of their abilities to do stuff in the lab.
They didn’t have that in the previous
year; it was informal.

dHe also requires students to self asses
both individually and in groups. The firs
time it was done the assessment was
tinformal. The following year he
developed a criterion referenced markif
grid to show students what he was
assessing.

ms
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D6: But last year it was very interesting
comparing my assessments with their @
assessments because there was quite
high correlation. Most of the students
assessed themselves a bit higher exce
the best student who assessed herself
lower than | did. There was a correlatio
between my assessment and their self-
assessment. Quite heartening, really,
because | put quite a lot of time and eff
into designing this assessment and it
works. It was nice to see that. To say it
was worth it. This was at a practical leyv|
but my pracs and lectures run parallel;
the course relates back to everything th
do in pracs.

John H. found it interesting the previou
wear as there was a significant correlati
abetween his assessments and those of
students. He was heartened by this sin
phe put time and effort into designing thi
adsisessment and it worked.
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D7: You must remember that | have be
doing these subjects for over thirty yeat
and they have undergone a tremendou
amount of change over those years wit
input from myself, the postgraduates w
demonstrate, the undergraduates and t
other staff members. It's been refined
considerably to the extent that it's a
pretty well worked out course. It change
when new stuff has to be included but
basic course is quite well worked out.

chle stresses that he has been teaching
ghese subjects for over thirty years duri
swhich time they have been considerabl
hrefined in response to input from himse
nthe demonstrators, the undergraduates
hand other staff members.

2S
he

y
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D8: I've been doing this for thirty years
and | know I'm a good teacher. | get

these wonderful reports from the studer
at the end of every year — it's been
happening since forever. So, | know I'n
doing this right.

John H. feels confident that he is a goo
teacher. He has consistently received

ntwonderful reports from students at the
end of each year.

o
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D9: But, based upon what | see in the I
if a group is not getting it together | take
them aside and ask them what’s
happening. But | also use the pracs in
summative way because the students 3
told at the beginning of the prac that
these are the criteria with regard to thei
final mark and that | will be watching
them and making notes about what the
do. | walk around the lab and give them
both good and bad feedback.

aBased on what he observes in the
 laboratory, he uses the practicals as an

A uses the practicals in a summative way
\rihat students are given the criteria agai
which their final performance will be
rassessed.

<

opportunity to challenge students. He also

n
nst

D10: As | say, the students are told the}
will be assessed on their performance i
the lab; their performance and write-up
as a group that they hand in every wee
and get back the following week. So th¢
know what's happening in the end and
the laboratory is a very good opportunit
for assessment. And our prac marks cqg
30% —it's a lot.

y And students are told that they will be
nassessed on their performance in the
slaboratory as well as their weekly write-
kups about which they receive feedback
2yiohn H. believes that the laboratory offg
a good opportunity for assessment.

y
unt
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D11: As pharmacists we are training
people to do specific things. And I've Q¢
to be sure that they can do. And where
they do it is in the laboratory. You are
there and you see what's happening ar
you can give them instant feedback.

He affirms that as pharmacists they are
pitraining people to do specific things. An
in the laboratory he is there to give
students instant feedback.

d

D12: 1t is seldom that the whole class
start looking puzzled in a practical. One
or two people may and | try to help thos
who are struggling individually to give
them some instant feedback. I'm in that
lab for three hours. | walk around. | talk
to the students; | compliment them if I §
them doing good stuff. Because this is
what they will have to do when they get
out. And it’s vital. | try and give them
instant feedback. | try to give them a hi
“What about? Wouldn't it be better
if...?” That kind of thing rather than
telling them they are doing it incorrectly
and this is the correct way it should be
done. That has no point at all. But if yot
can pull them through...that's what | try

He plays an active role during practical

trying to help those who are struggling
se@and complimenting those who are doin

good work. He tries to prompt students

the right direction rather than telling the

they are doing it incorrectly and this is
deow it should be done.

)

m

to do in a prac.
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D13: But as | said we are lucky in

Pharmacy as we are having to train
people to be able to do something. Yes
believe those practicals are vital. And
that’s why | put so much time and effort
in to them.

