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ABSTRACT

This study focuses on the learners’ perspectives of formative assessment in Tourism as a
subject in South African secondary school. This study, therefore, includes the voices of the
learners in the Tourism classroom which has been missing and unheard. This study examines
learner’s perception and uses of formative assessment to enhance learning within their Tourism
class by using the constructivist theory as it lens to guide the study. The study followed the
qualitative approach and adopted the interpretive paradigm in conducting a case study research
in one secondary school in the KwaZulu-Natal province. The semi structured interviews and
focus group discussion were used to generate data from eight Grade 11 learners. The findings
in this study revealed that learners perceive formative assessment in Tourism through its nature
and purpose of formative assessment. The findings further revealed that learners use formative
assessment for various reasons such as summative benefits; to monitor their ability and
progress; use feedback from formative assessment; and that the learners use of formative
assessment as a means to learn in different ways. The study concludes that the learners in
Tourism are benefiting from formative assessment and that it has a great potential to enhance

their learning.
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CHAPTER ONE

ORIENTATION TO THE STUDY

1.1 Introduction
The aim of this study was to examine learners’ perceptions of formative assessment within the

context of the subject Tourism. The post-apartheid South African curriculum has introduced
many changes in assessment, especially in Tourism, which is a relatively new subject in the
secondary school curriculum (Dube, 2014). Tourism as a secondary school subject in South
Africa was first introduced in 1998 as one of the 25 elective subjects in the new National
Curriculum Statement (NCS) in 2006 for Grades 10-12. Four subjects are compulsory: A Home
Language, a First Additional Language, Life Orientations, and Mathematics or Mathematical
Literacy. Tourism was introduced as an elective subject that would develop an awareness of
the value that the Tourism industry brings to local areas and their economy. The subject is also
intended to encourage learners to identify entrepreneurial opportunities for themselves and thus
it should address the prevailing social problem of unemployment in the country (Department
of Education, 2003). Assessment practices in Tourism became crucial in ensuring that high
skills are developed in learners. As noted by Redfield, Roeber and Stiggins (2008), assessment
plays a fundamental role in underpinning learners’ learning in basic education and, as such,
should be an integral part of any teaching and learning strategy. For this reason, one of the
areas of the curriculum that has undergone considerable re-conceptualisation is assessment, as
it is considered an integral part of the learning process (Kanjee, 2006). Change in assessment
strategies and approaches became necessary as it became paramount to establish whether
learners were being educated and assessed appropriately so that they would be equipped for
the changing needs of society and workplaces.

Assessment underpins the processes of teaching and learning, especially in vocational subjects
such as Tourism. Shepard (2000) points out that assessment is at the heart of teaching as it
provides a necessary condition for judging success or failure of teaching and learning. It is a
continuous and planned process of gathering information on learner performance. According
to Sieborger and Macintosh (1998), the purpose of educational assessment is to improve
teaching and learning because assessment is an integral part of the education process and is
irrevocably bound up with the curriculum. Assessment happens daily in the classroom and

could take different forms. Black (1998, p.13) identifies three purposes of assessment:

1



"Assessment is concerned respectively with the support of learning, with reporting the
achievement of the individual learner and with satisfying demands for educational

accountability".

Given that the subject, Tourism is meant to empower learners to be integrated into the labour-
intensive tourism industry, assessment plays a major role in preparing learners to gain both the
professional and practical skills required by this industry. Hence, the primary purpose of
Tourism as outlined in the Curriculum Assessment Policy Statement (CAPS) for the FET phase
Grades 10-12 is to equip learners with knowledge, skills, values and attitudes that will enable
their meaningful participation in the workplace and society (DoE, 2011). In this regard, it is
undeniable that the nature of the assessment activities that learners are exposed to should
provide them with opportunities to apply what they have learned in practice and to gain work
related skills. Assessment in Tourism thus has both a formative and summative purpose.
Summative assessment evaluates the performance of learners at the end of a learning program,
whereas formative assessment incorporates all those processes by which teachers and learners
use information about learners’ achievement to improve their knowledge and understanding
and to support their continued development. The National Curriculum Statement (NCS), as
outlined in the Curriculum and Assessment Policy Statement for Tourism (CAPS), and the
National Protocol on Assessment both stipulate that assessment in Grades 10-12 should be both
formative and summative (Department of Basic Education, 2012); more specifically, in
Tourism assessment should occur both formally and informally (Department of Basic
Education, 2011). The emphasis on formative assessment indicates a clear shift from previous
assessment practices that were driven by summative assessment (Reyneke, Meyer & Nel,
2010). Against this background, the purpose of this study was to examine learners’ perceptions
and use of formative assessment to enhance learning in Tourism and to establish how the

learners translated their perceptions into practice.

1.2 Tourism as a School Subject in South Africa
Tourism as a secondary school subject in the Further Education and Training (FET) phase was

developed by South African curriculum developers as one of the strategies to advance job
opportunities for young people in the country. It was assumed at its inception as a subject that
it would benefit, amongst others, learners from previously disadvantaged communities by

capacitating them with the knowledge and skills for employment in the Tourism industry



(Department of Education, 1996). According to Dube (2014), Tourism as subject in secondary
schools is intended to aid learners to understand the rapid growth of the Tourism industry and
its importance for the South African economy through its contribution to the gross domestic
product (GDP). Tourism was thus introduced to meet the needs of businesses, to redress
historical inequities by creating employment opportunities and, most saliently, to advance the
national economy. Tourism was avowed as an elective school subject that learners could
choose as one of their three elective subjects in the FET phase at the end of Grade 9. The subject
is covered over three years (Grades 10-12) and is worth 20 credits at NQF Level 4, which is
the FET exit level (Umalusi, 2014).

Tourism is offered by means of an integrated interdisciplinary curriculum which includes
subjects such as Economics, Business Studies, Geography, History, and subjects in the sciences
such as Physical Sciences and Life Sciences (Pawson, 2002, p.16). Tribe (1997) with Kunwar
(2018) notes that Tourism education should incorporate a number of concepts that are not
specific to the tourism industry but that may be contextualised to create a tourism perspective.
The subject content of Tourism serves as a basis for the articulation of related fields in higher
education (Saayman, 2005), and thus it prepares learners at school level and beyond for career
opportunities (Chili, 2013). As noted by Dube (2014), Tourism as a subject provides learners
with a broad knowledge base and a skill set that are needed to understand the tourism industry
and that prepare them for further education. The compulsory practical assessment task (PAT)
that is incorporated in the subject content underscores this purpose, as this task requires
advanced and multiple skills that are informed by real-world problems and their solution in the
tourism industry. Learners’ understanding of assessment practices in Tourism is thus vital in
informing their perceptions and use of their acquired skills in the real world. These processes

are supported and enhanced through formative assessment tasks.

1.3 Rationale for the Study

My interest in conducting a study that would focus on learners’ perceptions and use of
formative assessment to enhance their learning in Tourism was prompted by my personal and
professional experiences in this field. As a Tourism teacher in a high school in the KwaMashu
township of KwaZulu-Natal province, my personal observations and other anecdotal evidence
(such as the experiences of my colleagues) implied that formative assessment was not clearly

understood or applied. This was disturbing as formative assessment in Tourism should form a



large part of learning as reflected in the informal and formal assessment tasks that need to be
completed in each year (Grade 10-12). Formative assessment is intended to allow educators to
follow learners' progress while monitoring and supporting their learning (Wiliam, 2011).
However, based on my experiences as an educator, limited guidance is provided in the
curriculum policy and even less by the DOB on the specific requirements that are needed to
implement formative assessment in the classroom (Dube-Xaba & Makae, 2018). In addition,
teachers’ lack of assessment skills to implement effective formative assessment is compounded

by the large classes that they have to teach.

Despite NCS initiatives to propel the application of formative assessment, the most recent
research in international and South African contexts has focused on teacher involvement in
formative assessment and teacher implementation of formative assessment strategies (Kuze &
Shumba, 2011; Haroldson, 2012; Restrepo & Nelson, 2013; Panchbhai, Vagha & Bhowale,
2014; Kangee & Moloi, 2014; Ngwenya, 2014). Learners’ perspectives on formative
assessment have been explored in subjects such as Mathematics (Bansilal, James & Naidoo,
2010) and Chemistry as a component of Physical Sciences (Haroldson, 2010). Scholars have
also explored various aspects of students’ perceptions of higher education (McSweeney, 2014,
Javid & Umer, 2014). | was thus challenged by the dearth in literature that focuses on the way
learners use and participate in formative assessment in South African secondary schools and in
Tourism in particular. This motivated the need for a study that would focus on learners’
perceptions and use of formative assessment. This study therefore gave recognition to the
voices of learners in the Tourism classroom. As these learners’ authentic perceptions and
experiences were explored, the findings of the study will contribute to the body of knowledge
in this field as gaps that existed in the literature on assessment in Tourism were addressed.

1.4  Statement of the Problem
The implementation of formative assessment in South Africa has been clouded by multiple

challenges ranging from a lack of understanding formative assessment by teachers to
inadequate resources, financial constraints and a lack of teacher training (Van Staden &
Molebatsi, 2017). Spaull (2013) refers to well-publicised problems in this field such as the
shortage of teachers, under qualified teachers, inadequate infrastructure, and poor teacher
performance in terms of CAPS requirements. In the classroom, these problems result in poor

learner achievement and standards, a lack of classroom discipline, and insufficient resources



(Vandeyar, 2005; Vandeyar & Killen, 2007; Kanjee, 2009; Ngwenya, 2014). More specifically,
research has shown that some Tourism teachers in South African schools are not adequately
trained and equipped (Chili, 2013; Dube, 2014), and the latter scholars exposed the fact that
these teachers had not specialised in Tourism in their tertiary studies and that this caused
serious challenges in implementing formative assessment in this subject (Chili, 2013; Dube,
2016).

In addition, Omorogiuwa (2008) poses that learner whose language of instruction is English
but whose home language is one of the indigenous languages usually face challenges in
completing their formative assessment tasks, especially when ambiguous or unfamiliar words
and jargon are used to pose the task requirements. Teachers also experience difficulties in
implementing formative assessment due to insufficient knowledge of and inexperience in
formative assessment (Akhmedina, 2017). It is also argued that students’ negative perceptions
and attitudes create obstacles for teachers who need to implement formative assessment
practices (Akhmedina, 2017).

A critical evaluation of the CAPS for Tourism revealed that the formative assessment
requirements for Tourism had not been appropriately planned and developed as the emphasis
is on a standardised and centralised rather that a formalised approach to assessment (Umalusi,
2014). This suggests that teachers do not take the different learning styles of learners or their
knowledge and understanding into consideration when tasks are set. Given the challenges
surrounding the implementation of formative assessment as indicated above, it was necessary

to examine learners’ perspectives of formative assessment in Tourism as a subject.

1.5 Purpose of the Study
While research has revealed that formative assessment improves learner achievement (Black

& Wiliam, 2018), it is unclear whether or not learners perceive formative assessment to be
beneficial, particularly when they take Tourism as a subject. Therefore, this study involved
South African secondary school learners to elicit and evaluate their perspectives of formative

assessment in Tourism.



1.5.1 Research objectives

e To examine learners’ perceptions of formative assessment in Tourism as a subject.
e To examine learners’ use of formative assessment to enhance learning in Tourism as a

subject.

1.5.2 Research questions

To pursue the above objectives, this study aimed to answer the following key questions:

e What are learners’ perceptions of formative assessment in Tourism as a subject?

e How do learners use formative assessment to enhance learning in Tourism as a subject?

1.6 Clarifications of Terms

The aim of this section is to supply definitions of the key terms and concepts that are used in

this dissertation.

Assessment: This concept is multifaceted and means different things to different people.
According to Wylie and Lyon (2012, p.4), “...assessment is a term that can be used for many
different contexts and purposes”. Earle (2010, p. 2) asserts that assessment can be defined as
“...a critical piece of differentiated instruction that helps to identify the most effective
strategies and activities that will encourage learner learning”. Assessment can take place
throughout the course of learning when infused in the instruction (Earle, 2010). Therefore,
assessment is understood in this study as a process of gathering and interpreting evidence about
the performance of learners through the use of various forms of assessment (or assessment

tools).

Formative assessment: Formative assessment in the context of this study is used
interchangeably with the concept ‘assessment for learning’. “Formative assessment or
assessment for learning can be explained as the use of a task or an activity for determining

learner progress during the lesson and to provide valuable feedback on their own learning”



(Earle, 2010, p.1). Wylie and Lyon (2012, p.1) concur with Earle and further add that formative
assessment or assessment for learning is “...a classroom-based process in which learners and
teachers collect evidence of learning in order to understand current learning progress and to
make adjustments to learning or to teaching as necessary”. This definition indicates that
formative assessment in this study refers to any technique that is implemented to collect
information about a learners’ knowledge and understanding in order to guide learning and
instruction. This includes, but is not limited to, the use of various strategies, the formative use
of summative tests, and giving feedback to learners. These strategies can be informal or formal

in nature.

Tourism: Tourism is a field of study that has evolved over the years and has incurred different
names in different countries despite having the same nature. For example, in some countries
the subject is known as Travel and Tourism Education or Tourism Education (Tribe, 2000;
Goeldner, 2001; Gu, Kavanaugh, & Cong, 2007), while in the South African secondary
schooling system it was first called Travel and Tourism (Earle, 2008) and later Tourism
(Gadebe, 2005; Dube, 2016). The subject Tourism was introduced in the South African
schooling system in 1998 in Grades 10-12 and is offered as an elective (i.e., a non-compulsory
subject which a learner may or may not elect to study in school) in the NCS since 2006. The
subject Tourism in South Africa originated as a result of the developments and growth in the
tourism industry (Department of Environmental Affairs and Tourism, 2000). The subject is
meant to empower learners with knowledge of different services and skills required by the
tourism industry and the benefits they bring to the country’s economy (Department of
Environmental Affairs and Tourism, 2000). Formative assessment in this subject area was
explored through the eyes of learners who had elected it as a subject in order to gain a deeper

insight into their perspectives and use of formative assessment tasks.

1.7 Methodological Considerations
The interpretive paradigm was employed in this study. Leedy and Ormrod (2010, p. 12) define

an interpretive paradigm as “the way of looking at the world based on philosophical
assumptions that direct thinking action”. This paradigm thus allowed the researcher to consider
multiple socially constructed realities as they emerged during the interpretation of the data
(McMillan & Schumacher, 2010). The interpretive paradigm was a relevant and appropriate

choice as formative assessment was evaluated from the perspective of learners who had elected



and been involved in Tourism as a subject for more than a year. In line with the interpretive
theory, the study adopted a qualitative approach to gain in-depth understanding of these
learners’ experiences of formative assessment in the Tourism classroom. Cohen, Manion and
Morrison (2011) assert that qualitative researchers study phenomena in their natural settings
and thus attempt to make sense of and interpret them in terms of the meanings people bring to
them. The qualitative approach thus assisted me in understanding the learners’ perspectives

and use of formative assessment in Tourism by exploring their authentic views and perceptions.

This qualitative case study was undertaken in one secondary school because | endeavoured to
understand how Tourism learners perceived and used formative assessment in Tourism. Yin
(2011) asserts that a case study design that is informed by the qualitative approach is an in-
depth examination of a particular example of a phenomenon. In other words, the case study
provides the researcher and the reader a unique example of real people in a real situation
(Denzin & Lincoln, 2011). The study used qualitative data generation methods in the form of
three focus group discussions and individual semi-structured interviews and thus generated
data from eight Grade 11 learners who were purposively selected from the Tourism class in
one secondary school. The data that were obtained were analysed using thematic analysis.

1.8 Outline of the Dissertation
Chapter One: This chapter introduces the study by providing the background to and the

rationale of the study. It presents the statement of the problem and discusses the significance
of the study as a scholarly endeavour. It also examines the purpose of the study and expounds
the key objectives and the research questions that guided the study. A brief discussion on the
research methodology is also provided and an overview of the dissertation is presented by

chapter. The chapter is concluded with a short summary.

Chapter Two: This chapter presents a discussion of relevant findings in the literature. It
provides a thorough comprehension of key concerns in the field of formative assessment and
Tourism education. Relevant conceptual theories that underpin formative assessment were
discussed in detail. In addition, the theoretical framework that was adopted to comprehend the
learners ‘perceptions and uses of formative assessment to enhance learning in the Tourism

subject is discussed which is the constructivist theory of learning. The most relevant theories



under the constructivist theory were deemed to be Piaget’s cognitive constructivism theory and

Vygotsky’s social constructivism theory.

Chapter Three: The research methodology, paradigm, design and location are presented. The
sampling methods, the methods of data generation, the triangulation principle, and the data
analysis process are also explained. The issue of trustworthiness and the ethical considerations
that were adhered to are outlined while the limitations of the study are also explicated. The
chapter is concluded with a brief summary.

Chapter Four: In this chapter the data are presented, and the main findings are discussed. The

analysis of that data is linked to findings in the literature and the theoretical framework.

Chapter Five: This chapter presents the conclusion of the study. The findings are summarised

and discussed, and recommendations are offered.

1.9 Chapter Synthesis
In this chapter | discussed the background to the study and explained the purpose for and

rationale of the study. The significance of the study was discussed while the problem statement,
the objectives of the study, the key research questions, and a clarification of key terms were

presented. A brief overview of the dissertation chapters was also provided.

In the next chapter | shall present the literature review as well as the theoretical framework that

underpinned the study.



CHAPTER TWO

REVIEW OF RELATED LITERATURE

2.1 Introduction
The previous chapter presented a discussion of the background to the study. In this chapter, |

shall discuss the literature that was reviewed with particular reference to findings that were
related to the study. The theoretical framework in which this research was embedded is also
discussed. Hofstee (2011) argues that any successful research should be grounded on existing
literature and that a review of related literature is a vital step in any research process. The
information that was garnered from the literature thus informed and guided this study (Ndlovu,
2005). Unfortunately, there was a dearth of literature on Tourism as a subject in general and on
assessment in Tourism specifically, and thus I had to draw broad information from assessment
in other fields.

In the first section of this chapter I discuss different understandings of assessment and present
various versions of both local and international definitions of assessment. The difference
between formative assessment and summative assessment is examined and the purpose and
nature of assessment are explored. The significance of feedback in formative assessment and
learners’ perceptions of formative assessment are explored while challenges experienced in
terms of formative assessment are also highlighted. In the second section, the theoretical
framework that was used as a lens to frame this study is discussed. Thus the cognitive
constructivist theory of learning as posited by Piaget and Vygotsky’s theory of social
constructivism are examined and their benefits and relevance to the study are illuminated. The

chapter is concluded with a concise summary.

2.2 Understanding assessment
Assessment practices are central to educational accountability. Assessment does not have a

homogeneous definition because it means different things to different people. Hence, the
Quality Assurance Agency (QAA) (2007) opines that there is no collectively agreed upon
definition of assessment. As was earlier noted by Blake and Hanley (1995), assessment is the
judgement of learners’ learning based on given tasks. Similarly, Kennedy, Hyland and Ryan
(2007) state that academics have used the term assessment to describe processes of evaluating

the effectiveness of sequences of teaching and learning. Assessment is defined by Conradie,

10



Kirsch and Moyce (2012, p. 6) as “a continuously planned process where various forms of
assessment methods are used in order to gather and interpret information about the performance
of learners”. Similarly, Harlen (2012, p. 87) argues that assessment in an educational context
“involves deciding, collecting and making judgements about evidence relating to the goals of
the learning being assessed”. Smith (2011, p. 57) defines assessment as “a process which is
used when trying to understand and draw conclusions about learners’ achievement and progress
of learning”. According to Black and Wiliam (2009), assessment can be regarded as all those
exercises that are embraced by teachers and learners while evaluating themselves in order to
generate evidence about learning; this evidence could be used to make decisions about teaching
and learning. From the above definitions it is evident that the emphasis is on the measurement

of performance which is done by means of various assessment methods.