He reaffirms that they are fortunate in
pharmacy because they are training

time and effort into them.

people to do something. And he believe
that practicals are vital and so puts muc¢

D14: Practicals in Pharmacy are not jus
an exercise. The students come out of
chemistry having done a whole lot of
practical exercises. The practicals in
Pharmacy are an application of the
chemical principles that they do in first
year. | give them the methodology — the
don’t have time to scout through
thousands of journals looking for
methodology. | don’t give them any of t
Chemistry. Then when they are in the [
they do this exercise and come out with
the conclusion that a certain tablet
contains so many milligrams of aspirin
whatever. And then | ask them to go an
look at the pamphlet and see what it
should contain. What did you find? Is th
good enough? How do they find out? A
| refer them to the appropriate referenc
which gives them the limits. It's not just
an exercise; it's an exercise that we ha
to perform so that something else can
happen. And that’'s why it's different an
that’s why it's important. And about 209
of our students go into industry and
they’ve got to understand those
principles. They have to do a whole lot
extra stuff themselves. So, it's a stimuly
for learning.

tJohn H. stresses that practicals in

2\OWN.

he
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Pharmacy are not just an exercise but
application of the chemical principles

student learn in first year. The practical
are a stimulus for learning because the
require that students do things on their

[72)
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D15: And | started out with a more
summative approach, but, over the yea
| have realised that all formative
assessment, “handed back” stuff such ¢
the pracs, is a very valuable tool for the
students. And it has impacted on me as
teacher because | use it more and morg
It's come to me over many years that th
more information you can get back to tf
student about the results of the
assessment method and feedback as t
where it was good and/or bad and why
was good and/or bad. That's been the
biggest impact that assessment has hal
on my career as a teacher. This
increasing understanding that formative
assessment is the way to go. | still acce
that there is a role for summative
assessment but formative assessment
me is very important. And that's what h
impacted most upon me.

While he started out with a more
rsummative approach, John H. has
increasingly realised that all formative
agssessment is a very valuable tool for t
students. And the more information one
5 @an get back to the student, the better.
2 The realisation of the importance of
dormative assessment has impacted on
\€areer as a teacher.

h
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D16: | would define professionalism in
teaching as treating your students as
human beings. Which | think many
lecturers don't. | hear some staff saying
that the second years are a “bunch of
useless people etc.”. And | honestly
believe that the most important thing is
treat students as human beings. Don't
treat them as children. It's difficult
sometimes to treat them as adults.
Especially in second year it's difficult. |
try very hard to treat them all the same

He would define professionalism in
teaching as treating one’s students as
human beings. It is sometimes difficult
treat them as adults but John H. tries v¢
hard to treat his students all the same &
as human beings.
to

and treat them as human beings.
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D17: Pharmacy is governed by a set of
rules, whether we want to be or not.
Everybody has to register with the
Pharmacy Council and they say to us,
you may do this, you may not do that.
This is the way you will do certain thing
There are a set of rules that govern wh
the pharmacist may or may not do.
Whereas, if you come out with a BSc. g
BSc. Honours and you work as an
analyst, there are no rules. You do it as
you believe it should be done whereas
pharmacists are told.

At

John H. points out that Pharmacy is
governed by a set of rules laid down by
the Pharmacy Council with whom
everybody has to register.

ra

D18: When | finally realised about half
way through my PhD that | was going t
be an academic, | realised that there
were a lot of things that were not good
all about the lectures | had taken. And |
said to myself that | was going to do it
differently.

aattended. He decided he was going to ¢

When he decided he was going to be an
pacademic, he realised there were a lot

bad things about the lectures he had

things differently.

Df

o

D19: And later this job at Rhodes came
up. And | asked the then Professor of

Pharmacy how | could find out whether
was doing things right. And he said to n
that the best way to find out how to do
things properly and to know which thing
are wrong is to go down to a lecture ha

and see what was happening. And | sat

there and | made notes about what

worked and what was not good. And th
was my initial introduction to academic
development. It was very useful. And th
was where | got into this thing about

neectured. This he found very useful and

giving stuff back to the students.

And when he accepted his position at
Rhodes the then Professor of Pharmac
ladvised him to observe how others

was there that he first realised the

smportance of giving students feedback.
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D20: 1 don’t think you can define good
teaching simply. A person who looks af
his students — that is important in terms
of what you are trying to do for them. |
don’t take on any other role. When | firg
started lecturing at Rhodes we had to
look after ten students and if they had &
problems, emotional, whatever, you ha
to look after them. And that was very
scary because | have no training. And &
the beginning of the year | tell them tha]
am here for academic purposes. I've gq¢
an open door policy. So they can come
and see me any time but only about
academic matters. | don't take on any
other role. And if it's a Faculty matter |
send them to the Dean. But academic
stuff, they come and see me.

John H. does not think one can define
tegyood teaching simply. He believes he h
a responsibility to look after his student
at an academic level. He does not feel
tqualified to assist students at an
emotional level.
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D21: Anything that goes back to the
students should be fully annotated.
Sometimes they do it properly and it's
enough to put a tick at the end. If
something is incorrect, then you can
correct it or give them a hint as to wher
they’ve gone wrong and which directior
they should take. “Do you not consider
certain thing to be part of this group?”
And praise for things that have been pu
in. Hints of where to go. Things left out.
Praise for good work.

He believes that anything which is
returned to the students should be fully
annotated. If something is incorrect, the
his role is to guide the student and to g
praise for good work.
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D22: And these assessments are week|
so we keep up with the students. And ti
do tests as well. And if | see that some
basic concept is not understood by the
majority of students, then | will repeat it
But the individual things often impinge ¢
the way | do it the following year. At the
end of the course, | review what | have
done and anything that is necessary, |

change. I'm working on my notes all the

time.

yr'he students hand in weekly reports an
nelp tests. And if he sees that a basic
concept is not understood by the major
of students, he will repeat it. At the end
. courses he reviews what he has done &
nif necessary, makes changes.
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D23: At the end of last year when | had
applied that criterion referenced markin
grid in July I went through it and | looke
at the assessment methods and the
assessment results and the notes and «
that pointed back to the outcomes. And
was very comfortable that the way | wa
assessing was directly aligned to the
outcomes that | had set two or three ye
earlier. So | was very pleased that therg
was a direct alignment between the
assessment and the outcomes.

allvas directly aligned to the outcomes fo

When John H. applied the criterion
greferenced marking grid he reviewed hi
dassessment methods and results and
realised that the way he was assessing

khe course.
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D24:1 never ask questions that are not
answerable or require a whole lot of sty
that | haven’t given. And this is why |
don’t use multiple choice. Because you
get all these answers and it looks like
some of them are designed to fool
students. There are a whole lot of
statements and that is a waste of time i
an exam — having to work out all this
mechanistic stuff about how to answer

He never asks what he considers to be
flilnanswerable questions which require

He does not to use multiple choice as h
feels some answers look like they are
designed to mislead students.

n

t.

things the students haven't been taught.

e

D25: I'm not saying that | ask easy
guestions. | try to ask questions that
require some kind of position from the
students and then being able to explain
that position. | do ask some easy
guestions. I've always designed papers
that the average students have been al
to pass. And there are some very averag
students. Then | ask questions which w
allow the bright students to reveal that.

but tries to ask questions that require
students to adopt a position and explaif
it. He has always designed papers so t
the average student can pass.

o)
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He is not claiming to set easy questions

nat

D26: | have been considering getting th
secretary to type up somebody’s answe
to a question. A really good answer ang
an ordinary answer and a not so good
answer. And then getting the students
mark those questions and see if they
could make the decision that this is a
good or not so good answer based on
their own knowledge. | think that would
be a useful exercise.

eJohn H. is considering getting students
armark previous answers to exam

for them to make a decision as to whet
oan answer is good or not.

| questions. He believes it would be useful

to
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D27: Over a long period of time my
assessment practices have had some
impact on my teaching. Certainly, over
the years, from when | started lecturing
have had the input from students and
others. And certainly assessment has
impacted on my teaching. But it's been
mostly self-motivated.

John H. certainly believes that his
assessment practices have had some
impact on his teaching. However, his
, leaching has mostly been self-motivate

D28: The result of the assessment, if yq
are doing it properly, will show you wha
the student has understood. And if the
student has clearly understood that
particular piece then that’s fine. If your
assessment practices reveal that your
students are a bit shaky, then you've gc
to re-look at that. So, yes, assessment
does have a profound effect on the
curriculum. Probably not if you were
designing a new curriculum. After the
first year you would make changes bas
mostly on your assessment practices.
Assessment would be important in
forming the curriculum.

tAnd if one is doing assessment properl

tit will show you what the student has
understood. The results of your
assessment, in turn, will have an effect
how you develop your curriculum.
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D29: Last year with the implementation
of the grid, it was designed to assess b
students’ work in the practical area
through my observations in the afternoc
and there were also criteria for their
write-up. And the criteria for the
practical work was fine, but what | did
learn from their self assessments was t
they were not all that confident about
what was required in the practical write
up. | clearly hadn’'t gone through the
criteria well enough with them. So, this
year | will spend more time before the
practical course begins explaining what
is important and what is not important i
the practical write-up because sometim
a lot of stuff that doesn't relate to
anything they’ve done at all. So, it's
informed the way | will do things. It's ng
going to change what I'm going to do, t
material, but the way | do things. Their
self assessments gave me feedback th
there was something that was not quite
right. So this year it will be different.

The implementation of the grid during t
pfirevious year was designed to assess
the students’ work in the laboratory as
prvell as their write-ups. He realised from

were not confident about what was
required in the write-ups. And so he wil
hsppend a lot more time clarifying what is
important with the students before the
- practical course begins. Thus, student §
assessment has informed the way he w
do things.