In a nutshell, assessment is a range of methods that are used to measure learner’s performance
in an educational context. This view is supported by Palomba and Banta (1999), who stipulate
that assessment is a systematic process of grading learners’ achievement in a given assessment
task. This product-oriented conception of assessment speaks to the after effects of the
engagement process and it focuses on how the learner progresses based on the graded mark.
This is in line with the view of Graue and Johnson (2011), who associate assessment with
accountability and testing. They maintain that assessment is associated with accountability and
that it is generally defined in terms of testing, which is a medium through which institutions
have become answerable to a concerned public. This outlines the significance of testing in

secondary education as it is perceived to determine equality and accountability.

Linked to this view is the understanding that assessment is required to determine certification
and accreditation. According to Ewell (2001), assessment is linked to certification when it is
used to certify any learner and to award grades. For accreditation purposes, it is the gathering
and use of combined data on learner achievement in various tasks to determine the extent to
which institutional programs, learning and teaching goals have been achieved. Hence
assessment provides data that can benefit both teaching and learning processes (Bers, 2008).
In addition, Bresciani (2006) opines that assessment is informed decisions for constant change
and a process that provides confirmation and evidence of learners’ achievement levels. This
definition tallies with that of Green and Johnson (2010, p. 388), who see assessment as “the
variety of methods used to determine what learners know and are able to do before, during and

after instruction” to make educational decisions about learners’ learning. In this regard,
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assessment can be viewed as significant in determining learners’ knowledge at all stages of the
teaching and learning process and by means of the use of different strategies. A shift thus
occurred from purely summative assessment to a combination of formative and summative
assessment as the Department of Basic Education (2011, p. 36) states that assessment is “the
process of collecting and interpreting evidence in order to determine learners’ progress in
learning and to make a judgment about [their] performance”. This definition is consistent with
that of Verhoeven and Devos (2005, p. 258), who state that assessment is “the collection and
interpretation of data about the teaching and learning process in order to measure the progress
of learners or to form a basis for making decisions about the progress of the teaching-learning

process”.

In summary, assessment is a process that is undertaken for the purposes of measurement,
curriculum evaluation and control, selection and placement, certification and accountability,
and the interpretation of the successful outcomes of learners’ learning. The definitions that
were explored highlight two main approaches to assessment, namely formative and summative

assessment.

2.3 Approaches to Assessment: Formative and Summative Assessment
The purpose and execution of assessment is central to education and these are underpinned by

the approach that is used for successful assessment outcomes. While the literature identifies
four types of assessment (baseline, diagnostic, formative and summative assessment), for the
purpose of this study I only explored two main approaches to assessment, namely formative
and summative which are used extensively for assessing learners. This does not suggest that
other types of assessment are not important. The focus of this study was on formative
assessment, but it could not be detached from summative assessment as the one presupposes
the other.

2.3.1 Summative assessment

Summative assessment, also known as assessment of learning, refers to strategies designed to
confirm what learners know and demonstrate whether they have met the set outcomes.
According to Daugherty, Black, Ecclestone, James and Newton (2010), summative assessment
is used to certify proficiency and make decisions about learners’ progress or placements.

According to Shepard (2006, p. 627), summative assessment is “the assessments carried out at
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the end of an instructional unit or course of study for the purpose of giving grades or otherwise
certifying learner proficiency”. It is used as a means of grading and making judgements
regarding learners’ achievements for purposes of selection and certification. Black (2013)
contends that summative assessment elicits learners’ knowledge and skills for the primary

purposes of recording achievement and awarding grades.

According to Wiliam (2011) and Black (2013), summative assessment is used to plan future
learning goals and pathways for learners and to provide a transparent interpretation of learning
outcomes for all audiences. It is thus designed to provide evidence of achievement to parents,
other educators, learners themselves, and sometimes outside groups such as employers and
educational institutions. This implies that summative assessment outcomes are released in the
public domain as it results in universal statements or symbols about how well learners
performed at any given level in the education system. It often contributes to pivotal decisions

that will affect learners’ future (Handley et al., 2007).

Summative assessment is administered after a set learning programme has been completed and,
as such, provides information that judges the success of that teaching and learning process.
Fisher and Frey (2007) are of the view that summative assessment is meant to judge learners’
competency after an instructional phase for the purpose of reporting, through universally
accepted symbols, at what level success in that programmes has been achieved. Wiliam (2011)
also argues that summative assessment provides a concluding picture of a learner’s
achievement and is usually administered at the end of a set point, such as at the end of a term
to assess what has been learned and how well it was taught. This approach to assessment is
linked to end-of-unit or end-of-term summative tasks which include traditional examinations,
formal tests, and research projects. In other words, it involves assessment activities that are
administered at the end of a learning phase and that are purposely assigned to collect
information to be used in making summative judgments (Brookhart, 2001). Summative
assessment is thus about determining the overall achievement of al earner in a learning area

over a specific period of time (Moss, 2013).

Another understanding presents summative assessment as an approach that is adopted to serve
certain purposes such as accountability, ranking, and certifying competence (Kennedy, Chan,
Fok, & MingYu, 2008). In summative assessment, the focus is usually on awarding marks or

grades to indicate whether the learner has an acceptable level of knowledge and can be
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progressed to the next grade (Earl, 2003). One significant advantage of summative assessment
is that it assists in assessing the attainment of learners’ learning against the intended
outcome(s). In addition, a report reflecting summative assessment symbols presents evidence
of a learner’s achievement (Burket, 2016). This suggests that the quality of a learner’s
achievement after the teaching and learning process is completed when assessed using
summative assessment methods (Burket, 2016). Conversely, Havnes and McDowell (2008)

argue that summative assessment fails to enhance or support high quality learning.

2.3.2 Formative Assessment

In this study, the term formative assessment is used synonymously with assessment for
learning. This is a process of continuously collecting evidence about learners’ learning with
the intention of identifying learners’ knowledge in order to assist them in achieving educational
outcomes (Heritage, 2007; Supovitz, 2012). The term formative assessment was first used by
Scriven in1967 in the context of program evaluation, and later by Bloom in1971 in the context
of education (Taras, 2009). It began as a distinct movement based on the principles of
supporting learners through assessment. Although many researchers built on the development
of the formative assessment theory, the most notable work was done by Black and Wiliam in
their seminal work. Black and Wiliam (1998; 2009; 2018) opine that formative assessment
involves the teacher’s planning about teaching and learning in response to assessment results.
They further argue that formative assessment is about learners receiving feedback about their
learning and what they can improve. These researchers further argue that formative assessment
is about learners’ participation in the assessment process. Therefore, the purpose of formative
assessment is to improve learning, and a critical component of formative evaluation involves

the removal of the evaluative component.

Formative assessment is regarded as “any planned or spontaneous teaching strategy used to
elicit learners’ conceptual development during instruction (Higgins, Grant, & Thompson, 2010,
p. 56). The latter authors also explain that formative assessment is an activity or task completed
by learners during the learning process which provides feedback to enhance their learning. It
involves continuously tasking learners with various assessment activities from which they
construct new knowledge. Hence, du Toit (2008) refers to formative assessment as continuous
tasks that should be assessed promptly in order to provide immediate feedback from which
learners learn. According to Irons (2008), one of the important foci of formative assessment is
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helping learners to recognise the level of learning they have acquired and to clarify educational
expectations and standards. Formative assessment is therefore designed with the purpose of
promoting learning as it becomes part of the instructional process and provides encouragement
(Wiliam, 2011). Therefore, assessment for learning is a pedagogical framework that is designed
to promote learning and learner engagement in their learning (Black & Wiliam, 2009). The key
is that learners know that the assessment is directed towards providing information about how
to improve their performance before the point where a final assessment of achievement

(summative assessment) is conducted.

Wiliam and Thompson (2007) argue that formative assessment is related to evidence from
formal and informal assessment tasks that are administered to inform instruction. These
assessment practices focus on developing knowledge, skills and values in learners as outlined
in CAPS (Van der Nest et al., 2018). Formal assessment typically means using a test that
involves standardised administration. Examples of formal assessment include standardised
tests or end of chapter tests. This type of assessment has a specific right or wrong answer based
on a set of predetermined criteria and has been used on other learners. Informal assessment, on
the other hand, requires the application of techniques that can easily be incorporated into
classroom routines and learning activities (Oosterhof, 2009). Informal assessment techniques
can be used during a lesson without interfering with instructional time. Their results are
indicative of learners’ performance in terms of skills or knowledge acquired in a subject or
learning area of interest. In administering informal assessment tasks or activities, teachers need
to have a clear understanding of the levels of ability the learners bring with them (Werquin,
2010).

Through the administration of informal tasks, formative assessment seeks to identify the
strengths and needs of individual learners as learning progresses. Examples of informal
assessment activities include projects, presentations, experiments, demonstrations, or
performances. For instance, informal assessment can provide quick feedback to a teacher
through the use of questioning. Teachers may use the learners’ performance in these types of
formative assessment tasks to provide verbal or written feedback to learners and to guide their
own curriculum decision making processes (Supovitz, 2012). Formative assessment is thus the
process of developing a learner by providing formative feedback pertaining to formal and
informal assessment tasks rather than testing learned information at the end of learning. By

using formative assessment, whether formal or informal, teachers might be able to determine
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what knowledge and skills learners have already acquired and to what degree. However, in the
South African curriculum (CAPS), and particularly in the FET phase, assessment practices that
focus on knowledge, skills and values are prescribed (Kanjee, 2009; Van Staden & Motsamai,
2017), which suggests that teachers do not have a free hand in devising such assessment
activities. This implies that this one-size-fits-all approach to formative assessment practices

can have a profound effect on learner’s experiences and perceptions of their capabilities.

Black and Wiliam (1998) argue that assessing learners’ progress in the formative context
entails a combination of the formal and informal assessment approaches to maximise the
validity of assessment. Ramsey (2016) concurs that formative assessment is a fundamental
teaching method which should be used to yield large and consistent achievement gains.
However, when formative tasks are prescriptive across a national curriculum (as they are in the
CAPS document for each grade and subject in the FET phase), this assessment process fails in
acknowledging learners’ diversity in terms of origin, circumstances, access to resources, and
needs and abilities, to name a few. This point is explicated by the prescriptive nature of the
assessment tasks in Tourism (type of task, term when it needs to be conducted and mark
allocation). Teachers thus do not teach towards their learners’ needs and proximal zone of
development (Vygotsky, 1978), but towards a prescriptive curriculum. However, an
investigation into the validity of this argument was beyond the scope of this study and will not
be explored further. Suffice it to say that the required tasks in Tourism are related to formative

assessment, which was the focus of this study.

The above discussion highlighted that the main aim of assessment is to determine learners’
strengths and weaknesses in learning so that teachers can improve their teaching strategies and
provide more opportunities for learners to achieve the desired learning outcomes and to
progress to the next grade. Summative assessment is characterised by standardised tests about
what learners have learned at the end of a learning period. In contrast, formative assessment is
characterised by learners’ active engagement in the assessment and feedback provided by the
teacher to help them learn. Proponents of this type of assessment are against the use of
summative assessment, as they argue that tests and examinations measure the achievement of
the learner instead of helping them improve their work (Kellagha & Greaney, 2003; Mansor,
Leng, Rasul, Raof, & Yusoff, 2013; Lund & Kirk, 2019).

16



Although formative and summative assessment were presented in the above discussion as two
discrete approaches to assessment, there is considerable overlap. Black (2013) highlights that
the formative and summative purposes of assessment are interwoven in that they are mutually
supportive rather than exclusive. It can therefore be observed that these approaches to
assessment take varying forms in terms of techniques applied; timing and objectives, and both
have their place in the classroom. Selecting an assessment approach thus involves looking at
the goals, use and benefits of each type of assessment, although a combination of these
approaches would provide the best picture of a learner's achievement of the learning outcomes.
Therefore, formative assessment is aimed at motivating learners to do better. It was against
this background that the currents study examined learners’ perceptions and use of formative
assessment to enhance their learning, with specific reference to the subject Tourism in the FET

phase of schooling.

2.4  Feedback in Formative Assessment
Generally, feedback based on formative tasks in Tourism is delivered to encourage learners to

enhance their performance in the future. Assessment should play a powerful role in conveying
information clearly and directly to learners about their learning (Department of Education,
2005). According to Irons (2008, p. 7), formative feedback is described as “any information,
process, or activity which affords or accelerates learners’ learning based on comments relating
to either formative assessment or summative assessment”. Assessment becomes formative in
nature only when learners are provided with feedback to support and enhance teaching and
learning. Thus learners' actions and attitude to learning need to be informed by the teacher’s
assessment and feedback efforts. According to Black and Wiliam (1998), the information
obtained through formative assessment should be used to modify and enhance learning
activities. It is in this context that Wragg (2001, p. 35) argues that "if assessment is to be linked

to learning, then feedback is an important part of this connection”.

Most researchers view feedback as imparting information or knowledge about learners'
performance and also to identify the gap between where learners are and where they need to
be (Supovitz, 2012; McMillan, 2013; Talib, Kamsah, Naim, & Latif, 2014; Byabato & Kisamo,
2014). Feedback means receiving information or results based on one's efforts which focuses

on specific outcomes and what the learner needs to do to improve (Supovitz, 2012). Providing
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learners with continuous descriptive feedback shows them how to do better the next time and

is a frame of reference from which to track their own progress.

The use of formative assessment as a means of improving learner performance has received
renewed attention in the research literature in recent years (Higgins, Grant, & Thompson, 2010;
Byabato & Kisamo, 2014; Black & Wiliam, 2018; Van der Nest, Lang, & Engelbrecht, 2018).
The emphasis in formative assessment is on on-going learner support and providing timely
feedback to increase learning by directly improving learning (Black & Wiliam, 1998, 2009).
Formative assessment should thus be designed to provide rich feedback and support for
learning and to inform learners of their current achievement (Ibid.). In essence; feedback should
suggest the next steps in learners’ learning or provide a basis for re-teaching and re-learning if
the required knowledge and skills have not been mastered. Feedback provides opportunities
for learners to adjust and improve towards mastering given assessment standards (Barry, 2008).
Through descriptive and unambiguous feedback, learners’ motivation and learning are
enhanced and it encourages reflection and clarifies the path to progress (Crisp, 2007).
Formative assessment should thus provide learners with opportunities to learn using the
feedback that they received. The effectiveness of the formative component of school-based
assessment (SBA) is determined by the quality of the feedback both teachers and learners
receive. However, various authors such as Carless (2007) have expressed the concern that the
feedback that learners receive prompts them to focus more on their scores rather than on the
value of an assignment (Carless, 2007). Thus, in the feedback process the teacher should
provide the opportunity for learners to engage with them in discussion about the assessment

outcome, particularly if they under-performed.

Immediately after feedback, times should be provided to remediate what has not been achieved
in order to improve performance in subsequent tasks. Research confirms the above assertion
and urges that effective feedback should be given timeously during the teaching and learning
process in order to help to improve learning (Clarke, 2008; Black & Wiliam, 2017).

According to Brookhart (2008), feedback is a core teaching activity that should support
learning through providing information to learners that will enable them to acquire and
demonstrate knowledge, skills and competencies and to identify pathways for improvement
Das, Alsalhanies, Nauhria, Joshi and Khan (2017) concur, and indicate that feedback helps to

fill learning gaps. Thus the principal purpose of formative assessment is to contribute through
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feedback and feed forward towards learners’ learning. An assessment activity can enhance
learning if it entails feedback by teachers and reflection and review by learners. In this manner
learning (and also teaching strategies) will be modified and improved. Such assessment
becomes formative assessment when the evidence is actually used to adapt teaching on order

to meet the needs of learners (Black et al., 2003).

When learners receive feedback in order to understand what they did wrong and how to
improve their learning, they should not be compared to other learners. Feedback should be of
high quality and should emphasise mastery rather than performance so that individual learners
can advance their outcomes in specific areas of weakness (Wiliam, 2014). Feedback can also
be connected developmentally to scores on summative evaluation to help learners know where
they have to improve. Learners can also engage in self and companion evaluation to identify
any gaps in their learning. Effective feedback based on formative assessment also informs
learners about any gaps in their work that they might not have noticed themselves; they might
then understand how it fits with what they are trying to learn and accomplish (Brookhart, 2011).
According to Brookhart (2011), effective feedback needs to be timely; should focus on one or
more strengths; should offer at least one suggestion for improvement or the next step; needs to
focus on the learner’s work and not the work process; is descriptive and not judgmental; and is
positive, clear, and specific. In addition, Hughes (2011) argues that feedback needs to relate to
a specific task and match the needs of learners.

Feedback strategies are numerous and can vary in terms of timing, volume, mode and audience
(Brookhart, 2008). General principles for feedback should be adjusted depending on the
learners’ needs. Feedback to the struggling learner should include focusing on the process,
selecting only one or just a few points, giving self-referenced feedback to describe progress or
capability, be very clear, and should check for understanding (Brookhart, 2011). Torrance
(2007) conducted a study on assessment in the United Kingdom and found that learning was
retarded if feedback was supported by short-term rewards, praise, and ‘incentives’ such as
‘smiley face’ stickers rather than detailed comments on how to develop an idea further or how
to solve a particular problem. The former external rewards encouraged competition among the

learners without improving their understanding of the work.

The literature undeniably urges that formative assessment and feedback inform the entire

process of teaching and learning and thus assists both teachers and learners in improving

19



academic performance. Feedback based on formative assessment tasks and activities is
generally regarded as central in improving knowledge and skills acquisition. Therefore, if we
presume that offering opportunities for learning should be the main focus in the Tourism
context, then an intervention such as feedback will contribute significantly to learning. Current
research on feedback has focused on explaining and extending teachers’ feedback practices,
but limited research has been conducted on how feedback in formative assessment is received,
perceived, processed and used by learners, especially in Tourism in the secondary school. This
study addressed this gap as it focused on learners’ perceptions and use of formative assessment

to enhance learning in Tourism.

2.5 The Role of Formative Assessment in Learning
The relevance of formative assessment in the lives of learners cannot be overemphasised in

classroom settings. Formative assessment is a vital tool in teaching and learning. This implies
that formative assessment is a process used by teachers and learners as part of instruction to
provide feedback to adjust ongoing teaching and learning to improve learners’ achievement of
core content (Council of Chief State School Officers, 2010). The literature reveals that
formative assessment is vital for learning as it motivates learners, increases learner
engagement, helps learners to check if their learning outcomes have been achieved, and
enhances learning (Zou, 2008; Keefer, Wilson, Dankowicz, & Loui, 2014; Elmanhdi, Al-
Hattami, & Fawzi, 2018). For example, a study by Moyosore (2015) that investigated the effect
of formative assessment on learners’ achievement in secondary school Mathematics revealed
that learners who were exposed to formative assessment displayed a strong significant
improvement in their performance. This implies that using formative assessment produces

increased learner achievement.