-
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their self assessments that the students
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D30: I've been doing these courses for
long period of time. They have changeg
great deal over the years. The fact that
I've tried to use as many different
methods as possible | believe is
important. | will go for as much formativ
assessment as possible because | belig
that is important. And | believe choosin
lots of different ways of assessing to su
the different students, the use of a large
number of assessment techniques, is

important. And I've implemented as many

of them as | can around formative
assessment and this has certainly
impacted on me as a teacher.

aAnd his courses have changed a great
| deal over the years. And he believes th
choosing lots of different ways of
assessing to suit the different students,
important. And many of these have bee
@mplemented around formative
passessment and this has impacted on |
jas a teacher.
it
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D31: The most important difference ove
many years is that | have become a mg
caring teacher. And | think that's
developed over the years. | think I've
become much more responsible, first, i
terms of my teaching and being able to
say there is a bunch of kids out there a
I've got to look after them.

rAnd John H. believes the most signifi
rdifference over many years to be that
has become a more caring and
responsible teacher.
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D32: And | think that’'s my biggest
change. If you are doing formative
assessment you get a lot closer to that
student. You just find out more. And tha
has got to impinge on your role as a
professional. So, | would say that the
percentage of formative assessment ha
got greater and greater as | have
progressed. It's probably that type of
assessment that has had the biggest
impingement on me as a professional.

He believes that if one is doing formatiy
assessment it brings one closer to that
student. And the percentage of formati
tassessment he uses has increased. An
it's that type of assessment that has
impinged on him as a professional.
1S
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D33: When | started lecturing there was
no formative assessment. We had the
June exam on the first half of the year’s
work and the end of the year exam
covered the whole of the year’s work.
And that was it. While there was a
practical exam, there was no formative
assessment. And when | started with th
prac. course, | started asking them to
hand in their reports on a weekly basis
instead of asking them to hand in all the
reports at the end of term and getting n
feedback as they had been used to doi
| changed it to asking them to hand in
pracs. on a weekly basis and marking
them and returning the reports to them
with feedback the next week. And that
was my first experience of formative
assessment.

When John H. started lecturing there w|

running the practical course he
implemented weekly reports which wer
marked and returned with feedback. Th
was his first experience of formative
assessment.
at
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no formative assessment. When he started
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D34: And then the students started ask
me for tests. They want tests. So we

instituted a system of a test per term fo
each subject. And that was the next ste
in getting stuff back to them. | guess, in
those early days when | was handing si
back there was not much annotation.

There would have been comments. An
now, increasingly, anything that goes

back to the students if it comes from m¢
invariably has more red pen on it than

student writing. Because | really believe

that that is important especially for the
shy student. We seem to have quite a |
of students who won't approach you.
When you talk to them in pracs they
stutter and mumble. So, I've realised th
importance of this particular aspect.

rmgnd then the students started requestin
tests. He has increasingly used these ft¢

I as an opportunity for students to receiv

feedback. He believes that this is
important especially since there are a
uftimber of students who will not
approach one.
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D35: And I've always realised that this i
the most crazy situation. At university
you’ve got a whole lot of people teachin
and they are not qualified to do the job.
The only thing I'm qualified to do is
research. Lecturing, you just pick up; it’
something that you get dropped into.
There you are; there’s your class. You’
got to teach them something about this
subject. Go for it! And if you happen to
be good on your feet and you can do a

sJohn H. is aware that it is an uncanny
situation that at university there are a
gvhole lot of people teaching who are n¢
specifically trained to do the job.

(2]
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of performance you are very lucky.
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E: LYNN - Meaning units

E1l: In the Post Graduate Diploma in
Higher Education (PGDHE) we've
chosen the teaching portfolio as the ma
means of assessing our students and
almost everything we do is a build up
towards that portfolio. Even the smaller
tasks will or could feed into a completio
of that teaching portfolio.

nportfolio.

teaching portfolio as the main means o
imssessing their students doing the Pos
Graduate Diploma in Higher Education
(PGDHE). She sees almost all tasks as
contributing to the compilation of that

E2: Given the nature of the course whig
is practice based, it requires our
participants to examine their own
practice in a critical way in the light of
the theory and feedback that they have
received from their practice. | fail to see
any other way that one could examine t
course except through something as flu
as a portfolio because everyone’s
practice is so open ended and because
the diversity of the participants. In every
respect we have diversity: in terms of th
amount of experience, disciplines they
come from and the kinds of teaching thg
do. | can’t think of any other form of
assessment that would enable us to as:
this diversity fairly other than a portfolio
which allows a lot of flexibility.

hGiven the nature of the course which
requires participants to examine their

to see any other way one could examin
this course. Because of the diversity of
the participants as well as the open en
hisature of their practice, she believes th
idhe portfolio is the most fair and flexible
form of assessment.
of
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E3: | also think that what we are
assessing is complex. There is not a
“right” answer. It's not a simple skill or
simple set of knowledge outcomes that
are testing. Our outcomes are extremel
complex. And that requires us to have &
form of assessment that assesses thos
complex outcomes. | think it's Knight wi
talks of complex curricula and | do think
our curriculum is complex. It's not a
simple thing. And I think that the portfol

She observes that since the outcomes
this course are extremely complex, tha
requires a form of assessment that
vassesses those complex outcomes. An
yshe believes the portfolio has been the
1 best way of doing this.

a)
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has been the best way of doing it.
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own practice in a critical way, Lynn fail$

Lynn and her colleagues have chosen the
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E4: In our teaching we use conventiong
tasks sometimes, as in giving them a
reading and asking them to answer thre
or four questions. Nearly always in the
tasks | try to bring my questions back tg
their practice. So even if they are lookin
at case studies on assessment it'’s not |
about unpacking the case studies, it's
about applying the theorists’ ideas to
their own practice. Although the task is
enable them to examine in more depth
reading on some research or theories |
try to bring it back to their own practice.
So that exploration could add to what
they put into their portfolio. Those little
scaffolding tasks are related to their
reading and back to their practice or
focused simply on their practice.

IWhen Lynn uses different tasks in her
teaching, she tries to encourage
garticipants to apply theorists’ ideas to
their own practice. And that exploration
could be included in what they put into
gheir portfolio.

ust
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E5: In one task where they had to
examine the alignment in one of their
courses, one was hoping that the theory
on alignment was feeding to an
examination of their practices. Again, |
think that could build up to be part of
their portfolio. But it is not as structured
where they do a task which is
summatively assessed and goes in the
portfolio. With us there are layers; there
are the tasks which are more like learni
activities but | think that a learning task
and an assessment activity are almost t
same thing. | suppose that the things th
go on during a module are more like
learning activities cum formative
assessment tasks.

She explains how, for example, in a tas
where participants were asked to exam
ythe alignment in one of their courses, s
was hoping that the theory on alignmer
was contributing to an examination of
their practices. She conceptualises the
things that go on during a module as
learning activities while also being
formative assessment tasks.
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E6: Then they do a module assignment
which is in a sense summative assessn
because it is at the end of that module :
it is a way of saying that the person has
completed the module. But it is still
formative in that they can respond befo
they do the final portfolio. But it seems
that it has worked fairly well. For
example, two of our students who are
completing their portfolios at the mome
have been pretty good about completin
all the tasks and yet are still making
adjustments in response to the formativ
feedback they were given in their attem
to construct a coherent portfolio.

nevitich is, in a sense, a summative
hiadsessment because it is at the end of

Participants submit a module assignme

module. The tasks are also formative ir
that participants can make adjustmentg
rdefore they construct their final portfolic
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E7: From my own experience you learn
by coming to sessions and doing the ta
but even though I've always hated exarn
| have to acknowledge that the
preparation for exams has been a huge
learning curve. And | do think that one
does need to pull it all together. To see
the big picture. | think a really good

assignment like ours is a better way of

doing it than through an exam. Because

an exam makes one too strategic in ong
learning, because one is under a time
limit and wants to answer the questions
well in an exam. And | think that our
assignments enforce that kind of pulling
together; that overview. The purpose is
consolidate; to check that the people ha
engaged at the level you want them to.
Both in terms of their reflection on their
practice and in terms of their engageme
with the theory and the course processt
And it's a way of getting them to pull it &
together in an assignment. To provide
evidence that they have achieved the
outcomes.

From her own experience Lynn believe
skarticipants learn by coming to session
nand completing the tasks. She does,

however, also believe that one needs t
consolidate what one has learned and
a really good assignment is a better wa
of doing that than an exam.
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E8: We also ask lecturers to complete &
journal. And the journal is an opportunit
to document one’s thoughts as you go
along. Because a lot of people engage
reflective practice so it's documenting
those thoughts so that one can come b
and find them again. The few times | hg
managed to keep a journal | have foung
really interesting and I've gone back to
see what | thought at that point in time.
Having that journal reminds you of the
processes you were going through and
that can only be valuable when you are
trying to document it at the end. There i
intrinsic value that one hopes will lead t
improved practice. Even at that point it
can lead to development, to thinking
about your practices and how one woul
like to change them in the future.