The literature has thus shown that the use of formative assessment not only increases learners’
achievement but closes achievement gaps amongst learners (Black & Wiliam, 2009, 2007;
Economic Co-Operation and Development [OECD], 2005; Marshall, 2005). Black and Wiliam
(2007; 2010) reviewed various articles and chapters on formative assessment research and
found evidence that formative assessment is directly linked to significant and substantial gains
in learning. Based on their research, they concluded that formative assessment helps low
achievers more than other learners and so reduces the range among achievement levels while

raising achievement overall (Black & Wiliam, 2009). In essence, formative assessment helps
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learners develop their learning in order to acquire skills as it involves learners as partners in
the learning process through emphasis on peer-assessment and self-assessment skills (OECD,
2005; Black & Wiliam, 2018).

The literature revealed that formative assessment advances learners’ learning skills and helps
them develop significant skills for lifelong learning (OECD, 2005; Dunn & Mulvenon, 2009;
Diana, 2019). More specifically, Diana (2019) notes that formative assessment monitors
learners’ acquisition of knowledge and skills during educational preparation. Similarly,
Lumadi (2013) suggests that learners will show greatest long-term gains in academic
achievement after interventions using formative assessment. Assessment should allow learners
to self-assess and monitor their progress throughout the year. It should also help them to make
informed decisions about what to learn, how to learn it, and how best to evidence achievement
in their learning. Therefore, knowing that learning is possible may go a long way towards
motivating learners who think that achieving learning goals is out of their reach, and this could

be achieved by using formative assessment.

Formative assessment in the classroom has the potential to assist teachers and learners to
determine, monitor and improve their respective performances. Meador (2017) affirms that
formative assessment increases learning and learners’ engagements, is easy to create and use,
and helps teachers to monitor learning goals and progress. This view is supported by Vingsle
(2014), who states that formative assessment is used to meet learners’ learning needs and to
engage them in common learning activities while they take charge of their learning. This
suggests that the effective administration of formative assessment by teachers might help
learners to develop their potential, to be critical thinkers, and to become independent, life-long
learners. When used effectively in the classroom, formative assessment can assist learners in
identifying their own strengths and weaknesses (Cizek et al., 2019; Deane & Sparks, 2019).
This suggests that the use of formative assessment is essential in the classroom as it might help
learners to track and document their own progress on their journey to attaining the set learning
outcomes. Learners are able to evaluate their own learning more effectively and to see how
closely their own work matches the learning outcomes and this, in turn, enables them to

understand and monitor their own learning.

Further to that, Heritage (2010) indicates that using formative assessment during the teaching

and learning process assists learners and their teachers to become active participants, share
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learning goals, and understand how their learning is progressing. They also understand what
next steps they need to take and how to take them. Moss and Brookhart (2019) argue that using
formative assessment is the best way to increase learners’ engagement in their learning and to
improve the quality of learning. Therefore, formative assessment, as a fundamental component
of classroom instruction, has the potential to elicit active learner participation, and this is
anticipated by CAPS.

The above discussion suggests that formative assessment is an essential feature of the teaching
and learning process and should thus be effectively integrated into this process. Implementing
formative assessment could be a powerful technique to support learners’ learning but
improving learning through formative assessment also depends on the active involvement of
learners in their own assessment. For this reason, an investigation into the perceptions of

learners on formative assessment and its use was deemed important.

In the next section, factors that impact the implementation of formative assessment are

discussed.

2.6  Positive and Negative Factors Associated with Formative Assessment
Although formative assessment is vital to learners’ learning, the implementation of this

assessment approach is impacted by some constraints. Various positive factors are also
associated with formative assessment as revealed by various global and local perspectives
(Black & Wiliam, 1998; Harlen, 2012; Reyneke, Meyer & Nel, 2010). According to Ozan and
Kincal (2018), the use of formative assessment has a positive impact on learners as it helps the
learners to record higher academic achievement levels, develop better learning attitudes, and
gain self-regulated skills. It also increases the learning of low achievers (Hanover Research,
2015). Kondri (2015) suggests that formative assessment has a positive effect on learners’
success as it helps them to understand better and thus improve their scores. Huisman (2018)
concurs and proposes that formative assessment positively impacts learners’ learning as it

inspires students towards deep learning and regular study (Das et al., 2017).

On the other hand, several scholars have argued that a number of factors negatively impact
formative assessment. For example, a study conducted by Gallagher and Worth (2008) in the

USA found that formative assessment as an external measure did not assist teaching or help
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the learners to learn. This was partly due to the fact that most teachers did not possess
appropriate knowledge of their subject area or relevant assessment skills and did not have
access to high quality teaching resources which affected their implementation of formative
assessment negatively. These findings were later corroborated by various other authors such as
Wiliam (2011) and Curry, Mwavita, Holter and Harris (2016). McMillan (2001) notes that
teachers require formative assessment skills to enable them to effectively apply or develop
appropriate assessment tools, to use assessment results to make decisions about individual
learners to improve their learning, and to provide information to parents and other teachers.
With regard to content knowledge, Gipps (1994) and Popham (2006) argue that teachers cannot
assess subject matter that they do not understand well. Brown et al. (1995) also note that
teachers have to ask the right questions to understand the constructs which they are assessing,
and they should be able to develop appropriate assessment tasks to determine the learner’s
knowledge and understanding when using this assessment method. In addition, Hsu (2005) also

acknowledges that class size may influence assessment practices.

In South Africa specifically, various studies have shown that factors such as inadequate teacher
expertise and content knowledge, limited access to relevant teaching and learning resources,
poor understanding of assessment and the new curriculum, high teacher workloads and large
class sizes, continued reliance on traditional assessment practices, and the unwillingness and/or
the inability of teachers to adapt their assessment practices to the changing demands of the
new education system impacted formative assessment negatively (Combrinck, 2003; Pryor &
Lubisi, 2002; Vandeyar, 2005; Vandeyar & Killen, 2007; Kanjee, 2009; Ngwenya, 2014).
Vandeyar and Kilian (2007) argue that these challenges frequently occur as many teachers have

limited experience and understanding of assessment.

The above discourse has identified contextual and pedagogical factors that may impact
negatively on the implementation of formative assessment and thus affect learners’ perceptions

and use of formative assessment. This theme was the focus of this study.

2.7 International and National Perspectives on Formative Assessment
In the global context, Taras’s (2009) investigation into formative assessment in the United

Kingdom showed that formative assessment focused on individualised learning. This implies

that, in the United Kingdom, teachers need to know the strengths and weaknesses of each
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learner, and this knowledge is elicited through the use of formative assessment. The potential
of formative assessment to support learning has also been recognised in countries such as Hong
Kong, Australia, New Zealand and the USA. In the USA there is a strong focus on formative
assessment to raise educational standards (Brookhart, Moss & Long, 2010). Formative
assessment was introduced under the “No Child Left behind” project of 2001.This project
facilitated the allocation of funds by the state to allow the implementation of formative
assessment in schools and for teachers’ professional training in the implementation of
formative assessment (Law, 2002). Brookhart et al. (2010) report that, in many schools in the
USA, formative assessment is utilised in order to give teachers and learners a clear idea of
learners’ performance levels relative to the learning targets and how teachers might address
challenges experienced by learners. A study by Canillo-dela-Pena, Bailles, Caseras, Martinez,
Ortet and Perez (2009) in Spain examined formative assessment and academic achievement in
pre-graduate learners in the health sciences and revealed that the learners viewed formative
assessment as a method that helped them to get better marks and attain higher success rates in
their final summative assessment tasks. The participants also argued that it enabled them to be
greatly involved in their learning process. Similarly, Panchbhai and Shrivastva (2014) revealed

that participants endorsed the impact of formative assessments on academic progression.

Dandekar (2015) argues that formative assessment is a vital aspect of the teaching and learning
process and that it enables learners to track their learning progress and to achieve success.
Brown (2017) reveals that formative assessment provides learners with the ability to synthesise
and integrate information and ideas, develop the right study skills and methods, and attain
problem solving and management skills. Devine, Harborne and McManus (2015) state that the
British government strongly supports the use of formative assessment in this country’s schools.
The latter authors also point out that the government authorised the use of high-stake tests as a
strategy of formative assessment. Van der Nest, Lang and Engelbrecht (2018), whose study
was conducted in South Africa, found that formative assessment helped learners to develop a
strong sense of agency which was motivated by their need to excel academically. In a more
subject specific study, Moyosore (2015), who investigated the effect of formative assessment
on learners’ achievement in secondary school Mathematics, found that learners who had been
exposed to formative assessment instruments achieved significantly better in Mathematics than
their counterparts who had not been exposed to formative assessment. Lang, Stanley and Moore
(2008) assert that formative assessment measures certify and report the level of learners’

learning in order to make informed decisions about their performance. This helps learners to
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evaluate their own learning more effectively and to see how closely their own work matches a

given goal and this, in turn, enables them to understand and monitor their own learning.

In South Africa there has been considerable reconceptualisation of the purpose and nature of
assessment. The National Curriculum Statement Policy of this country clearly promotes a form
of assessment that focuses on the development and growth of learners rather than on judgment
and promotion. The basic assumption of this policy is that assessment should help learners to
"reach their full potential successfully" (Department of Basic Education, 2002, p. 287). This
required a shift from summative assessment, which was dominated by standardised tests and
examinations, to formative assessment, which opens the door to alternative methods of

assessment.

Assessment practices inform teachers about how learning might be improved in order to
enhance a learner’s individual growth and development (James & Van Laren, 2008). In this
regard, Black and Wiliam (2009) opine that formative assessment might be used to actively
involve learners as the owners of their learning. Involving learners during assessment involves
altering the implicit contract between teacher and learners by creating shared responsibility for
learning. In agreement with Black and Wiliam, Andrade and Du (2007) state that such
assessment allows the learner to be engaged in self-reflection and encourages the learner to
take responsibility for his/her own learning. Black and Wiliam (2009) further argue that
learners can be actively involved as resources for one another through collaboration. While

learners are working together in their assessment activities, they gain more insight.

Nieuwoudt and Reyneke (2011, p. 282) argue that “formative assessment serves to guide
learner improvement, diagnose learning problems, enable learners to rectify mistakes,
determine learners’ prior knowledge, provide feedback on teachers’ teaching, motivate
learners, and add variety to teaching and learning”. Mafenya (2016) concurs, and states that it
also helps to ascertain learners’ experiences and beliefs regarding formative and summative
assessments. The latter study’s findings revealed that formative assessment could be used to
improve learning and motivation. Deane and Sparks (2019) assert that formative assessment is
primarily used in the classroom by teachers and learners to determine, monitor and improve

performance.
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From the above discussion one can conclude that formative assessment is useful in guiding
learners’ performance and helping them to achieve the desired learning outcomes. In a nutshell,
the literature suggests that formative assessment supports learning and provides more detailed

information about a learner’s progress in the learning environment.

2.8 Assessment in Tourism
In the previous South African education system, there was excessive emphasis on written final

examinations which were used almost exclusively for the purpose of promotion (i.e.,
advancement to the next grade) without formal consideration of other assessment possibilities
as a component of the final examination mark in Grade 10 to Gradel2. With the introduction
of the National Curriculum Statement policy, formative assessment became an important part
of evaluation and assessment in South African secondary school subjects, including Tourism
(Van der Berg & Shepherd, 2008). Offering Tourism in schools requires adherence to
assessment policies that are expounded in the CAPS document and the Protocol on Assessment
Grades R—12. SBA in South African secondary schools is a scheduled classroom based
assessment process that is based on the collection of information on learners’ learning and the
manner in which teachers are teaching. Tourism was introduced as an elective subject in
secondary schools with the aim of developing entrepreneurial skills and reducing
unemployment (NBI, 2005; Dube, 2014), and this aim should be reflected in the assessment
practices pertaining to Tourism. The formative assessment component in Tourism was thus
interrogated and currently requires various forms of assessment conducted by the teacher who

needs to devise tasks and administer them to learners (Poliah, 2009).

As outlined in the CAPS (Department of Basic Education, 2011), assessment in Tourism
comprises two different but related activities: informal assessment and formal assessment. The
informal assessment tasks are the planned teaching and learning activities that take place in the
classroom. Learner progress should be monitored during learning activities. Teachers can use
various methods such as oral questions and answers, short activities/written work completed
during the lesson, open-book tests, homework exercises, and so on. Formal assessment in the
subject Tourism comprises of six assessment tasks that are completed over a year. These
include: a project, a March test, a May test, a midyear examination, an open book test, and the
preparatory examination. All the marks that are attained are weighted to 25% of the final

promotion mark. In addition to these tasks, learners who take Tourism have to complete a
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practical assessment task (PAT) which is primarily completed in class. The PAT is weighted
to 25% of the end-of-year examination mark. However, the PAT is conducted as a task in the
SBA component although the marks are calculated as part of the final examination each year
(Grades 10 — 12).

Assessment in the NCS is both formal and informal. Only the formal tasks or activities are
recorded for the purposes of progression and promotion. According to the CAPS (Department
of Basic Education, 2011), informal assessment is very important and should be implemented
to support formal assessment. The informal tasks are part of the formative component while
the formal tasks entail both formative and summative components of assessment. Therefore,
assessment is embedded in the teaching and learning processes and Tourism learners should of
necessity consider how they perceive and use formative assessment to enhance their learning
in Tourism. In essence, formative assessment in Tourism provides learners with opportunities

to participate in a unique way in the assessment process that leads to learning (Kanjee, 2009).

In Tourism, formative assessment appears to be the core part of teaching and learning as it is
reflected in both informal and formal assessment practices (Punt, 2010). It monitors and
supports the process of learning and is used to inform teachers and learners about a learner's
progress so as to improve learning. The information should be of such a nature that it will
enable the learner to grow through constructive feedback while it should also encourage and
motivate learners. For example, a teacher might listen to a learner discussing or explaining a
particular aspect of the work so as to know how to help or encourage him/her. Furthermore,
formative assessment is seen as a self-reflective process that intends to encourage learners’
attainment of the outcomes (Andrade, 2010). In this regard, Newton (2010) argues that teachers
need to use formative assessment and concentrate on how learners plan, make decisions and
solve problems rather than whether they receive good grades. Formative assessment dwells on
informing teaching and learning. In essence, formative assessment supports the development
of learners’ understanding during a lesson. Against this background, the current study
examined learners’ perceptions and use of formative assessment to determine whether it

enhanced learning in Tourism.

The next section focuses on what the literature revealed about learners’ perceptions and use of

formative assessment.

27



2.9 Research on Learners’ Perceptions and Use of Formative Assessment
Historically, learners’ voices in school about formative assessment were mere whispers, if not

silent (Smith & Smith, 2007). Much of learners’ experiences of formative assessment was
viewed through the perspective of others, such as their teachers and relatively limited research
has reported learners’ perspectives on formative assessment experiences directly, particularly
with regard to Tourism. Roberts (2013) argues that relying on second persons’ perceptions in
research on educational matters can be problematic as learners themselves might present more
straight forward and authentic views about a case in which they are involved. As was previously
highlighted, there is a dearth of research on Tourism, and particularly assessment in Tourism,
hence the perspectives of Tourism learners and their use of formative assessment had to be
mostly compared with general findings on formative assessment in the literature. Generally,
learners seem to perceive assessment with a formative intent as summative, and thus they do
not take advantage of the benefits provided by formative assessment (Harrison & Wass, 2016;
Harrison, Konings, Schuwirth, Wass, &Van der Vleuten, 2017).

As was discussed earlier, formative assessment is influential in learners’ learning. In fact, the
way learners think about learning determines the way in which they perceive and then use
formative assessment (Struyven, Dochy, & Jansens, 2005). Perception refers to an
understanding of something. In this study report, perception refers to the manner in which
learners understood and interpreted information to create a meaningful understanding of
formative assessment in Tourism (Borman & Janssen, 2013). This means, in the context of
formative assessment, that learners’ understanding and effective use of formative assessment
methods in their classroom are vital. McMillan (2003), Hamidi (2010) and Alkharusi (2007)
argue that learners need to understand and be familiar with a variety of essential assessment
concepts, principles, techniques, tools, strategies and procedures to render assessment
meaningful for them, yet relatively little emphasis has been placed on the challenges or factors
that influence learners’ support of classroom assessment practices. This is evident in the results
of a study by Dochy and Gijbel (2006), who found that learners who adopted a deep approach
to assessment preferred assessment procedures that allowed them to demonstrate their
understanding. Clark (2011) indicates that formative assessment should be used to support
teaching and learning processes. Pellegrino (2004) and Cizek, Andrade and Bennett (2019)
support this view, and pose that assessment is an essential component of the teaching and
learning process which could have significant impact on learners’ achievement should more

focus and effort be put into the development of quality academic programs. Chappuis and
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Chappuis (2008) are also of the view that learners use assessment feedback and experiences to
adjust and improve their own learning. In this regard, Birenbaum (2007) is of the view that the
learning styles and instructional preferences of learners are linked to their assessment
preference.

The results of a study by Brookhart and Bronowicz (2003) suggest that learners perceive
formative assessment as pressurising them to get good grades, and these grades are considered
the only indicator of learners’ success or failure to achieve the set learning outcomes. In this
regard, Ajogbeje (2013) argues that effective use of formative assessment enables adequate
preparation of learners for summative tests and this, in turn, enables them to become more
involved in and committed to the learning process, thereby enhancing their academic
performance in a given subject. Positive encouragement due to high test scores and praise by
teachers are also highly encouraging. For example, a study conducted by Al-Moamary et al.
(2011) revealed that learners considered formative assessment fair and that it assisted them to
engage in an in-depth approach to learning when it was aligned to curriculum objectives.
Learners were more likely to collaborate or share their views with their peers or teachers when

they were involved in formative assessment activities than when they were not.

Further to the above, learners also felt that formative assessment supported the development of
self-regulated learning which is integral to formative assessment (Clark, 2011). A study by
Allal (2016) revealed that self-regulated learning and formative assessment mutually
influenced each other in a classroom environment. Wiliam (2014) notes that self-regulated
learning allows learners to set goals that enhance their knowledge and thus allow them to
measure and monitor their academic progress and engagement. The information learners
receive from formative assessment also allows them to reflect on their work; thus they develop

a sense of responsibility and ownership (Clark, 2011; Hattie & Timberly, 2017).

In light of the above discussion, one can conclude that learners are central in the formative
assessment process and thus their views on this assessment approach must be considered in the
quest to highlight positives and expose any gaps that still exist. The above discussion
highlighted that, while engaging informative assessment tasks, learners actively construct
knowledge through prior and current experiences and their interactions with one another.
Improving learning through formative assessment also depends on the active involvement of

learners in their own assessment.
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Understanding learners’ views/perceptions of formative assessment was important in this study
as their experiences might have directly impacted their perceptions of and their use of formative
assessment. This study was premised on the notion that learners interact while they engage in
formative assessment tasks and that this influences their understanding and perceptions of
assessment. Therefore, if the views and experiences of learners of assessment are ignored, this
oversight may hamper the effectiveness of assessment. In my view it had become imperative
to examine learners’ perceptions and their use of formative assessment in a scholarly
investigation as the findings would inform teachers, policy makers and educational authorities
of the strengths and pitfalls associated with current formative assessment approaches in
Tourism (Grade 10-12). This knowledge could in turn be applied to improve formative

assessment requirements in the subject under study.

The next section presents a discussion on the theoretical framework that was used as the lens

through which the data and findings of the study were viewed.