1 They also ask lecturers to complete a
yjournal. And she sees the journal as an
opportunity to document one’s thoughts

again. Lynn believes there is intrinsic
awlalue in reflecting in this way that one
vieopes will lead to improved practice.
it

o O

rso that one can come back and find the

U7

E9: And this year we are tightening up i
terms of the structures to enable people
do their journals more effectively. So, |
think we are going to see people using
their journals more explicitly in the
future. | think it's been a development g
the course. Certain people have used tt
journal. One of our students, for examp
was introduced to the journal on our
course and has used it differently. He
used it for a new course that he had
developed. He decided to write a journa
every day while he was teaching this
course and he came out saying it was t
most fantastic thing and he used that
journal to write one of his papers for his
portfolio. And he claims that he could n
have done that without the journal. So
that was someone taking the idea and
“flying” with it. I'm not sure that
everybody in our groups do that.

nLynn observes that they are putting

 ghructures in place to enable people to
their journal more effectively. She feels
this has been a development of the col
and gives an example of one of their

fstudents who wrote a journal each day

nevhile teaching a course then used that

&g basis for writing one of his papers for
his portfolio.
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E10: Presentations, theoretically, are ar
opportunity for the sharing of practice
enabling the group to give feedback. S¢
it's another angle on your practices. In
the preparation of the presentation one
must unpack what one does and questi
one’s assumptions and theories. See if
there’s a fit between those assumptions
and theories. So, there is a lot happenir
cognitively as you prepare for the
presentation. And it's a different kind of
preparation from a written assignment
because it's a different way of presentir
what you do. And then, in theory, that
group should be able to give back to the
which will then lead to further
development.

1 And she sees presentations as an
opportunity for the sharing of practice
,enabling the group to give feedback.
They involve a different kind of
preparation from a written assignment

ohecause they are a different way of
presenting what one does. Theoreticall
feedback from the group should lead tg

durther development.
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E11: One of the people currently
completing her portfolio refers to
feedback which she received from one
her presentations and how that influeng
the way she thinks about her discipline.
There are isolated examples of knowing
that it has had the effect one hoped. Bu
like much teaching, one can’'t always be
sure. The person receiving the feedbac
either gets a valuable affirmation or
further ideas to think about and the
person giving the feedback is required t
think about the presentation in a more
critical way. To give feedback is a
valuable process.

Lynn believes that the giving and

receiving of feedback is a valuable
pprocess. The person receiving the
efdedback is affirmed or encouraged to

explore ideas further while the person
y giving feedback is required to think
tcritically about the presentation.
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E12: I've always felt the presentations
are really important. | know with one
group that they never got round to doin
those presentations and two of these
people really regret it. And | think in a
structural sense that they regret it
because it didn’t force them to do
something. So not in the developmenta
sense that | would have hoped for but
more in a practical way. So I'm really
going to try and keep presentations goi
The other side is that at least one persa
found the presentations quite boring. Tk
is a pity if people aren’t open enough to
be interested in one another’s practice.
But there is the potential that it could be
quite tedious and time-consuming
especially in a large group. But also an
opportunity, especially for young
lecturers, to be presenting their ideas in
different forum. And it's quite low risk
because you aren’t going to fail but high
risk in that you are presenting to your
peers.

She has always felt that presentations
important. In addition to forcing
jparticipants to engage with the task, sh
also sees presentations as an opportur,
especially for your lecturers, to present
their ideas in a different forum.
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E13: 1 think that those who were able to
do their presentations were able to do t
assignment better. It has been part of tf
scaffolding and formative assessment t
has been done.

Lynn thinks that those who were able t
heo their presentations were able to do
idetter assignments. She sees the
hptesentations as part of the scaffolding
and formative assessment that is done

E14: It still amazes me how much | lear
about teaching when | read the portfolig
And how much | learn about individual
people’s contexts and what is going on
the University. | think the backwash effe
is particularly positive in the form in
which we are doing it because it require
the people to give so much of themselv
And one can sit with people for a whole|
year and you still don’t know things abo
them which are revealed often in a
portfolio.

nAnd she is amazed by how much she
dearns about teaching and individuals’
contexts when she reads the portfolios
ind she feels there are tremendous
2dienefits for people doing the portfolio
because it requires them to give so mu
f themselves.
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E15: 1 think our courses are planned wit
the assessment so much in mind. Our
course has been designed with an
understanding of alignment in mind. Th
makes a huge difference. So | know thg
my outcomes are aligned with that
assessment task. The other day | thoug
that | should reread the task and check
that I'm doing what | should be doing to
enable them to do the task. And |
probably will do that as a double check
but actually | know that if | follow the
curriculum plan it will be fine because |
know when | designed the course, the
outcomes and the assessment task andg
criteria were all aligned. And | think it's
different because we have that meta-
cognitive understanding of alignment.
And we’'ve been good at making sure th
the elements are aligned. Not that we c
cover everything in the contact sessions
but there is an awareness through the
materials, the resources that we give ou
participants that they have the tools to
enable them to do those tasks. | think
there is very clear alignment.

hLynn observes that their courses are
designed with an understanding of the
Importance of assessment and alignme

a\nd she finds this reassuring because

enable them to complete the tasks.
ht

itknows that participants have the tools to

nt.
she

E16: I'm aware of always trying to mode
things. Because our content is about
teaching, another aspect of alignment f
us is practising what we preach. | think
that adds another layer of alignment.

ILynn is aware of the importance as
educators of modelling sound teaching

ppractice. She feels that adds another
aspect to alignment.

E17:1 think we are allowing our student
to be creative through our assessment
practices. So although we have these

layers of assessment criteria | still think
there’s huge scope for innovation and

creativity. And | think that can affect the
practice.

sShe believes that they are allowing hug
scope for innovation and creativity
through their assessment practices. Sh
feels this can affect lecturers’ practice.
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E18: The way in which we assess has
made me very aware of what it is we ar
trying to do which is to improve people’s
practice. It's not just about them handin
in a document for assessment purposes
we were assessing in another way it mi
become much more of a cognitive only
type exercise. We are not just talking
about an academic exercise but we are
talking about how, for example, the
lecturer really cares about her students
think the form of assessment allows us
really think about what it is we are
wanting to achieve. And it's about real
outcomes as opposed to just cognitive
outcomes. We really want to see the
journey of their professional
development. We are not just wanting t
see that they can write a good portfolio,
We are looking at what's happening in
their practice.

The way in which they assess has
eincreased Lynn’s awareness that they «

gbelieves the form of assessment allows
5 tiem to carefully consider what it is the
gate wishing their studies to achieve.

to

5trying to improve people’s practice. She

are

E19: Any professional person has a

sound knowledge base. Using the OBE
speak is helping me conceptualise this.
And we do need skills. | don’t think that
one has to be the best teacher in every
context but | do think we need a base le
of communication skills in order to do o
jobs. Otherwise it's not going to work. W
cannot be modelling things that we are

absolutely incapable of doing ourselves.

Any professional person has a sound
knowledge base. And she believes one
needs a base level of communication
skills to do one’s job. As an educator o
cannot model things one is incapable o

\aing oneself.
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E20: Integrity is very important. We nee
to have a strong level of integrity. We
deal with very sensitive issues, people’s
lives. We are dealing with people’s
perceptions of themselves. There’s a lo
around the kind of values we need to
develop and display to the people we d
with. There’s a kind of honesty but also
sensitivity...we need to draw on a rangg¢
of affective skills...counselling. | think
being able to counsel people in a
constructive way is quite a big part of
what we have to do. To be critical, yet
sensitive to them. It’s quite tricky what v
have to do.

tincluding the need to counsel in a

dLynn believes they need to have a stro
level of integrity because they are deal
5 with people’s lives. And they need to
draw on a range of affective skills

constructive, yet critical, way.
eal

D

E21:1 think we do practise what we
preach in terms of being critically
reflective of our own practices — all our
practices including our assessment
practices. We actually allow our
participants to tell us problems with the
assessment they've had. There has beg¢
mixed reaction to what we’ve done but
think that is inevitable because it's such
an open-ended form of assessment. It i
going to be harder for some people tha
others and it's going to feed into some
people’s insecurity to a certain extent.
Although we have given them a lot of
support. | am not sure what more we
could do.

Lynn feels they model critically
reflective behaviour in that they allow
participants to tell them problems they’
experienced with the assessment. Tha
there has been a mixed reaction, she
believes is inevitable, because it's such
2rad open-ended form of assessment.

= O

E22: 1 think that people who think about
their assessment think about their

teaching. | think you could get people
who think about their teaching but leave
assessment — who haven’'t made that lg
to understand how important assessme
is. But | think if you are thinking about

assessment you have to think about the

teaching. If you are prepared to put so
much into your assessment then you w
understand the significance of it in term
of the teaching and the planning and th
alignment.

She believes that it is likely that those
people who put much into their
assessment will understand the

» significance of it for other areas of their
dpaching and curriculum planning.
nt
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E23: There are little warning bells
occasionally about people who make
blanket claims about assessment being

everything. That can also be dangerous.

do think that one must be careful. I thin
one can get to assessment through

teaching as well. The statements that y
have to start with assessment and that
assessment is the thing, | think that cou
lead to malpractice of its own.