2.10 Theoretical Framework
A theory or theoretical framework is the lens through which a researcher views the world and

knowledge as these exist in a particular context. According to Cohen, Manion and Morrison
(2011), ontological assumptions give rise to epistemological assumptions that lead to
methodological decisions. These decisions will inform researchers about which instruments to
use for data generation. Thus, a theoretical framework helps the researcher to make explicit
assumptions about how interrelated phenomena are connected in the world. The purpose of this
study was to examine learners’ perceptions and use of formative assessment to enhance
learning in Tourism. To view the data and discuss the findings, the study was underpinned by

the constructivist theory of learning.

Constructivism is a philosophy of learning founded on the premise that, by reflecting on our
experiences, we construct our own understanding of the world we live in. Piaget is of the
opinion that it is only through learners’ own efforts that they will truly understand the world
(Von Glasersfeld, 1989). Thus, constructivism refers to the idea that learners construct
knowledge for themselves. Fundamentally, constructivism argues that people construct their
own understanding and knowledge of the world through experiences and then by reflecting on

those experiences (Christie, 2005). The constructivist theory of Piaget focuses on cognitive
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development which explains that individuals are not able to comprehend and employ
information successfully unless they have been exposed to it earlier. Thus, humans have to
construct their personal knowledge through their prior experiences. The latest constructivist
theories and practices go together with a shift from an evaluation culture to an assessment
culture (Birenbaum, 1996).

The study was underpinned by the two branches of the constructivist theory, namely cognitive
constructivism and social constructivism. This study thus assumed that learners’ learning
through formative assessment would be informed by both cognitively and socially constructed
experiences. A brief discussion on cognitive and social constructivism is provided below;
however, more emphasis is placed on the social constructivist theory as it applied to this study.
Using the social constructivist theory allowed me to employ multiple data sources to explore
and understand the individual and contextual factors involved in learners’ perceptions and use

of formative assessment in Tourism.

Cognitive constructivism as a theory is centred on the philosophical works of Swiss
psychologist Jean Piaget who emphasised that all of our knowledge is a personal construction
(Taber, 2011). Cognitive constructivism is all about a process of constructing mental structures
rather than just reproducing products at hand (IranNejad, 2001). Piaget’s theory focuses on the
individual; more particularly on and how he/she is able to construct his/her knowledge
(Katherine & Kalina, 2009). Cognitive constructivists hold the view that learning takes place
in our minds as we create and adjust internal mental structures to accommodate our ever-
growing and ever-changing stores of knowledge (Swan, 2005). Thus, according to
constructivists, all learning is an active process and all knowledge is unique to the individual,
whether acquired from lectures and texts or discovered through experiences. Therefore, the
knowledge known by organisms is not just acquired, but is self-created. However, factors such
as age, religion, gender, social class or race, according to Piaget, could affect the construction
of knowledge (Katherine & Kalina, 2009).

The social constructivist theory views learners as active participants who construct their
understanding as they participate in a variety of activities (such as assessment practices) while
interacting with others (Adams, 2006). In this context, learner engagement is based on the
premise that the more time learners invest in formative assessment, the better they are able to

grasp the content of a target subject. Thus, more practice, coupled with constructive feedback,

31



enhances their learning (Moodley, 2014). The social constructivist theory is also premised on
the notion that knowledge is not always transferred directly from teaching to learning in a form
that can be immediately understood. Studies by researchers like Confrey (1990) have shown

that learners’ understanding of matter is always different in each teaching and learning context.

South African educational policy that is embedded in the principles as expounded by CAPS
anticipates producing learners who are critical thinkers who actively participate in their
learning. Learners should thus develop knowledge rather than knowledge being transferred to
the learner. Vygotsky (1978) argues that the development of higher cognitive functions is
launched from within the capacity of the learner that he refers to as ‘the zone of proximal
development’ (ZPD). Most learning within the ZPD takes place when learners get involved
with tasks or problems that go beyond their immediate individual capabilities. Thus, educators
or adults assist their performance and learning occurs in collaboration with more
knowledgeable peers or adults. Social constructivism thus views the development of
knowledge as a social process where social interaction is an important and critical context for
learning to take place (Thomas, Menon, Boruff, Rodriguez & Ahmed, 2014; VVon Glasersfeld,
1989; Kozulin, 2003; Katherine & Kalina, 2010). Therefore, the constructivist model of
teaching and learning identifies the role of the learner as one of "building and transforming
knowledge" (Applefield, Huber & Moallem, 2001, p. 3). This role of the learner was relevant
to this research study in that it explored learners’ perceptions and use of assessment that might

have led either to achievement or lack thereof in terms of expected educational outcomes.

Social constructivism proposes that "learner conceptions of knowledge are derived from a
meaning-making search in which learners engage in a process of constructing individual
interpretations of their experiences"” (Applefield et al., 2001, p.3). Hence, it was deemed crucial
to reveal learners’ perceptions of formative assessment by exploring the way in which they
viewed and used assessment tasks for learning in Tourism. For Vygotsky (1978), central to the
process of learning is the role played by social interaction in the development of higher
cognitive functions. In this regard, Harada (2012) opines that assessment becomes more
constructive by shifting from a teacher-based to a learner-centred teaching approach where the
teacher facilitates the work that needs to be accomplished by the learner. Learners’ develop
skills while they interact socially with people; this implies that social interaction is a significant
feature of constructive learning (Katherine & Kalina, 2009). Pitchard and Woollard (2010) also

argue that the construction of knowledge is effected by learners and should thus not be imposed
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by the teacher. The social constructivist theory identifies the role of the learner as one of
"puilding and transforming knowledge" (Applefield, Huber, & Moallem, 2001, p. 3). This role
of the learner was highly relevant to the current research study in that | wanted to examine the
perceptions and use of formative assessment by Tourism learners by exploring how they built
and constructed knowledge. Social constructivism proposes that "learner conceptions of
knowledge are derived from a meaning-making search in which learners engage in a process
of constructing individual interpretations of their experiences" (Applefield et al., 2001, p. 3).
Hence their perceptions and use of formative assessment were examined. Further to that, this
research relates to this theory in that formative assessment allows for the use of multiple
methods of assessment such as collaboration with peers n pair and group work. These methods
of formative assessment are aimed at improving learners' knowledge and skills while learning
in collaboration with others so that they are able to progress to a higher level of knowledge,
understanding and skills (i.e., the development of higher cognitive functions).Tourism as an

elective subject in the FET phase was the springboard for this investigation.

2.11 Chapter Synthesis
In this chapter | explored and discussed the concept of assessment with reference to the

literature review that had been conducted. The discussion highlighted various trends in
assessment and illuminated different purposes and types of assessment. Two main approaches
to assessment were elucidated, namely summative and formative assessment. The discussion
on these approaches and assessment practices emphasised the need for a shift from a purely
summative approach to a formative approach to assessment and urged a diversion from teacher-
centred to learner-centred assessment practices. This was followed by an in-depth discussion
on formative assessment and feedback and practices to operationalise these phenomena both
internationally and locally. Literature that focuses on learners’ perceptions of assessment and
the use of assessment was also discussed. The literature suggests that learners’ perceptions of
formative assessment influence their approach to formative assessment tasks, and it was

explicated that these perceptions impact successful (or unsuccessful) learning outcomes.
In the second part of the chapter the theoretical framework that guided the study and

underpinned the analysis of the findings was discussed. This review helped to contextualise the
research within existing relevant knowledge by describing and creating understanding of the
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predominant debates on assessment and particularly formative assessment practices. Piaget’s

cognitive constructivist theory and Vygotsky’s social constructivist theory were highlighted.

Although literature on assessment abounds, there is a dearth of research on Tourism learners’
perceptions and practices. Gaps in the literature that focus on Tourism learners’ experiences of
formative assessment were identified. Therefore, the study will contribute to knowledge in this
field as it addresses the gaps in existing literature on assessment in Tourism as a subject the
FET phase in the South African secondary schooling system (Grades 10-12). The next chapter
presents the research design and methodology that were employed to address the research

questions.
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CHAPTER THREE

RESEARCH DESIGN AND METHODOLOGY

3.1. Introduction

In the previous chapter | reviewed relevant literature on formative assessment and discussed
the theoretical framework that underpinned this study. In this chapter, | present the research
methodology with special focus on the research approach, paradigm and design. The choice of
the methodology used was guided by the paradigm chosen and the research questions that were
examined in the study. The interpretive paradigm was adopted to give direction to the study
and this paradigm, and its applicability are elucidated. I also discuss the sampling decisions
and method that was employed to recruit appropriate study participants. The data generation
methods as well as the procedures for data generation to examine learners’ perceptions and use
of formative assessment to enhance learning in Tourism are also discussed. The discourse
underscores the point that the selection of the study participants and the choice of data
collection methods were informed by the selected paradigm as proposed by Creswell et al.
(2018). Achieving trustworthiness of the data, the ethical considerations that were adhered to,

and the limitations of the study are also discussed.

3.2 The Qualitative Approach
| adopted a qualitative approach to data generation and analysis as the study aimed to

understand the selected social world from the viewpoint of participants through the richness of
meaning associated with observable behaviour (Naicker, 2013). Denzin and Lincoln (2013, p.
343) describe qualitative research as “an approach that presumes that the researcher will obtain
an insider perspective on social action”. This approach was found befitting as this study aimed
to make sense and create meaning of selected learners’ perceptions and use of formative
assessment within the context of Tourism as a subject in Grades 10-12 (FET phase). McMillian
and Schumacher (2010) assert that the qualitative research approach enables the reader to gain
knowledge of the phenomenon under study while enhancing understanding of the phenomenon.
| chose a qualitative approach for this study because qualitative research allows focused
attention to the context of the data that have been gathered in order to enhance the value of the
data and the findings that emerges from them. Against this background, this study intended to
conduct an in-depth examination of secondary school learners’ perspectives of formative

assessment in the process of enhancing learning in Tourism. Johnson and Christensen (2010)
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contend that qualitative research is used to acquire in-depth understanding of individuals’

experiences and perspectives. Hence the qualitative approach was appropriate for this study.

Cohen et al. (2011) highlight that qualitative researchers study phenomena in their natural
settings and that they attempt to make sense of, or to interpret, the phenomenon under study in
terms of the meanings that people attach to it. MacMillan and Schumacher (2010) pose that the
major charrette of the qualitative research approach is that the researcher studies human
behaviours in their natural settings while refraining from manipulating or controlling these
behaviours or perceptions. According to Johnson and Christiansen (2010), the qualitative
approach allows the researcher to become a medium through which authentic data are
generated. Hence my interest focused on studying learners in their authentic, natural setting.
To achieve this, focus group discussions and individual interviews were conducted with eight
selected Grade 11 Tourism learners in the school environment. This approach is supported by
Christiansen and Bertram (2014), who argue that the qualitative approach is subjective, and

context driven.

In this qualitative research, my aim was to understand the participants’ perspectives of
formative assessment, and | thus made use of a qualitative paradigm as an obvious method to
elicit the desired data (Denzin & Lincoln, 2011). Nieuwenhuis (2016b) highlights that a
qualitative research approach employs diverse modes of data generating techniques such as
semi-structured interviews, visual arts-based methods (such as drawings, photovoice images,
posters, sculptures, collages, etc.), observations, life histories, focus group discussions, and
interviews. All these methods, or some, may be used to seek insight through structured in-depth
data analysis. This implies that the qualitative approach is flexible as it can use different
research methods to generate data. | used the focus group discussion and semi-structured
interview techniques to generate the qualitative data that | required to address the research

questions.

3.3 The Interpretive Paradigm
Research may employ different paradigms as Denzin and Lincoln (2000, p. 157) describe a

paradigm as “a basic set of beliefs that guide action and comprises ethics, epistemology,
ontology and methodology”. The paradigm is thus an outline of values, methods and beliefs in
which a study is embedded (Joubish, Khurram, Ahmed, Fatima & Haider, 2011). The paradigm
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that I employed is referred to as the interpretive paradigm as the emphasis of the study was on
learners’ experiences and interpretations of formative assessment. This paradigm focuses on
how people make sense of their reality and is associated with qualitative research as it supports
the view that there are many truths and multiple realities associated with people’s lived
experiences (Cohen et al.,, 2011). Utilising the interpretive paradigm elicited in-depth
understanding of the learners’ perceptions and use of formative assessment to enhance learning
in Tourism. Grix (2010) argues that the interpretive paradigm focuses on gaining insight into
a social phenomenon and illuminates participants’ values associated with the world in which
they live. This paradigm was thus useful as the study aimed to gain insight into learners’

perceptions and experiences of formative assessment to enhance learning in Tourism.

Furthermore, according to the interpretive paradigm, the nature of reality (ontology) is socially
constructed and the nature of knowledge (epistemology) is self-objective; this means it is built
from experience and personal interpretations or meanings. This implies that knowledge is
constructed in the mind of an individual. The interpretive paradigm focuses on people’s
perspectives and their different views about their world (O’Hara, Carter, Dewis, Kay,&
Wainwright, 2011). This was relevant as this study focused on the knowledge and experiences
of individual Tourism learners. This interpretive research approach was employed to probe the
everyday experiences of formative assessment associated with Tourism as a subject in Grade
10-12. The interpretive paradigm was thus used to analyse the data and develop in-depth
understanding of a single case, namely Tourism learners’ perspectives and use of formative

assessment in Tourism in a secondary school.

| was thus allowed to make interpretations with the aim of understanding human behaviour,
attitudes, perspectives and experiences (Leedy & Ormrod, 2010). Cohen et al. (2011) state that
interpretive researchers "set out to understand the [subjects'] interpretations™ (p. 23) of reality.
Leedy and Ormrod (2010) also argue that an interpretive paradigm is a way of looking at the
world based on philosophical assumptions that direct thinking to action. In this regard, Yin
(2011) poses that the interpretive paradigm recognises various ways of understanding a
phenomenon. It also embraces the belief that human behaviour and actions are intentional. This
study was located within the interpretive paradigm as it argues that there are multiple socially
constructed realities in which a researcher’s perspectives are considered in the interpretation of
data (McMillan & Schumacher, 2010; Creswell, 2014; Creswell & Clark, 2007). Locating this

study within the interpretive paradigm thus helped me to make interpretations of the
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phenomenon under study, which was Tourism learners’ perceptions and use of formative

assessment to enhance learning.

3.4 Case Study Design
A case is "a single bounded system or an instance of a class of phenomena” (Yin, 2011, p. 153).

My study was concerned with understanding an educational phenomenon in a specific context
and therefore I chose the case study design. This design allowed for an in-depth of investigation
into a phenomenon and was productive of rich interpretation through understanding
(Swanborn, 2010; Yin, 2011). Because | sought to understand and interpret learners'
perceptions and use of formative assessment to enhance learning in Tourism, a qualitative case
study design was valuable. The reason for this was that a qualitative case study is characterised
by "detailed descriptions of situations, events, people [and] interactions ... from people about
their experiences, attitudes and thoughts™ about a situation (Creswell, 2014, p. 20). The case
study research design provides the researcher and the reader a unique example of real people
in a real situation (Denzin & Lincoln, 2011). Cohen et al. (2011) pose that a case study involves
looking at a case or phenomenon in its real-life context and it usually employs many types of
data. Conversely, John and Rule (2011) argue that case studies are prone to the problems of
observer bias despite attempts made to address reflexivity. Nevertheless, Gay et al. (2009) and
Rule and John (2011) indicate that case studies are the appropriate design to use when trying
to answer descriptive or exploratory questions and that such a design is flexible. In this study,
the qualitative case study design provided me the opportunity to concentrate on the specific
instance and situation under study as proposed by Cohen et al. (2011), and | could thus focus
this scholarly examination of the perspectives of formative assessment by Tourism learners to
enhance their learning. | chose to undertake a case study in order to gain an in depth
understanding of the case of learners' perspectives of formative assessment in Tourism as a

subject.

Different types of case study research may be employed such as a single case study, a multiple
case study or a collective case study (Cohen et al., 2011; Rule & John, 2011). In the context of
this study, | utilised a single case study to examine the learners’ perceptions and use of
formative assessment in Tourism as a subject in one secondary school. This study used a single
case study design which involves a particular group, which is the learners in grade 11 learning

tourism together at a selected secondary school. Case study was suitable for this study since
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these learners are experts on their own learning and have insights into the ways in which they
make meaning of their learning using formative assessment. The significance of a case study
is further related to the researcher’s flexibility of using various methods and provides platform
for participants’ voices to be heard (Cohen et al., 2011). Meanwhile, the investigation of the
phenomenon of formative assessment explored the perceptions and use of the Tourism learners
in a selected secondary school at KwaMashu Township in the KwaZulu-Natal province of
South Africa. The use of a case study in this research facilitated in-depth understanding of the
learners’ perceptions and their use of formative assessment in the Tourism classroom under
study. | found the qualitative case study design of great value. | selected this particular case
rather than a variable through which an understanding of the phenomenon under study was
elicited. Cohen et al. (2011) acknowledge the benefit of a case study as “taking place in a real
context by recognizing that [such a] context is a powerful [source of data]” (p. 181). A case
study approach therefore suited this research in that its 'real context' was that of an educator

providing different tasks and forms of feedback based on formative assessment to learners.

3.5 Sampling and Sampling Procedures
Sampling requires making decisions about which people, settings (such as schools), behaviours

or experiences to observe (Christainsen & Bertram, 2014). According to Thomas (2005), the
sample is a division of a greater population which is used in contexts where an investigation of
the whole population is not achievable. In this study, one school, Multicolour (pseudonym for
the school) was purposively selected because | intended to obtain detailed information from
selected participants in this setting. Purposive sampling was also used to select the study
participants for information-rich data from the selected context to address the research
questions. Purposive sampling is a non-probability sampling procedure that indicates that the
researcher chooses the sample whose responses will be informative and relevant to the research
questions (Creswell, 2014). Cohen et al. (2011) comment that the purposive sampling strategy
is relevant to qualitative case studies. Cohen et al. (2007, p. 157) also state that “purposive
sampling is used in order to access ‘knowledgeable people’ who have in-depth knowledge by

virtue of their professional role, power, and access to networks, expertise or experience”.

Based on the fact that this study employed a qualitative research approach, it required a small,
purposively selected sample of learners to elicit rich and detailed data. This approach is
supported by Martella, Nelson, Morgan and Marchland-Martella (2013) who argue that, by
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utilising purposive sampling, the sample consists of a case that is rich in information from
which the researcher can derive important data. According to Bryman (2012), purposive
sampling is used when the researcher has an objective in mind and chooses a context that is
significant to the research questions. Purposive sampling was thus used to select eight (8)
learners from a Grade 11 Tourism class because they had been exposed to formative assessment

practices in Tourism for more than a year as Tourism is offered in Gradel0 as well.

Of the 59 learners in the Grade 11 Tourism class, eight (8) learners participated voluntarily and
with permission in the study. | requested the subject teacher to select learners from various
categories of performance as follows: two highflyers, three average learners, and three learners
who performed poorly in Tourism. | believed that participants with a range of performance
levels would elicit rich data that would address the purpose of the study. | therefore limited the
number of learners who participated in the study so that I could effectively manage the body
of data that had to be analysed. In this regard, Cohen et al. (2011) argue that a qualitative study
does not consider large numbers of participants but seeks informants that will produce rich and
saturated data. Thus, a small sample was suitable as it allowed rich data due to my intensive
engagement with the participants (Creswell, 2012).

3.6 The Research Site
According to MacMillan and Schumacher (2010), the research context is the specific location

of people who are involved in a crucial event. The research context of this study was thus one
secondary school in KwaMashu Township in the KwaZulu-Natal Province of South Africa.
This school was administered under the Pinetown Education District. The school was chosen
because it is one of the secondary (or high) schools situated in the KwaMashu Township with
large enrolment numbers of learners, particularly in Tourism. The school is also dominated by
learners who come from the township and informal settlements surrounding the township. In
these informal settlement’s basic amenities such as water and electricity are not readily

available.

KwaMashu Township is one of the first townships created in 1959 by the apartheid government
because of the implementation of the Group Areas Act. The Group Areas Act was used to
separate races (Whites, Indians, Coloured, and Africans). This township on the outskirts of

Durban becomes a home to many displaced Black African people. The school lies 30
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kilometres from the city of Durban. The eThekwini Municipality is one of the Metro
Municipalities in South Africa. Most of the people living in KwaMashu depend on social grants
for their living and many women work as domestic workers in the nearby White and Indian
communities. Some of them are also self-employed as street vendors while others work in
various firms around the area. The township is plagued by high levels of crime, drug abuse and
trafficking, sexual abuse and violence. The communities surrounding the school experience

lack basic amenities such as potable water, roads and electricity.

At the time of the study, the school had a learner enrolment of 900 with 30 teachers, one
administrative assistant, and one caretaker. All the teachers were qualified for the subjects they
taught and held higher certificates, diplomas or degrees in education. The school had a quintile
4 ranking?. Quintile ranking is based on the national poverty table prepared by Treasury which
determines the poverty ranking of the area and is an indication of the socio-economic status of
the school (Hall, 2009). Schools are ranked according to the level of poverty in the community
where the school is located. A low quintile ranking determines the no-fee status of the school.
Lower quintile schools are also determined by poor communities and smaller enrolment
numbers. A quintile 3 school is a school that is located in mostly moderate-income
communities with schools that have brick walls, fencing and a tarred road leading to the school.
Although a quintile 4 school, the school in this study only partly met the criteria because it was
located in a township but was attended by learners from low to poverty-stricken socio-
economic backgrounds. This renders the issue of the criteria for quintile ranking questionable
as low quintile ranked schools generally have limited learning and teaching resources due to

financial constraints.

Upon visiting the school, it was evident that it was one of the older schools in the area and it
was dilapidated and unkempt. | was informed that it had been victim to crimes and burglaries.

There was electricity and running water in the school, but most of the lights in the classrooms

tQuintile ranking is an indication of the socio-economic status of a school. Schools are ranked according to the
level of poverty in the community where they are located. This is according to the South African Schools Act as
amended in 2005 to establish a quintile system. Quintile is based on the poverty-based categories to which public
schools are allocated for purposes of non-personnel funding by provincial education departments. For example,
quintile 1 schools are the poorest and quintile 5 schools are the most affluent schools (DOE, 2006). Quintile 1, 2
and 3 schools are no-fee paying schools and completely dependent on government funding, whereas quintile 4
and 5 schools are predominantly dependent on schools fees paid by parents and fund raising enterprises to ensure
their functionality.
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were not working and most of the windowpanes had been broken. There were no library

facilities on the school premises.

This school was chosen based on its performance in Tourism since the inception of the
CAPS policy in 2012. The Grade 12 results in Tourism could be described as ranging
from average to good. The Grade 12 pass rate for Tourism in 2017 (the year of data
generation) was 97%, which could be regarded as excellent considering the background
of the learners. The school had a 100% pass rate for Tourism in the NSC examination for
the five years prior to 2017. However, although the pass rate was good, most Grade 12

candidates achieved 30% to 40% with only a few performing at 60%.

3.7 Profile of the Participants
The qualitative approach usually allows the researcher to focus on a few individuals who are

likely to be informative because of who they are and thus the researcher anticipates the
opportunity to interact with them extensively (Rayford, 2010). As was explained earlier,
purposive sampling was used to identify individuals who would have in-depth knowledge and
experience of formative assessment in Tourism. Learners in Grade 11 were selected because
they have been exposed to formative assessment in Tourism for at least the second year in the
FET phase (a full year in Grade 10 and a number of months in Grade 11). Although the eight
participating learners comprised four girls and four boys, gender was not a variable in the study.
The learners were between 16 to 18 years old and were all in grade 11, studying in the same
secondary school but in different classes. The participating learners are referred to by
pseudonyms in this study report. Each was given the opportunity to choose a colour which
represented them. In cases where more than one learner chose a colour, they had to consider
their second favourite choice of colour. The Home Language of all the learners was IsiZulu
and the medium of instruction was English. Table 3.1 depicts the biographical data of the

participants and also indicates the colour each respondent chose.
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Table 3.1: Participants’ profiles

Pseudonyms

Brief Profile of the Participants

Grey

Yellow

Black

Brown

White

Pink

Green

Blue

He was a 16-year-old boy who lived with a single mother and two siblings and
received a social grant. He started Tourism in Grade 10. He played soccer both
at school and in the township.

He was a 17-year-old boy who lived with the parents, siblings and nephews. He
started Tourism in Grade 10 and was repeating Grade 11. He received a social
grant.

He was a 16-year-old boy who lived with his grandmother and four siblings. He
received a social grant. He started Tourism in Grade 10.

He was a 17-year-old boy who lived with a single mother and one sibling. He
received a social grant. He started Tourism in Grade 10and liked swimming as
an extra-curricular activity. (However, this was not offered at the school as there
was no swimming pool.)

She was a 17-year-old girl who lived with her grandmother and grandfather and
seven siblings as well as her own child. She started Tourism in Grade 10 and
was repeating Grade 11. She received a social grant.

She was a 17-year-old girl who lived with both parents and three siblings. She
started Tourism in Grade 10 and had never repeated a grade. She received a
social grant. She did not do any extra-curricular activities at the school.

She wasan18-year-old girl and lived with a single mother. She started Tourism
in Grade 10 after failing Science in Grade 10 and repeating the grade. She
received a social grant.

She was a 16-year-old girl who lived with her grandmother and six siblings. She
started Tourism in Grade 10. She received a social grant. She liked soccer and
netball and played netball at school.

3.8 Data Generation Methods
Different data generation methods are usually used in case study research due to the flexible

nature of this approach and to ensure the validity of the data (Lewis, 2015). For the purpose of

generating in-depth data for this study on learners’ perceptions and use of formative assessment

to enhance learning in Tourism, | conducted focus group discussions and semi-structured

interviews. The focus group discussion approach was the main data generation method while

the semi-structured interviews were used to augment and triangulate the focus group discussion

data pertaining to formative assessment in Tourism.
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3.8.1 Focus group discussions

Conducting three focus group discussions was the main data generation method. | thus engaged
in group discussions with the participants in order to elicit their shared accounts of their
perceptions of formative assessment. A focus group discussion involves a group of people who
have similar views or concerns and who discuss a specific issue (Kimu, 2012). According to
Krueger and Casey (2014), focus group discussions allow the researcher to examine
participants’ feelings, experiences, behaviours and thoughts. Therefore, using focus group
discussions allowed me to examine the learners’ views in a conducive, non-threatening
environment. Using the focus group discussion method to generate data facilitated debate on
the topic and generated rich data. By posing open-ended questions to the participants, they
were able to reflect, argue and produce rich and in-depth information (Cohen et al., 2011).
Padgett (2016) notes that it is a very good interactive data generation method that enables
researchers to derive complete information that is needed from a small number of people to

produce valuable and inspiring data through discussion.

One advantage of using the focus group discussion method was that it was an inexpensive and
a fast way of obtaining rich data as all the participants, including the researcher, had the
opportunity to ask questions, as suggested by Flick (2015). However, Cohen et al. (2011) warn
that the researcher might want to manage the debate and control the discussion process. To
minimise this threat, 1 used pre-set statements and questions to prompt the discussions and
ensured that the participants stayed focused on the points that would lead to answering the
research questions. | stringently guarded against imposing any perceptions I might have of the

topic onto the participants to avoid bias.

The focus group discussions were conducted with eight (8) selected learners. Although this
seems a low number of participants, McQuarrie (2011) opines that a focus group can be
relatively small and could include four to twelve participants. To ensure saturation of the data,
a total of three focus group discussions were held with the same focus group. Each focus group
discussion session lasted an hour with the consent of the principal of the school, the participants
and their parents/guardians. A tape recorder was used to capture the conversations with the
approval of all concerned. Recording the discussions helped me to replay them as often as was
necessary for complete and objective transcriptions and analysis at a later stage. In

consideration of the school timetable and the distances the learners had to travel to their
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respective homes, the focus group discussions were scheduled and rescheduled several times
before we reached an agreement to meet after school hours. During these sessions, | developed
rapport with the learners and put them at their ease. | explained the ethical issues and assured
the learners of the confidential and voluntary nature of their participation. | ensured that the
participants would be comfortable and allowed them to discourse in the language they were
most comfortable in, which was isiZulu, with the use of English at the participants’ discretion
(Cohen et al., 2011; 2013).

3.8.2 Semi-structured interviews

The data that were generated by means of the focus group discussions were augmented by
semi-structured interviews. Interviews are used in the interpretive paradigm with the aim of
exploring and describing people’s perceptions and understanding that might be unique to them
and can be used to gain in-depth data from a small number of people (Bertram & Christiansen,
2014). A semi-structured interview is a one-on-one interview with open-ended questions that
generate in-depth data. According to Cohen et al. (2011), semi-structured interviews give
participants an opportunity to share their beliefs and perceptions about the topic under
investigation. To structure the semi-structured interviews and to avoid bias and deviations, a
schedule of pre-set questions was followed. Wilson (2013) argues that this schedule of
questions is regarded as the interview guide. Responses to these questions can be examined
and compared for thick data. However, Bertram and Christiansen (2014) state that the
researcher may simply introduce the topic in a semi-structured interview and then let the
participants respond in the way they would like. The semi-structured interviews were used in
this study to elicit more data on pertinent issues that had been raised during the focus group
discussions. In that sense, each participant was asked different questions pending on the issue

that was being followed up.

Although each interview was scheduled for thirty-five minutes, the actual time taken differed
per participant, as they were accorded the flexibility of reasonably more time to round up their
interview responses. The individual interviews were conducted with the eight learners after
school hours with the permission of the principal, teachers and parents/guardians. As was the
case with the focus group discussions, the learners were free to respond to the interview
questions in the language they were comfortable in, which was isiZulu. They could also use

English if they wanted to. These interviews were also audio recorded and transcribed. The
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advantage of audio recording was that the interviews could be replayed as often as was
necessary for complete and objective analysis at a later stage (Denzin & Lincoln, 2011). The

next section explains the data analysis methodology.

3.9 Data Analysis
Data analysis is the most important part of the research project as it is where the data generated

from various sources through various methods are studied so that conclusions can be drawn
about drawbacks and prospects regarding the topic at hand (Newton, 2010). In other words,
data analysis is a body of methods that helps the researcher to describe facts, detect patterns,
and develop themes. Thematic analysis was used to analyse the data that had been collected by
means of focus group discussions and individual interviews, because it helped the researcher

to manage, shape, and make sense of unstructured information.

Thematic analysis is the process of identifying patterns or themes that emerge from qualitative
data. Using thematic analysis has been shown to be a flexible and effective data analysis
method for qualitative data as it does not ascribe to any pre-existing theoretical framework
(Braun & Clarke, 2013). The two main sources of data were focus group discussions and
interview transcripts. The interview transcripts were used to complement the focus group
discussion transcripts as the secondary source of data for the investigation. According to Braun
and Clarke (2006, p. 77), the goal of thematic analysis is to identify themes (i.e., patterns) in
the data that are important or interesting, and to use these themes to address the research
questions. Guided by Braun and Clarke’s (2006) six-step framework of thematic analysis, |
ensured that | familiarised myself with the data by listening to the recordings and re-reading
the transcripts a number of times. | then generated codes, searched for themes, reviewed the

themes, defined and named the themes, and produced this report.

The first step | followed was to become familiar with the data. | started by reading and re-
reading the transcripts and field notes. | then listened to the transcripts several times and re-
read them many times to generate observational notes and memos for follow-up with the
participants. These notes and memos formed a valuable addition to the interview data set. Notes
and memos were also made of the official documents pertaining to assessment and Tourism

that | had perused, and the data that were generated were triangulated across the data sources.
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The second step was to generate initial codes. In this step, | started to organise the data in a
meaningful and systematic way. Coding is about reducing a large body of data into small chunks
of meaningful data (Braun & Clarke, 2006). | focused on addressing specific research questions
and analysing data pertaining to them, and | thus coded each segment of data as relevant to or
captured something interesting about a research question. In step three | began to search for
subthemes. In this case, | examined the codes and some of them clearly fitted together into
themes. In step four | reviewed the themes. | also modified and developed the preliminary
themes that had been identified in the previous step. In step five, | defined the themes. This was
the final refinement of the themes, and the aim here was to make sense of each theme that had
been identified. In the last step, step six, | began the write up the narratives by presenting them

under themes.

Data generation, analysis and reporting were not conducted in isolation, but as an “iterative
process” (Neuman, 2011, p. 337). This means that data generation and data analyses were
conducted concurrently so that | could obtain gradually growing understanding of how the
findings addressed the research question. The data were therefore interpreted, and the findings

are presented and discussed in Chapter Four.

3.10 Trustworthiness
In qualitative research, Merriam and Tisdell (2015) assert that trustworthiness is an instrument

that is used to check the correctness of the data and to validate the research results. According
to Lincoln and Guba (1995), four issues of trustworthiness need to be considered, namely
credibility, transferability, dependability, and confirmability. The four principles were

addressed to assure the trustworthiness of the study.

3.10.1 Credibility

Credibility is referred to as a factor that enables people to identify the ideas, views and
understandings emerging from the study through interpretations of the participants’
perspectives (Cohen et al., 2013). According to Guba and Lincoln (2005), credibility is
achieved by ensuring that the findings reflect the reality and views of the participants.
Credibility is thus the confidence that can be placed in the findings (Lincoln & Guba, 1985).
To ensure credibility of the data, triangulation was used. This was possible as two data
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generation methods were used to illuminate different perspectives of what the study intended
to examine (Creswell, 2014). The use of focus group discussions and semi-structured
interviews allowed me to corroborate the findings from one method of data collection with the
findings of the other, and in this way greater overall clarity on the research findings was
achieved. | also ensured the credibility of the data by using voice recordings during the focus
group discussions and semi-structured interviews to verify the data at every step of the analysis

process.

3.10.2 Transferability

Transferability is viewed as the capacity of transferring the findings in the research from one
context or group to another (Flick, 2015). Transferability is used to establish the extent to which
research findings from a specific piece of research can be generalised to other situations and
people (Denzin & Lincoln, 2011). This study was a case study which was not meant to be
generalised; however, the findings are transferable to similar contexts (Christiansen et al.,
2010). Transferability was thus achieved as | ensured that the purpose of the study was clearly
explained to all the participants. | also provided a rich and detailed description of the
participants and the context in which the study was conducted. This ensured that all the findings
that were based on the data were well earmarked so that they would be easily transferable to

other contexts.

3.10.3 Dependability

Dependability is the extent of authenticity that the data can contain (Lincoln & Guba, 1985).
Dependability is seen in qualitative research as the degree to which the findings can be found
again in another context (Wayhuni, 2012). Simply put, dependability means the stability of
findings over time (Padgett, 2016). Dependability counts on providing truthful data, and that
is why | made use of audio recordings and field notes so that the evidence of the data that |
collected is easily retrievable. The authentic and unedited observations and comments of the
participants are presented in this report, and this renders the findings dependable.

3.10.4. Confirmability

Confirmability is achieved in a study as when the researcher remains neutral while collecting,
analysing and interpreting the data (Major & Savin-Baden, 2010). In other words, it is vested

in the impartiality of the researcher in quantitative research (Lewis, 2015). Therefore, to ensure
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confirmability in qualitative research, Creswell (2014) poses that it must maintain a sense of
awareness and openness in a reflective way to clarify the results. In the current study,
confirmability was censured by using two data generation tools (focus group discussions and
semi-structured interviews) for triangulation purposes and to avoid personal bias. | also used
the expertise of the supervisor of this study as well as that of other reputable postgraduate
students in our cohort to scrutinise and verify the findings in order to ensure confirmability
during the writing process. Writing retreat seminars were organised by my supervisor so peers

could examine and interrogate one another’s data and the findings.

The next section discusses the ethical issues that were adhered to in the research.

3.11 Ethical Considerations
Ethics in research is regarded as regulations/instructions that the researcher needs to obey

before, during and after the research process (Creswell, 2014). Mouton (2011) indicates that
issues related to ethics should be adhered to in order to protect the people, other beings such as
animals and the environment associated with the research, particularly when there is possible
or tangible conflict of interest. The general aim of research ethics is described by Gibson and
Brown (2009) as protecting the research participants and other parties of interest in the research.
In this study, ethical considerations were rigorously adhered to. Ethical approval for the study
was sought from and granted by the Humanities and Social Sciences Research Ethical
Committee (Protocol Reference Number: HSS/1296/016M) of the University of KwaZulu-
Natal (Appendix A). Further ethical considerations that were observed ranged from permission
to gain access to the school and learners, obtaining the written informed consent from the
participants and their parents, and maintaining the anonymity and confidentiality of the

participants and the raw data.

To gain access to a research site, qualitative researchers must locate a setting in which the study
will take place (Cohen, et al., 2011). | had to carefully negotiate with the gatekeepers of the
school in order to gain access to the site and the participants. After | had identified the school
as a research site, | started the process of negotiating access to the school. Access to a research
site involves continuing negotiations and renegotiations until the field is exited (Creswell,
2012). 1 made an appointment to meet with the principal to negotiate access and explain the

research process. I discussed my research idea with the principal of the school, which included
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giving him full details of my proposed research and the processes that would include the
learners. The principal allowed me to work with the learners in the school under certain

obligations.

After securing my position in the school, I then had to obtain permission from the provincial
Department of Basic Education to access the school as a research site. Once the sample school
had been identified, | sent a proposal for the project to the Department for approval by the Head
of Department (HOD) whose permission | obtained (Appendix B). | then did the formalities
and sent a letter to the principal (Appendix C) which fully explained the nature of the study. It
was also necessary to obtain written informed consent of the participants and their parents
because the participants were minors. | also sought approval from the parents/guardians of the
learners selected for participation (Appendix D & E). After the approval of the principal, subject
teacher and parents/guardians had been received to the involve the learners, | then contacted all
the participants (i.e., the learners) to obtain their assent (Appendix F) based on their
understanding of the purpose of the study and their willingness to participate voluntarily in it,
as suggested by Creswell (2014).

Confidentiality and anonymity mean that researchers must take steps to ensure that research
data and their sources remain confidential, unless participants have consented to their disclosure
(Creswell, 2009). This means that the researcher protects the anonymity of individuals’ roles
and events in the project. Offering anonymity also results in participants being more honest and
saying what they believe without being concerned whether their views will in some way be
used against them (Tracy, 2013). This encourages trust and openness and enables the research
participants to express themselves freely in an enabling environment. To ensure confidentiality,
pseudonyms are used for the participants and the school remains anonymous in this report. Only
the researcher and supervisor have access to the raw data. Once the data were analysed, the
transcriptions and recordings were stored and will be kept safely for five years and then
discarded to avoid misappropriation.