K

And Lynn feels one must be cautious
about making unrealistic claims about

assessment being everything. She fees

that could lead to malpractice.
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E24:1 think there is a space for good old
fashioned teaching as well. | think one
must be careful of “throwing the baby o
with the bath water”. Where anything
new comes in one has to look at it

moderately and within a context. That's

She feels there is also a space for goo
teaching. One has to view any innovati

Ltnoderately and within its context.

when the method of assessment has such

a strong influence. This could never
happen with the portfolio. Although we
have these criteria we are not check
listing what is and isn’'t done.

-

E25: The nature of adult learning. | vary
a little between deciding how much
structure adults need. But nevertheless

these are not grade school children. Andwhat they do is about getting participarn

people are coming with a lot. And a lot
what we do is not about teaching them
something new but about getting them t
make explicit stuff that they do and stuff
that they know.

She is conscious of the nature of adult
learning and varies in deciding how
much structure adults need. Much of

know.
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pto make explicit what they already do and
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E26: Just recently that's become quite &
important thought for me. Not to becom
too arrogant about what we achieve
because we are actually dealing with ve
intelligent people who wouldn’t be doing
this job if they weren’t very intelligent

)

and very motivated. We have to remembegrtain staff members.

who we are dealing with and we have ¢
be careful of arrogant claims of having
taught them stuff. It's about giving them
space to actually bring out what they
already know. | would hate to claim that
transformed certain staff members. | thi
I've added to their development through
the exposure, through the conversation

D

rAnd that has recently become quite an
eimportant thought for Lynn. As

rigecause they are dealing with highly

nk

S.

facilitators they must not be too arrogant

intelligent and motivated people. She

would hate to claim that she transformed

a

E27: But whereas when you are teachirn
Grade Ones to read, you can claim that
you absolutely gave them the tools to
read. Our kind of teaching is very
different to that. We must be careful of
grand claims. We are very much
facilitating their learning. And | really
believe that with the kind of teaching we
are doing that it is so much up to the
individual where they go with it. We are
not in the market of that kind of learning
where we check up on them. We are
giving them a whole lot of stuff, some
discussion and then it's really up to ther
| feel that very strongly. But our own
passion and motivation can contribute t
getting them through.

@gShe points out that their role is very

different to that of a grade one teacher
They are very much facilitating their

participants’ learning and she believes it
is so much up to the individual where he
or she goes with it.
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E28: It is through reading people’s
portfolios and seeing where they are
going that | have had that feeling of the
having taken something and gone with
I've certainly found it quite humbling. |
think the assessment and reading abou
what people do and their own
philosophies is great. | never started off
thinking that | was this expert who was
going to be teaching these people all
these incredible things. | very much see
myself as a resource. Because it's my j
to read and to know about what'’s out
there in the area of teaching and
learning. So | certainly didn’t start off
believing that | was going to be able to
show them the way.

And Lynn has found it humbling readin
people’s portfolios and seeing how they
rhave developed their thinking. She’s
tnever believed that she was the expert
and sees herself as a resource.

t
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E29: But the way in which we’ve assess
has confirmed that role for me. That it is
my role to be a resource, to facilitate an
to be a reader and to facilitate but not n
role to tell them how to do their job.
There was a point in which | felt that
maybe | was inadequate and that | shot
be prepared to risk more and to be mor
directive in telling people how they
should be doing their assessment. But
don’t think | can. | feel uncomfortable
taking that role on too strongly. | feel |
have to be a lot less assertive than that
make suggestions, | expose them to ca
studies, | show them other people’s ide
and | get them to talk to one another. B
| would still feel very uncomfortable as
challenging them too strongly. | need to
be open to revisiting this. This is where
am now.

ethe way in which they have chosen to
5 assess the course has confirmed her
dbelief that her role is to facilitate rather
ythan to tell people how to do their jobs.
And, at present, she feels uncomfortab
taking on a role that is too challenging
ulolut prefers to make suggestions based
eideas and discussion.

I
se
AS
ol

le

on

278



E30: Maybe | don’t have enough
confidence. Maybe if | had more
confidence in feeling that | know what |
am doing, | would be prepared to
challenge people’s practices more. And
would be in their assignments that |
would do that. And engage in a deeper
level in what they are doing. And I think|
will need to explore that more for mysel
in time is just how directive | should be.
How much should | challenge people’s
own practices is an open issue for me.
Certainly at this point | don’t feel it is my
role to challenge in a very aggressive
way. | think it's to be done quite gently.
think it's the nature of who we are
dealing with and | just don’t feel | can te
them what to do. | don’t think we must
underestimate that we do as the facilita]
come in with a certain amount of input
and | think we must be prepared to say
that.

f situation.

Lynn wonders if she had more
confidence whether she might not be
more prepared to challenge people’s
practice. While, at this point she does 1
iteel it is her role to challenge in a very
aggressive way, she does not think the
should underestimate the amount of in
lthey, as facilitators, bring into the
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