3.12 Limitations of the Study
Qualitative case studies are limited in the sense that the research cannot be generalised to other

settings and participants (Flick, 2015). However, the study never intended to generalise the

findings but to gain in-depth understanding of the meanings that individuals gave to their

50



experiences (Christiansen et al., 2010); in this case the study explored learners’ perceptions
and use of formative assessment to enhance learning in Tourism. Therefore, the findings of this
study may not be generalised, and it cannot claim to be representative of all Tourism learners’

perceptions and use of formative assessment.

The study was also limited in scope as only one school and eight learners were involved in this
case study, but this approach allowed the elicitation of thick data that addressed the research

questions and satisfied the purpose of the study.

Another limitation is that this study was conducted using Grade 11 learners’ perceptions and
use of formative assessment in Tourism. The study thus excluded Grade 10 and Grade 12

learners who also take Tourism as a subject.

The study was also delimited in terms of comparative data from previous studies. Most of the
available literature on formative assessment refers to universities and other institutions of
higher education, and where it refers to secondary schools, the studies interrogated subjects
other than Tourism, particularly Mathematics. | thus had to rely on related literature on

formative assessment without the benefit of comparative results pertaining to Tourism.

3.13 Chapter Synthesis
This chapter presented an account of the research approach, design, paradigm and methods that

| employed to conduct this study. | also described the sampling method used in selecting the
research context and participants and described the data generation process and analysis
methods. Ethical issues such as seeking permission to conduct the study, obtaining ethical
clearance, avoiding the use of the names of the participants, and the protection of the rights of
the participants were discussed. The limitations of the study were outlined, and it was explained
how they were minimised to ensure progress. The next chapter presents analysis and discusses

the findings as they emerged under identified themes from the data.
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CHAPTER FOUR
DATA PRESENTATION AND INTEPRETATION

4.1 Introduction
The purpose of this study was to examine learners’ perspectives of formative assessment to

enhance learning in Tourism. The previous chapter presented a discussion of the research
design and methodology that were employed in this study. In this chapter, | present the analysis
of the data with the intention of answering the two research questions which underpinned this

study, namely:

e What are learners’ perceptions of formative assessment in Tourism as a subject?

e How do learners use formative assessment to enhance learning in Tourism as a subject?

This chapter focuses on the findings pertaining to the data that were generated by means of
focus group discussions and semi-structured interviews. Prompts were used during the focus
group discussions to guide the participants in responding to the research questions. An
interview schedule with open-ended questions was used for the one-on-one interviews. The
interviews and the focus group discussions were audio recorded and transcribed verbatim.
Thematic analysis as proposed by Braun and Clarke (2006, 2013) was used to prepare,
organise, reduce, analyse and report the emerging themes. The themes are highlighted by some
of the participants’ verbatim narratives. Pseudonyms are used in this study report to identify

the participants.

Two broad themes that addressed the main research questions were identified: 1) Learners’
perceptions of formative assessment in Tourism; and 2) Learners’ use of formative assessment
to enhance learning in Tourism. These themes enabled me to understand formative assessment

from the perspective of the Tourism learners.

4.2 Learners’ Perceptions of Formative Assessment in Tourism
In response to the research question: What are learners’ perceptions of formative assessment

of Tourism in a secondary school? Subthemes emerged that assisted me in answering this

research question. The responses shed light on how they viewed formative assessment in
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Tourism with particular reference to their understanding of the purpose and nature of formative
assessment in this subject. The theme could be divided into two subthemes, namely (i) the

nature of formative assessment; and (ii) the purpose of formative assessment.

4.2.1 Perceptions regarding the nature of formative assessment
The findings revealed that the learners had very similar perceptions of the nature of formative

assessment. All the learners perceived that formative assessment comprised different
assessment methods that they were required to do before the end-of-year examinations. Thus,
their understanding of the nature of formative assessment was linked to the fact that various
methods of assessment were used to measure their performance. This is corroborated in the
literature by for example Black and Wiliam (2009) and Van der Nest et al. (2018). To illustrate,
the learners in this study unanimously perceived formative assessment as a series of tasks,
especially tests that are given to complete in class to obtain marks that are added to their year-
end or final marks. This was evident in the comments by most of the learners during the focus

group discussions:

Grey stated:
“...class activities/task such as homework; classwork, presentations, tests, and the

project that we do to develop a marketing tool for the PAT.”

Brown argued as follows:
“Formative assessment is meant to be a variety of activities/methods which include all
the work given by the teacher to us in order to see our understanding of what he teaches
us, but in Tourism the focus of our teacher is on the PAT project and the tests that we
do. Sometimes we do worksheets and homework.”
White added:
“Activities such as class tests, a project, and worksheets are used by the teacher as

formative assessment to test us whether we are prepared to do the exams”.

Pink concurred:
“The Tourism teacher gives us tests, classwork, worksheets, a practical assessment
task, a project, and on few occasions homework to find whether we have understood

)

what was taught in class during the lesson”.
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According to the learners’ perceptions of the nature of formative assessment in Tourism, this
form of assessment was dominated by tests with only one project and two phases of the PAT.
Worksheets, occasional homework and presentations to assess their understanding of the lesson
or topic were also mentioned, and this implies that a variety of tasks had been administered as
part of the formative assessment process. However, the learners emphasised the focus on
examinations and regarded this form of assessment, which is in fact a form of summative
assessment, as the focus of formative assessment. This perception might have been influenced
by the use of formative assessment tasks such as the PAT to contribute to their promotion
marks, and it may have limited their understanding of the purposes of formative assessment.
Moreover, the learners perceived formative assessment as linked to numerous paper-and-pencil
assessment strategies. This was contrary to Black and Wiliam’s (2009) argument that learners’
understanding of a topic should be assessed or evaluated by using a variety of modes of
assessment by the teacher. However, these learners engaged in formative assessment tasks by
almost exclusively focusing on pen and paper activities which might have deprived them of the
opportunity to develop other skills such as discussion and debate. However, although the
learners admitted that they collaborated at times, this took the form of written tasks as well.
They were thus deprived of the opportunity to learn verbally from one another as proposed by
Vygotsky (1978) and they were uninformed of this important component of formative

assessment.

Formative assessment was also perceived as limited and routine as they stated that the teacher
gave them tests, homework, worksheets and class exercises to complete, which are all written
assignments. While most of the learners perceived formative assessment as comprising of both
formal and informal tasks conducted in class and sometimes at home, three of the participants’
perceptions of formative assessment were linked to school-based assessment (SBA) only.
Three learners were very critical of formative assessment as they viewed it as limited in nature.
They linked formative assessment to school-based assessment (SBA) tasks as they referred to
the tasks that are given by the teacher in each term as outlined in the Programme of Assessment.
This finding suggests that the learners perceived formative assessment as only those tasks
whose marks are incorporated into the end-of the-year mark for promotion. This view equates
formative assessment to traditional assessment methods that are limited measures and limited
tasks to guide learners’ learning. Clark (2008) argues that this approach is often inconsistent
with increasing emphasis on the necessity for learners to acquire life-long skills and continuous

adaptation to their environment.
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According to their understanding, formative assessment was limited to the six tasks and the

PAT that they were required to complete for SBA. To illustrate, Black stated:

“We only get feedback from the tests because we revise the question paper when we

return from holidays.”

This view was supported by Green:

“The teacher gives us feedback in the form of marks and sometimes she gives us oral

feedback as a class from our tests but not homework, which is usually not marked.”

These learners perceived formative assessment as only the formal tasks that were conducted in
class during teaching and learning sessions. In this context, the learners seemed dissatisfied
with the current practices of formative assessment in Tourism as they felt that assessment of
activities such as homework was not used in an effective and formative way. Although some
of the learners referred to various forms of assessment methods, they focused on formal tasks
as the only ones that constituted formative assessment as a component of SBA (i.e., written
tests or examinations, a project, and the PAT). The latter were the most recurring methods
linked to formative assessment. Thus, not only the learners’ but also the teacher’s focus seemed
to be shaped by the understanding that formative assessment is limited to formal assessment
(particularly written) tasks. This finding corroborates that of earlier studies that showed that
traditional summative assessment methods were predominantly used to assess learners
(Struyven et al., 2005; Flores et al., 2015).The findings thus revealed that, although some
informal formative assessment occurred in this classroom (such as worksheets and homework),
the learners were required to focus on formal formative assessment tasks for the purpose of

promotion.

In summary, the learners’ perception of the nature of formative assessment was based on their
understanding of the outcomes of summative assessment. According to them, formative
assessment methods were dominated by tests that were similar to examinations and they linked
assessment almost exclusively to paper-and-pencil tasks. There was some disagreement as
some of the leaner’s viewed the nature of formative assessment as encompassing all the
activities done in class, while others viewed it as another form of an examination where they

should focus on formal tasks that are used for the purpose of promotion. The learners thus
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seemed to perceive formative assessment as being dominated by traditional forms of assessing
learners at the end of a term or year. For example, they made reference to the nature of SBA
tasks and they centred on formative assessment as a set of tasks that are formally conducted at
a specified time.

4.2.2 Perceptions regarding the purpose of formative assessment

This study assumed that learners’ perceptions of formative assessment would be an important
factor in understanding their use of formative assessment in Tourism. The findings revealed
that formative assessment was an extension of or prelude to summative assessment as the
participants argued that it focused on the grades and marks that learners received. For example,
all eight participating learners regarded formative assessment as comprising mainly of tests
done in class which they should pass in order to improve their final grade in Tourism for the
purpose of promotion. To illustrate, the learners mentioned that, for them, formative assessment

was part of an examination.

Blue stated:

2

“The marks for most of the tasks we write for SBA are counted in the final mark.

Black agreed and said:
“We are all aware that marks obtained for some of the formative assessment tasks done

in class are used for promotion and progression.”

In a similar vein, Green argued:
“To get more marks for the tasks that we do as formative assessment is what we
always strive for because we understand that these tasks that are done in class are
important.”
These comments revealed a limited understanding of formative assessment as they equated it
to school-based assessment (SBA) tasks and argued that these tasks fulfilled both formative
and summative roles (Mansor et al., 2013). The learners perceived that formative assessment
tasks were no different from the summative tasks as they were all concerned with awarding
marks. It was not surprising that, in this context, the learners perceived the purpose of formative
assessment as similar to that of summative assessment, as the Department of Basic Education

generally measures its educational success by the Grade 12 National Senior Certificate and
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other end-of-year examinations (Poliah, 2010) in which the summative aspect of assessment is
emphasised and endorsed as definitive in determining a ‘pass’ of ‘fail” mark. What was
disturbing about this perception was the fact that not only summative assessment, but also

formative assessment engendered a focus on marks and grading among the learners.

Most of the learners’ responses in the focus group discussions focused on issues related to
marks, grading, test performance and rankings. Achievement that is evidenced by marks and
grading appeared to be the key role of formative assessment for the participating learners. This
perception may have been based on their understanding that SBA carries a larger summative
weighting, which is generally 75%. The comments by the three learners below illustrate their

focus on marks:

Black stated:
“When we submit the assessment tasks and the teacher gives us scores for them and

that is assessment.”

White concurred, and stated:
“The teacher ranks our class test scores which are used to contribute to the pass mark

and thus measuring one’s level of progress.”

Yellow added:
“Formative assessment is no different to summative assessment because we are still

graded and given low marks.”

Brown argued:
“With formative assessment tasks that we do such as the project and the PAT, we

also get grading marks that are included in our final promotion mark.”

The views expressed above revealed that the learners strongly perceived that marks obtained
for formative assessment tasks were important because they contributed to their end-of-year
marks, and for no other reason. All eight the participants concurred that the formative
assessment marks were used by the teacher to contribute to their final promotion mark.
However, Lund and Kirk (2019) argue that test and examinations measure the achievement of

the learner instead of helping them improve their work. This finding suggests that learners of
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Tourism perceived formative assessment as fundamentally about grading and marks and that
the connection between formative assessment and their final examination marks for promotion
was its sole purpose. A similar finding is noted by Black (2013), who states that the formative
and summative purposes of assessment are interwoven in that they are mutually supportive

rather than possessing diverse purposes.

Most of the participating learners shared similar perspectives about the purposes of assessment
in Tourism. Five of the learners viewed assessment tasks as a primary means of collecting data

by their teachers to determine what they [as learners] understood in class.

For example, Pink stated:

“It is for the teacher to see if we learn and understand what she has taught us.

Blue argued as follows:
“I think formative assessment is more of a checkpoint that our teacher uses to make
sure we all learn and understand the content taught. So that we will be able to perform

well in our exams.”’

Grey offered the following observation:
“For me formative assessment is about all tasks and activities that teachers use in a

class to see whether we will do well in the class.”

The perception of formative assessment as a method of measuring learners’ performance
emerged strongly in the participants’ remarks. Their views indicated that they perceived
formative assessment as a method used by their teacher to measure their academic performance
which is based on what is taught in the classroom concerning a certain topic, unit or chapter.
However, none understood that the effective use of formative assessment is critical in helping
learners to evaluate their own performance, as is noted by Andrade (2010).

The data also showed that the learners believed that when their Tourism teacher assessed them
formatively, the task was administered with the intention of enhancing their academic progress
and evaluating their knowledge of a certain chapter, topic or unit because they wanted to see
improvement in their achievement in the subject. This view can be demonstrated by the

following comments.
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Blue stated:
“Assessment is about testing what we as learners know... test how much we have learnt.

2

What we are taught in the classroom is tested in the control tests or class tests.

Yellow suggested the following:
“It is one of the methods that our teachers use to conduct the process of evaluation, to

weigh our understanding of what they taught.”

Black also said:
“It is a method that helps teachers to check or measure if the learners understand what
is being taught in the classroom.”
Blue argued as follows:
“Formative assessment is when the teacher collects information about the
performance of learners in order to see how much learners have understood what has
been taught.”
In addition to using formative assessment to evaluate their learning, these learners felt that the
teacher consulted other Tourism teachers to evaluate their understanding and knowledge of the
content taught and learnt. They understood that formative assessment was used by teachers to
evaluate their understanding of the content and concepts taught. The findings underscored the
perception that formative assessment enabled the teacher to measure their performance. They
further stated that formative assessment was when the teacher measured their performance to
identify those who were doing well because they were likely to be promoted to the next grade.
This finding is supported by Nieuwoudt and Reyneke (2011), who state that formative
assessment serves to guide the teacher to diagnose learning problems and enable learners to
rectify mistakes. In that sense, formative assessment was primarily used to identify areas that

needed improvement.

In addition, some participants understood that formative assessment had a motivational
purpose. For example, Green expressed this understanding as follows:
“When we do formative assessment through doing the tasks in class and outside the

classroom, such as the PAT and project, we get to be inspired.”

The learners also understood that formative assessment is a means to stimulate and sustain

learning. Some of the learners expressed this view as follows:
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Brown stated:

’

“Formative assessment is the strategy used by the teacher to force us to learn.’

Blue concurred and said:
“Formative assessment is really pushing because you have to learn consistently not

’

only to study when preparing for the exams.’

Yellow argued:
“I think formative assessment is used by the teacher to motivate us to master the

>

concepts even before the final examinations.’

Black commented as follows:
“Through formative assessment you are being pushed to learn and always write tests

and that encourages me to learn.”

These learners thus perceived formative assessment as a tool used by the teacher to motivate
them to learn rather than a means of assessing their own learning and enhancing their
development of skills. Clarke (2008) argues that formative assessments stresses synthesis and
evaluation as tools used by teachers to identify gaps in learners’ learning, and most of the
learners felt that formative assessment was meant to help the teacher to identify concepts and

skills that learners had difficulty in acquiring. This may be illustrated by some of the comments:

Grey stated:
“Formative assessment helps teachers identify who is struggling with difficult

concepts in Tourism.”

Pink commented as follows:
“Formative assessment provides the teacher with information to use and see where we

are with our learning.
White stated:

“Formative assessment is guiding teachers and learners in making decisions about how

to move forward to reach their goals.
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Extracts from a follow-up interview with Grey on the perception that formative assessment is

a tool used by the teacher to identify learning gaps revealed the following perception:

Prompt: You mentioned that formative assessment is used by teachers to identify who is
struggling. Can you elaborate on that?

Grey: In Tourism there are many concepts that we sometimes struggle with so, for me
formative assessment is that assessment that the teacher uses to check who has
difficulty in understanding some of these concepts.

Prompt: Do you think this will help you?

Grey: Yes, | think so. Formative assessment gives the teacher an indication of who need
support with certain concepts in order to maximise our chances of passing our

term work.

Similar findings are also discussed by Volante and Beckett (2011), who conclude that the speed
of learners’ learning can be doubled through the implementation of formative strategies.
Moyosore (2015) states that formative testing aims for a diagnosis of learners’ learning
difficulties in order to improve their performance. Moreover, Marsh (2007) states that
formative assessment is a method designed to correct the difficulties learners experience in
terms of the content of a subject with the aim of enhancing the performance of learners in the

subject.

In a nutshell, the above findings suggest that learners’ perceptions were linked to some of the
purposes of formative assessment. They were of the view that one purpose of formative
assessment in Tourism was to award grades and thus they felt it was an extension of summative
assessment. This was reflected in their perception of formative assessment in Tourism as a
series of tasks, especially tests that are given to complete in class to obtain marks that are added
to their year-end or final marks. However, the findings further revealed that formative
assessment was used by the teacher to evaluate learners’ understanding of and to identify gaps

in their knowledge of subject content and the concepts taught.

The findings also revealed that the learners perceived formative assessment as a means of
providing feedback to them in terms of their learning, which is an important and powerful
purpose of formative assessment as suggested by the literature. Formative assessment is able

to guide student learning through feedback which helps increase learners’ interest in learning
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(Black & Wiliam, 2009; Earle, 2010). Most of the learners in this study linked formative

assessment to feedback, as was evident in their comments.

Green noted:
“Formative assessment provides opportunities to communicate between the teacher

and learners through the feedback.

White added:
“Formative assessment is the assessment that gives you the feedback straightaway

’

you can sort of get an idea of how much you have taken in.’

Blue also stated:
“I think formative assessment is that kind of assessment that provides feedback as to

what is important to learn and how learning is proceeding.”

Formative assessment was understood by the learners as a means of providing feedback to them
when the teacher checked whether they were progressing in their work. As reflected in the
statements above, the learners felt that formative assessment should be used to provide
feedback on their performance in each task. They were of the view that formative assessment
should be used by the teacher to give feedback from which learners may learn as it should
highlight areas in their learning that they need to improve. These comments directly link

feedback to formative assessment, which is one of its main purposes.

The learners also understood that, through formative assessment, communication opportunities
were encouraged and added to their learning. This view was elaborated by Blue during an

interview:

Prompt: What makes you link formative assessment to feedback?

Blue: | say that because for me formative assessment should happen while learning is
still in progress, so that the teacher could provide us [learners] with feedback that
we can use to improve the quality of learning. Our teacher uses tests in class to
give us general feedback on our learning. When | get a test back, I know where |

made my mistake. In short, for me formative assessment is about learners
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receiving feedback from the teacher about their learning with advice on what they

can do to improve.

Blue commented that formative assessment was a way of receiving feedback from the teacher
in order to identify and rectify mistakes. This argument is supported by Supovitz (2012), who
argues that it is used by teachers to draw conclusions and give feedback to learners about their
work. Formative assessment tasks are used to check the understanding of learners and to make
decisions about current and future instruction (Wiliam, 2011). In the current study formative
assessment helped the learners to get relevant feedback from their teacher and to improve their
learning. Giving feedback is very important in measuring performance so that individuals can
advance in specific areas of weakness (Byabato & Kisamo, 2014). Furthermore, Black and
Wiliam (1998) contend that assessment should provide relevant and brief feedback which
identifies obstacles in order to create learning opportunities. The above responses thus

underscored the subtheme that feedback is important in formative assessment.

4.3 Learners’ Use of Formative Assessment

In this section | present the findings that address the research question: How do learners use
formative assessment in Tourism? In a nutshell, it was found that the learners’ use of formative
assessment was linked to three main themes: (i) the use of formative assessment to benefit
summative assessment outcomes; (ii) the use of formative assessment by learners to monitor
their ability and progress; and (iii) the use of feedback from formative assessment tasks as a
means to learn in different ways. These themes and their subthemes are discussed in the

following sections.

4.3.1 The use of formative assessment to benefit summative assessment outcomes

The findings revealed that the learners used formative assessment to improve their end-of-year
examination mark, which is based on summative assessment. Generally, their responses were
centred on examinations and the need to obtain marks for a pass. This was indicated by five of
the participants who seemed to be concerned about the marks they obtained for tests and the
project. The learners seemed to use the formative assessment marks to improve their
opportunities of getting good grades at the end of the year. Obtaining good marks in formative
assessment tasks was thus a primary driver for learners to pay attention to these tasks. This was

evident in the following comments:
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Brown asserted the following:

“The project helped me to boost my marks as I did very badly in the test.”

Yellow stated:
“The teacher tells us to work hard on our PAT and tests during the year so that we get

good marks.”

Pink stated:
“If my mark was lower in the first test, | need to improve in the second test otherwise |

1

might not get a good score at the end of the year.’

Black also stated:
“Formative assessment gives me an idea of my marks and possibility of getting good

marks at the end of the year if I did well in the formative assessment [tasks].”

For these learners, marks were more important than the knowledge gained and what they could
do with their knowledge. There was evidence that even the teacher put emphasis on marks,
which caused the learners to understand that the main purpose of formative assessment was to
get good marks rather than gaining knowledge and applying this knowing. This resonates with
a finding by Burket (2016), who argues that the report received on summative assessment
presents evidence of a learner’s achievement in formative assessment. Similarly, Byabato and
Kisamo (2014) state that summative assessment is viewed by both teachers and learners as the

purpose of assessment and that it is synonymous with the marks that need to be obtained.

This finding suggests that formative assessment was generally used by the learners in this class
for summative gains. This could have been influenced by an overemphasis on summative
assessment in Tourism which is encouraged by the Tourism CAPS document. As was
explained in Chapter Two, Tourism learners have to complete SBA tasks that contribute 25%
and a PAT that contributes another 25% to the final examination mark. The SBA and PAT
form part of the formal aspect of the formative assessment component as these are completed
over a period of time and are integrated into the teaching and learning process while they
contribute to the promotion mark. The contribution of these formal formative assessment marks
seemed crucial to the learners’ use of formative assessment. It was not surprising that these

learners were focused on using formative assessment to generate marks for promotion rather
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than for learning outcomes, as the education system places a high premium on quantitative
results that determine success in terms of symbols such as an A (80%+) or a C (60%), or failure
such as lower than an E (>40%) or an F (>30%).0Outcome levels are also linked to these
symbols and range from 1 — 7 where 1 denotes the least successful and 7 denotes the most
successful outcome. These symbols indicate summative assessment outcomes in the
examination system in South Africa and are particularly important to classify successful or
under-performing schools based on the NSC results at the end of the FET phase (Grade 12)
(Spaull, 2013). All eight participants concurred that they primarily used formative assessment

tasks to increase their marks for the final promotion mark.

However, the findings also revealed that the learners used formative assessment results and
feedback to prepare for their final examinations. Assessment tasks that had been completed for
formative assessment were important as they used the experiences they gained to prepare for

the final examination. The comments below are evidence of this approach:

Yellow said:
“The formative assessment tasks that we do clearly prepare us for the examination
because most of the questions are similar to those that we did in the class test that we
took as formative assessment. So, if you do well and work hard in those formative

assessments, you know you will get good marks.”

Brown stated:
“Teachers are forced to give us control tests so that by the time we write

. . LR »
examinations we know exactly what we are writing.

Green also noted:
“If you want good marks at the end [of the year] you have to use formative assessment

’

well, like control tests, to revise for the examination.’

The above comments suggest that formative assessment in the form of controlled tests were
regarded as important because the learners used them to prepare for the final examination. The
scores they attained in these control tests also contributed to their final examination results.
The learners implied that they learnt a lot by doing the formative assessments tasks and that

this resulted in higher marks in the summative assessment. They also felt good if they scored
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a good mark after a period of hard work in preparation for the final examination (summative
assessment). This focus on obtaining good marks was not surprising as the literature suggests
that, in South Africa, educational success is primarily measured by summative results (Poliah,
2010; Mansor et al., 2013).The finding suggests that the learners were confident that they
would do well if they worked hard in the formative assessment tasks in preparation for the final

examination.

In summary, the learners revealed that they mainly used formative assessment as a means of
improving their summative assessment marks. The former tasks were thus used to prepare for
the final examinations (summative assessment). This finding suggests that formative
assessment outcomes were important primarily as a springboard for success in the final
examination. Moreover, the scores the learners attained in these control tests would contribute

to their final examination results.

4.3.2 The use of formative assessment to monitor ability and progress

While the learners were concerned about using formative assessment for marks and grading,
they also involved formative assessment in their learning as they highlighted that they used
formative assessment to monitor their own abilities and progress. The majority of the
participants revealed that formative assessment was useful to them as they were able to monitor
their abilities and learning skills. To illustrate this point, some of the learners expressed

themselves as follows:

Blue stated:
After doing formative assessment you are able to tell whether you have the capability
to learn a particular section of Tourism. For example, when you write a test on basic
calculations, if you pass you know you are capable but if you fail you know you have to

work hard in that section.
Yellow said:

“Formative assessment helps me to test how much [ know about the content and what

| am capable of answering. In most cases you do better in the second test.”
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Grey argued:
“Formative assessment is used on daily basis in the evaluation process and to
check our understanding. This includes all the work given by the teacher to us to test

our understanding of what he/she has taught us in the Tourism classroom.”

Brown said:
“Formative assessment helps me to identify what I know and what I can do in Tourism

so that I can improve in the future.”

The above responses show that learners used formative assessment as a means of checking
their competency in Tourism. These extracts demonstrate that formative assessment played a
valuable diagnostic role in helping the learners to measure their abilities and capacity for
understanding Tourism content and concepts. According to these learners, formative
assessment was a tool that they used to monitor their academic activities from when they started
at the beginning of the year to where they were at the time of the assessment. The literature
asserts that formative assessment is primarily used in the classroom by teachers and learners to
determine monitor and improve performance (Nieuwoudt & Reyneke, 2011; Deane & Sparks,
2019). These learners’ comments thus endorsed the findings of earlier studies as they claimed
to use formative assessment to identify what they were capable of doing by assessing their
ability to answer questions in Tourism tests and examinations. Self-assessment is highlighted
as a primary purpose of formative assessment (DOE, 2011), and the fact that the learners

embraced this opportunity should be commended.

Related to the learners’ diagnostic use of formative assessment was their use of formative
assessment to monitor their progress. Most of the learners revealed that formative assessment
allowed them to self-monitor their learning performances as it was used to track their progress
throughout the year. They used formative assessment outcomes to identify what they knew or
did not know and where they were in their learning. Two of the learners explained this self-
monitoring process as follows:
Pink said:
“By using formative assessment, you are able to see whether you are improving or
not. I remember in the first test | did very well but the second test and third tests I did

poorly, and | had to try some means to improve my performance.”
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Grey stated:
“By using formative assessment, you are able to compare where you are to where you
need to be because you know what outcomes you must achieve. For example, when we

do the PAT, we get a rubric which helps us to monitor our performance in the task.”

In corroboration of the above comments, five learners also stated that that they used formative
assessment to keep track of their progress. However, progress appeared to be judged by the
marks obtained and not necessarily whether the topics and content were understood or could
be applied. The responses also indicated that the learners used formative assessment to monitor
their performance over time. For example, Pink indicated that she had to use subsequent tests
to improve when she had done badly in the first test. Curry et al. (2016) emphasise the use of
formative assessment to collect data about learners' performance and to monitor if learners
improved over time. They also suggest that learners use formative assessment to know where
they are in their learning. This finding confirms Wiliam’s (2011) assertion that formative

assessment is highly appropriate for helping learners to learn.

4.3.3 The use of feedback based on formative assessment to enhance learning

Feedback from formative assessment is key to learning a sit continually regulates the learning
process (Black & Wiliam, 2009). This point was acknowledged by the participants of this study
as they regarded it as a tool they could use to improve their learning. One of the findings was
that the learners used the feedback generated by formative assessment to improve their learning
and achievement. Feedback is an integral part of formative assessment as it improves learning
and thus learners’ achievement (Saddler, 1989; Nichol & MacFarlane-Dick, 2006). Most of the
participants indicated that formative assessment was useful because they got feedback from the
teacher regarding their performance. However, Black and Wiliam (1998) argue that for
assessment to be formative, the feedback information has to be rich and needs to support
learning. Similarly, the current study found that some of the learners used feedback based on
formative assessment to develop their understanding of the subject content and to guide their

learning. The following excerpts illustrate this:
Grey commented:

“I like formative assessment because I get a chance to be given feedback which helps

me to know what I have to study.”
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Brown also stated:
“Sometimes when teachers don’t put feedback in our formative tasks, it’s really hard

to know what I have to study and what I don’t have to study.”

Pink also commented on feedback as follows:
“I just like feedback, as it’s kind of helping me to identify what I know and thus I focus
on what I don’t know. With Tourism, the teacher kept on giving us feedback on the PAT
as we worked on it in class so that we knew what to focus on and that was helpful as

we used this feedback to make changes to our PATs.”

Blue concurred by stating:
“I use feedback from my formative assessment tasks to review and reinforce concepts

and content to make sure I don’t miss out anything in the next assessment.”

Black explained:
“Feedback on my formative assessment work is very important for me because I use it
to clarify things, I did not understand so that | know exactly how and where

improvements can be made.”

As is reflected by the statements above, the learners felt that feedback from formative
assessment should be used to provide feedback on their performance in each task. The
statements by these learners underscore the importance of effective and timely feedback on
formative assessment tasks that are administered during the teaching and learning processes.
The literature suggests that feedback on formative assessment should occur as soon as possible
after a particular section or unit of work has been completed (Wylie & Lyon, 2012). For these
learners, formative assessment provided information that helped them in their understanding
and progression forward in the learning process. This finding implies that learners are able to
adjust their learning and make corrections when they know what their mistakes are based on
the feedback. In essence, learners use formative assessment to become aware of what they were

learning and what they need to (un)learn.

The findings suggest that learners’ value and use feedback from formative assessment. The use
of feedback from formative assessment came up strongly in a follow-up interview with Blue,

as indicated below:
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Prompt:  You said in the discussion you used feedback to reinforce the content
and concepts. Can you elaborate on that?

Blue: Yes, like 1 said, it helps to reinforce content. In Tourism there are
many topics which have too many concepts that one has to learn.
Sometimes we don’t get them right when we take our formative
assessment tasks but when the teacher gives feedback on those
formative assessments you are able to understand them.

Prompt: How do you understand them?

Blue: Once you get feedback from the teacher you are able to improve on
those concepts by looking at how you did them incorrectly at the
beginning. Feedback forces us to reread the concepts and they kind of
stick in your mind. I noticed with classes that happens to me a lot if
we re not getting feedback and reviewing the content from previous

assessment and it helps keep it in your head; keeps you focused on it.

The learners mention how feedback from formative assessment provided them with specific
information about the areas where they were struggling, especially the terminology of Tourism.
For these learners, feedback from formative assessment clarified which material they needed
to review because they lacked understanding. This finding is consistent with a finding by Gibbs
et al. (2005), who indicate that learners’ views of formative assessment are positively

influenced by the fact that it helps them to learn.

The learners in this study also argued that formative assessment was more useful if they
received feedback immediately. In this regard, McKay (2007) opines that learners want to use
feedback to know how well they were doing or have done and what they might do next to
enhance their performance and improve their knowledge. Similarly, learners in this study
believed that immediate results and feedback from formative assessment were useful and

supported learning.
Yellow said:

“The teacher marks our scripts within two weeks or so and this is helpful because I can

see where [ went wrong while I still remember what we wrote.”

70



Brown commented:

“If the marks are not returned you get to worry more and get scared of failing.”

Pink said:
“It helps to get feedback quicker because I am able to know which tasks I did not do

well, and I try to improve on the next one so that I don’t drop the marks.”

Blue stated:
“Formative assessment is very useful if I get feedback soon after we have written the

test as I use it to see my strengths and weaknesses.”

Grey concluded:
“Getting immediate feedback from formative assessment I can see what I need to do

to improve.”

The reasons given by learners why they would prefer and use immediate feedback was that
getting feedback soon stopped them from worrying about the result. They linked their use of
feedback from formative assessment to maintaining or improving their marks. Bayerlein (2014)
opines that learners often need immediate feedback for application in upcoming tasks. The data
revealed that the Tourism learners could assess their performance once they had received
feedback on the activities/tasks and they could view the marks they got for each question. They
also highlighted that receiving immediate feedback on their formative assessment helped them
to identify what they had done wrong while they could also identify areas for improvement
while the task was still fresh in their minds. This finding is supported by Talib et al. (2014),
who argue that formative assessment feedback can help to motivate learners to identify gaps in
their learning. The learners also expressed that immediate feedback was useful as they
understood where/how they went wrong while the assessment was fresh in their minds. They
stated that regular feedback was very useful, which is confirmed by Dermo (2011) who argues
that regular and immediate feedback on assessment allows learners to see straight away where

they went wrong, and they use this information as a means to improve.

While most of the learners opined that they used feedback to improve their learning, two
learners revealed that they recognised the value of feedback and used it to improve their

learning, but their comments implied that feedback was not as effective as it could be. White
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and Yellow had reservations about the use of feedback as they felt that sometimes they did not
know how to improve as the feedback was too general. In this regard, Hughes (2011) argues
that feedback needs to relate to the specific task and match the needs of the learners. In this
study, some of the learners felt strongly that their needs were being met when they received
individual feedback, while others claimed that such feedback was rare and that specific

feedback would be more helpful to them.

White stated:
“Informative feedback on formative assessment is occasionally given attention in
Tourism. Our teacher does not set aside time to work with us on how to improve after

feedback has been given.

Yellow had the same problem:
“So, I somehow got a thirty in the test out of 150 and got very little feedback even
though | knew there was a lot | needed to improve — but I don’t understand how
because the feedback was generalised for the whole class.”

These learners felt that the use of formative assessment feedback was voluntary, and they
claimed that they could not use previous feedback as it was specific to a previous formative
assessment task that could not be resubmitted. This claim by the learners underscores the
argument that feedback should be a means to enhance learning and it has to be integrated into
the teaching and learning processes and given at the end of a relevant formative assessment
task (Black & Wiliam, 2009; Sadler, 2010; Andrade, 2010). Supovitz (2012) emphasises that
feedback focuses on specific assessment tasks and what the learner needs to do to improve. For
learners, general feedback or feedback that is specific to a particular assessment task that cannot
be repeated becomes just a message that is of little use in the learning process. This finding
again underscores their understanding of assessment for achievement rather than for skills

development.

In summary, the findings that were discussed in this section provided an overview of learners’
use of formative assessment and the importance of feedback. The learners valued and used
feedback and appropriate feedback prepared them for future assessments, especially

summative assessment, as it tended to clarify content and jargon and informed them about their
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learning. However, some of the learners preferred individualised feedback which they felt
could be more user-friendly. Surprisingly, the learners did not make reference to the feedback
they might receive from other learners or by means of self-assessment. | cannot state that these
learners did not value or use other types of formative assessment feedback but can only state
that no reference was made of such feedback or learning strategies. This could have been due
to the fact that formative assessment was dominated by formal tasks which were more oriented
to teacher feedback, as was indicated earlier in this study. However, in a later section | discuss
the learners’ references to work together and collaborative learning, as is proposed by the social
constructivism theory of Vygotsky (1978). This gap in feedback information may suggest a
limitation in the discussion and interview schedules that could have probed more deeply to
interrogate collaborative feedback. However, questions that probed a range of feedback
strategies were deliberately not included in the discussion or interview schedules, as | wanted
the responses to be authentic. I thus did not want to influence the learners’ responses in any
way by asking leading questions that might have elicited responses to please me as the

researcher, and | thus avoided direct probing of responses related to feedback strategies.

4.3.4 Formative assessment as a means of learning in different ways

Formative assessment is regarded as the process that is classroom-based in which learners and
teachers collect evidence of learning using various forms and strategies to support learners’
conceptual development, to understand their learning progress, and to make adjustments to
learning or to teaching, as and when necessary (Lyon, 2012). In essence, through formative
assessment learners are able to learn in different ways while accessing knowledge on their own
or in collaboration with others, as proposed by Vygotsky (1978). The findings revealed that
formative assessment was used by the learners to learn in different ways. For instance, they
claimed that they used formative assessment to learn knew knowledge in different ways such
as utilising feedback and by engaging in self-regulated learning as well as collaborative
learning. This claim corroborates the argument by Birenbaum (2007) that the learning styles
and instructional preferences of learners are linked to their assessment preference. The learners
identified self-regulated learning and collaborative learning (which will be discussed later) as

valuable strategies that were supported by formative assessment.
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4.3.4.1 Self-regulated learning

The findings revealed that formative assessment in Tourism improved autonomy and
developed independent learning. Most of the learners’ responses provided great insight into
how they used formative assessment to impact their learning. They felt that when they engaged
in formative assessment tasks, they were given the opportunity to personalise their own
learning. Developing independence and autonomy was viewed as an important reward flowing
from formative assessment and they used their engagement with formative assessment to
develop a certain degree of freedom. To illustrate, some of the learners expressed the following

views:

Blue stated:
“We do most of the project on our own and the teacher only gave us instructions.

Although the project was not much clearer to us, we managed to find our way.”

Green agreed by stating the following:
“The teacher gave us the practical assessment task (PAT) and we had to research
cultures. Some of them in our groups did not know anything, but we managed to come
up with different indigenous dances across the whole of South Africa on our

i3

own.

Yellow said:
“We had to make sure that the information that we source for the PAT was correct and

’

accurate.’

The comments showed that the learners were using formative assessment to grow and learn
independently. They were able to conduct research activities for both the project and the PAT
on their own as they were doing these formal tasks in a formative way. This finding resonates
well with the argument by Harrison and Wass (2016) that formative assessment supports
learner autonomy and self-determining learning skills and helps learners to become more self-
directed in their learning, planning and activities. Most of the learners stated that they had to
go through their textbooks or other material in order to review the work before they engaged
with the PAT. This is illustrated in the following excerpts:
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Green stated:

“We do the PAT once a week and you have to be up to date with the work.”

White also commented:
“I have to read the textbook because the PAT is done every week, so I need to review

that work before the day.”

Blue added the following:
“You are forced to read and search for information on your own before the day of the

PAT which is very demanding in terms of reading.”

Grey explained:
“I always read the Tourism textbook at least once a week because there is always a

formative task that we do weekly such as the PAT.”

In addition, Blue stated:

“We attempted the PAT may times [on our own] until we got it right.”

Most learners felt able to exercise some degree of control of their own learning when involved
in formative assessment. They revealed that formative assessment tasks such as the PAT
encouraged them to work consistently on their own. They also mentioned that, by engaging in
the formative assessment project, they learned to search for information on their own without
any assistance from the teacher. This finding resonates well with a finding by Ajogbeje (2013),
who also found that engaging in formative assessment helped learners to learn and thereby to
gain a sense of autonomy. Independent learning encourages interaction between what learners
know and what they can do (Wiliam, 2011), and this was facilitated by formative assessment

tasks that had to be tackled independently.

All the participants expressed the view that formative assessment gave them the opportunity to
personally engage and get more involved in what they were learning. They were of the view
that they developed ownership of what they were learning during their engagement in formative
assessment, which was of great use to them. They felt that when they did a formative
assessment project, they were given the opportunity to personalise their learning. They felt that

they developed ownership of their learning when they did the PAT and the project.
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For instance, Blue asserted:
“When we do the PAT, you get an opportunity to express learning in your own way.
You have to be creative with the design and do the research yourself, so you know what you

’

have to learn.’

Brown stated:
“l feel 1 am more in command of my learning than ever before when the teacher uses

formative assessment.”

Grey also added:
“With the project | learn to work independently because | have to come up with my own
design, for example of a logo or brochure and in that way, | begin to have that

ownership of my assessment.”

Pink stated:
“For the PAT we had to do research with less help from the teacher, although it felt
difficult, but I was able to learn from that and it felt good.”

The above comments demonstrate that the learners used formative assessment to develop
independence. It is evident that they acted with some degree of autonomy, especially when
they were conducting research which was an effective and novel way of learning. This finding
suggests that the learners valued formative assessment and develop a sense of ownership of
their work. In this regard, Hattie and Timberly (2017) are of the view that learners learn key
learning skills by owning the task and learning process and this ownership gives them a more
significant role in their learning. In essence, this finding suggests that if learners take ownership

of their learning, it is beneficial, and they may want to do more to move forward.

Further to developing independent learning, the learners’ responses revealed that they used
formative assessment to develop a great sense of responsibility for their learning. They claimed
that they became responsible by adhering to due dates and instructions. This is highlighted in
the following responses:
Brown stated:

“You have due dates for submissions and there is a lot of work to do. Tourism alone

has got too many items which are topped up by the PAT.”
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Black also affirmed this point:
“You have to ensure that you know when the due date for different phases of the PAT
which is you get at the beginning of the year. So formative assessment tasks such as the

PAT force you to learn to be responsible.”

Grey stated:
“If I get something wrong in the test, I would work to figure it out and work on it on my

own, which has really made me responsible for my learning.”

The learners’ comments suggest that they learnt how to use formative assessments to benefit
themselves, especially when they engaged in practical assessment tasks. They used formative
assessment to increase their engagement and accepted responsibility for their learning and they
felt that formative assessment provided them with an opportunity to be in control of their
learning. They found that they began to be responsible for reviewing the material which led to
a strengthened understanding of the subject. This finding corroborates the literature that argues
that learners use formative assessment to determine their own learning instead of the teacher
always being the only source who knows how learners should learn (Clark, 2011; Wiliam,
2014; Hattie & Timberly, 2017). Similarly, the learners in this study commented that they used
formative assessment to be involved in and to control their learning. This finding resonates
well with Black and Wiliam (2009), who claim that learners share in the responsibility for their

own learning when they engage in formative assessment.

4.3.4.2 Collaborative learning

Despite the fact that most of the formative assessment tasks that were completed by the learners
for Tourism were done individually, they till identified opportunities to engage in collaborative
learning. Formative assessment was used to embrace opportunities to collaborate with peers
and in small groups. Most of the learners commented that when they did formative assessment,
they selected peers in the class who they could work with. They thus used formative assessment
to work together, to learn from one another, and to exchange information. The learners were
encouraged by their teacher to work together on certain aspects of the PAT, which partly

focuses on group demonstrations. The following comments illustrate this point:
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Green said:
“For some of the tasks we work in groups which helps because we have to

)

understand the instructions and the task expected of us.’

Pink stated:
“When we do case studies and role play, we have to work together and in that

’

way we learn from each other.’

Yellow stressed the following:
“Although most of our formative assessment tasks are not group work because we do
formative assessment during learning time, we use it to collaborate with other learners
so that we can learn from each other. We work in groups and assist one another to

complete tasks.”

Blue concluded:
“Part of the PAT in Grade 11 wants us to demonstrate cultural uniqueness and that

you cannot do on your own and we have to work with others for that assessment task.”

The learners used formative assessment to create spaces within which to work collaboratively,
and this provided opportunities for learning from one another. The learners mentioned that
formative assessment, especially the PAT, encouraged them to do their work in groups and
thus they could help one another. This finding is supported by Talib et al. (2014), who argue
that learners who work in small groups tend to learn more and retain information longer than
when the same content is presented in other instructional formats. The learners believed that
formative assessment benefited them because they were given opportunities to interact with

one another while learning in a communal manner.

Furthermore, the learners embraced formative assessment as they used it to collaborate through
sharing available resources and information. They felt that it was crucial to create opportunities
through formative assessment to work together to build on their own and on one another’s
knowledge. In this manner they became resources and not merely consumers as they engaged

collaboratively with some aspects of the formative assessment tasks.
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For example, White stated:

“Sometimes we do not understand the instructions given by the teacher but when we

>

work with other learners, we begin to explain to each other what needs to be done.’
Blue offered the following comment:
“l worked with one of my classmates at my place one whole day because she did not

understand the instructions for the PAT.”

These comments demonstrated how the learners used formative assessment to get involved in
class and to support one another, particularly if they needed more clarity on the instructions.
Black and Wiliam (2009) argue that learners can be actively involved as resources for one
another through collaboration. Similarly, Katherine and Kalina (2010) encourage learners to
learn interactively in class to improve learning. This was evident as the learners in this study
embraced the use of formative assessment as a way of interacting with one another. They stated
that when they did some formative assessment tasks, they assisted one another to understand
the instructions. Given that fact that the school was under resourced at the time of the study, it
seemed a resourceful practice for learners to share. This assisted them to learn from one another

while completing some formative assessment tasks.

Formative assessment tasks encourage learners to work together and share information, thereby
increasing their social involvement and their learning. Working in groups to complete some of
the formative assessment tasks emphasised the importance of developing the skill of working
together. Abrahams (2011) argues that learners experience the pleasure of social interaction
when they work together. The discourse in this section strongly resonated with the social
constructivism theory that posits that learning occurs in socially constructed contexts and that

itis enhanced through collaborative endeavours (Vygotsky, 1978).

4.3.4.3 The acquisition of various skills using formative assessment

Formative assessment is regarded as an important educational strategy because learners use it
to acquire various learning skills. Most learners in this study agreed that doing different
formative assessment tasks enabled them to improve their learning abilities. This finding
resonates with Piaget’s cognitive constructivism theory which proposes that learners must
construct their own learning by building their knowledge through experience which enables

them to acquire diverse skills. The following responses highlighted this point.
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Yellow stated:
“Formative assessment improves our learning skills in Tourism because if the teacher
gives us some task and we fail, we start trying other methods or skills to improve our

performance as well as our learning skills.”

Grey concurred:
“Those tests that we write in class before the final exam help me to see where I need to

change and how I have learned certain concepts.”

Black also stated:
“Through formative assessment tasks such as the PAT projects and tests, | have started
to learn the skill of analysing visuals and information because they use them a lot in

Tourism.”

This view that learners use formative assessment to develop and improve their learning skills

was also supported by Green during an interview:

Prompt: What skills are you now using?

Green: In most cases | would read the book for a long time and then fail in the exam.
Now that we write many tests before the end of the year exam, | realised | need
to change how I study, like writing summaries after reading.

Prompt: Have this helped you?

Green: I am not a fast learner, so | use formative assessment to see where | am and
what | can change in my learning. Hence, | am saying formative assessment

helps me to try out new learning skills.

The responses above revealed that, by engaging learners in different class activities as forms
of formative assessment, they were capacitated to improving their learning skills. These
learners reported that they used formative assessment tasks to develop critical thinking. In
particular, some of the learners affirmed that the different formative assessment methods used
by the teacher helped to increase their level of thinking both in Tourism and in real-world
situations. Green stated that she used formative assessment to improve her learning skills
although she was not a fast learner. She believed that formative assessment helped her to

develop new learning skills that she could apply in the future.

80



The learners stated that they used strategies that they were exposed to in formative assessment
to develop critical thinking as they learnt in a relaxed environment that encouraged them to

develop higher levels of thinking.

Black stated:

“...the case we studied, and calculations force us to develop critical thinking.”

Yellow concurred:
“Those case studies that we get in the formative assessment tasks really make one to

learn to think critically.”

Green also noted:

“The calculations demand that I am able to apply problem solving.”

Pink also commented as follows:
“You learn to think critically and solve problems that you read about in the case

studies and such skills we could apply in real-life cases in the Tourism industry.”

In an interview with Grey, he corroborated the perception that formative assessment tasks are

very important in helping them to develop critical thinking skills.

Prompt: Do you concur that formative assessment develops critical thinking skills?

Grey: Yes, | do.

Prompt:  How do you use formative assessment to develop critical thinking skills?

Grey: You know, when we do tasks such as PAT, you begin to develop critical thinking
because we have to develop things like brochures, reading and analysing case
studies in tests, create an itinerary and you have to be very critical. These tasks
usually do not want one-word answers, but you have to think and analyse
information and motivate your answer. Especially with the PAT you have to
think of activities that would appeal to different tourists and relate them to the
tourist’s profile that you are given in the case study/scenario. Hence, I agree

that formative assessment is very useful to us for promoting critical thinking.
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Like Grey, most of the learners’ comments indicated that formative assessment was used by
some learners to develop skills such as critical thinking and problem solving as they naturally
engaged with cases that required them to analyse and provide possible solutions/actions. Diana
(2019) argues that formative assessment monitors learners’ acquisition of knowledge and
skills. This suggests that formative assessment develops critical thinking skills as well as
problem solving skills. This implies that, through formative assessment, learners develop a
variety of skills and are thus enabled to actively build their understanding of concepts, rather

than merely memorising information.

However, despite the claim by most of the learners of this study that the use of formative
assessment developed their critical thinking skills, some remained less optimistic regarding the
current/potential use of formative assessment in developing critical thinking skills. For
example, White and Brown felt that they did not use formative assessment to develop any
particularly important skills as they felt that the tasks were too difficult. They expressed the

following concerns:

White said:
“Well, I find formative assessment hard to do because I have to face situations

1

which I mostly fail to solve.’

Brown shared a similar sentiment:
“It is difficult to put formative assessment tasks into practice and thus I don’t benefit

much in terms of [developing] skills.”

These two learners felt that some of these tasks were too difficult for them to comprehend and
thus they did not benefit from them. They also emphasised that the difficulty of formative
assessment in Tourism hindered and limited their acquisition of various other skills. This
finding contrasts with a finding by Brown (2017), who revealed that formative assessment tasks
provided learners with the ability to synthesise and integrate information and ideas, develop
and acquire the right study/learning skills, methods, problem solving skills and management
skills. In addition, Dunn and Mulvenon (2009), Diana (2019), Brown (2017) and are port by
the OECD (2005) also found that formative assessment tasks enabled learners to acquire skills

during the teaching and learning process. However, some participants’ responses in the current
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study revealed a different perspective as some of the formative assessment tasks in Tourism

inhibited them from acquiring the necessary learning skills needed in Tourism.

In summary, formative assessment seemed to stimulate various learning skills which developed
as the learners engaged in formative assessment tasks. This finding also resonates with
Surgenor (2010), who argues that formative assessment serves as a useful tool in helping
learners develop course skills and strategies that help them to learn more, so another reason is
to improve learning skills or strategies as they are assessed. This finding also resonates well
with the literature on formative assessment (Black &Wiliam, 2009; Lumadi, 2013; Diana,
2019) that claims that formative assessment, when used effectively in the classroom, can
provide information to learners on what they need to do to improve their understanding and

even their learning skills.

4.4  Chapter Synthesis

This chapter presented the data analysis and provided in-depth interpretations and discussions
of the findings in relation to relevant literature. The discourse was framed within the
constructivist theories of Vygotsky and Piaget in order to answer the critical research questions
that gave direction to this study. The next chapter presents a summary of the findings,
highlights emerging insights, and concludes the study with salient recommendations.
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CHAPTER FIVE

DISCUSSION OF THE FINDINGS, CONCLUSIONS AND
RECOMMENDATIONS

5.1 Introduction
The study examined Grade 11 Tourism learners’ perceptions and use of formative assessment

in this subject. In the previous chapter | presented the data and my interpretations of the
findings. In this chapter, | present the discussion and highlight my conclusions as they emerged
from the findings. The chapter opens by presenting a summary of the study. The discourse
continues with a discussion on the findings by exploring how the data responded to the research
questions and elicited emerging insights. Reference is made of similar or contradictory findings
in the literature and the theoretical framework that informed the study. The chapter concludes

with the implications of the study, salient recommendations, and a final conclusion.

5.2  Summary of the Study
The purpose of this study was to examine learners’ perspectives of formative assessment

to enhance learning in Tourism. The study was driven by two research questions:

e What are learners’ perceptions of formative assessment in Tourism as a subject?

e How do learners use formative assessment to enhance learning in Tourism as a subject?

To respond to these questions, 1 first reflected on the reasons why | was interested in the topic
of the proposed study. My interest was stirred while | conducted observational assessments of
teachers in secondary school classrooms as a Tourism teacher. My personal observations and
other anecdotal evidence (such as the experiences of my colleagues) indicated that formative
assessment was neither clearly understood nor applied. Formative assessment of Tourism is
intended to form a significant part of learning as reflected in the informal and formal
assessment tasks that need to be completed over a year for three years (Grade 10 — 12). The
literature (as was reviewed in Chapter Two) suggests various challenges associated with
formative assessment of school subjects, with the main challenge experienced in terms of the
implementation of formative assessment and a dearth in the literature that focuses on the way
learners use and participate in formative assessment in South African secondary schools. Given

the challenges surrounding the teaching and implementation of formative assessment, and in
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my view particularly of Tourism, it was therefore necessary to examine learners’ perceptions

and use of formative assessment to enhance learning in Tourism.

| first conducted an intensive literature review which focused on broad debates on assessment
as a phenomenon that is conceptualised internationally and in the South African context. The
discussion highlighted various trends in assessment and explored various purposes and the
nature of assessment. Two main approaches to assessment are proposed, namely summative
and formative assessment. The necessity to shift from a summative approach to a formative
assessment approach was highlighted. This was followed by an in-depth discussion on
formative assessment and its practices both internationally and locally. Literature that focuses
on learners’ perceptions of assessment was discussed and it was elucidated that learners’

perceptions of formative assessment impact their learning.

The theoretical framework that guided the study and the analyses of the findings of the study
were also discussed. This review helped to contextualise the research and embed it within
existing and relevant knowledge through a discussion of predominant debates on assessment
in general and formative assessment practices and purposes in particular. Although literature
on assessment abounds, there is a dearth of research of Tourism learners’ perceptions and
practices. Gaps in the literature on learners’ perceptions and use of formative assessment were
identified by means of a scrutiny of relevant literature (Clark, 2011; Ajigbeje, 2013; Harrison
& Wass, 2016; Hattie & Timberly, 2017; Harrison, et al., 2017).

Guided by the research questions, the study was located within an interpretive paradigm and a
qualitative single case study was undertaken in one secondary school in the KwaZulu-Natal
Province of South Africa. The qualitative case study provided me with the opportunity to
recruit a unique and knowledgeable example of learners while | engaged with them in a real
situation to elicit their authentic views on the topic under investigation. The study used
qualitative data generation methods, namely focus group discussions and semi-structured
interviews, to generate data from eight participating learners who were purposively selected
from the Grade 11 class in one secondary school. The data generated from the focus group

discussions and semi structured interviews were analysed using thematic analysis.

Chapter Four focused on the presentation and interpretation of the data. The main findings are

discussed in the following section.
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5.3 Discussion of the Findings and Emerging Insights
The findings were presented according to themes and subthemes in Chapter Four. The two

main research questions were addressed by the themes that emerged from the data, namely
learners’ perceptions of formative assessment in Tourism, and learners’ use of formative

assessment to enhance learning in Tourism.

5.3.1 Learners’ perceptions of formative assessment

The overall perception of the learners of formative assessment was based on their
understanding of the purpose and nature of formative assessment in Tourism. The findings
revealed that formative assessment was perceived as an extension of or prelude to summative
assessment as it was perceived to focus on grading and the marks that learners received. The
learners unanimously perceived formative assessment as a series of tasks, especially tests that
are given to complete in class to obtain marks which would count towards to their year-end or
final marks for promotion. This narrow view of formative assessment determined their

readiness for the year-end examination.

The learners clearly missed the point that formative assessment is broader than obtaining
marks/grading, as is urged in the literature (see for example, Black &Wiliam, 1998; Daugherty
et al., 2010; Moss, 2013; Lund & Kirk, 2019). In essence, the learners perceived formative
assessment as linked to formal assessment tasks and they focused on the marks they obtained
rather than on learning and skills development. This partly explains why they focused less on
informal formative assessment such as homework, debates and presentations. The implication
of this finding is that most of the learners were found to be ‘surface learners’ whose aim was
to obtain adequate or good grades/marks to pass at the end of the year. Adams (2006) and
Christie (2005) argue that learning is an active process when learners construct their own
understanding as they participate in a variety of assessment practices while interacting with
others. In addition, the constructivist theory posits that learners’ engagement is based on the
premise that the more time they invest in formative assessment tasks like homework, debates
and presentations, the better they are able to grasp the content. Thus, practice coupled with
constructive feedback enhances learning (see for example, Katherine & Kalina, 2009; Pitchard
& Woollard, 2010; Moodley, 2014). In essence, social constructivism views learners as active

participants who need to be central in teaching and learning practices (Pitchard & Woollard,
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2010), which was partly demonstrated by the findings of this study as some learners perceived

formative assessment as a process to learn in different ways.

Another finding that needs to be highlighted was that the learners perceived that formative
assessment was administered by the teacher to evaluate their achievement levels and to identify
any gaps in the content and concepts she taught. They were also quick to link this evaluation
with feedback that most felt improved their learning if presented individually, timeously and
appropriately. Feedback was viewed as a checking system to determine whether the learners
were progressing adequately. Such feedback requires appropriate communication between the
teacher and the learner in order for constructive interaction to take place, as is proposed by the
social constructivism theory (Kozulin, 2003). Constructive feedback enhances learners’
learning while clarifying what learners need to know and preparing them for the next test
(Moodley, 2014).

The findings revealed that learners shared similar perceptions of formative assessment in terms
of the nature of formative assessment. The findings revealed that the formative assessment
methods that were predominantly used by the Tourism learners were dominated by tests that
were similar to summative assessment practices. In essence, their activities seemed to be linked

to a paper-and-pencil approach.

Formative assessment was perceived by some of the learners as encompassing all activities
done in class while others viewed it as another form of an examination where they needed to
focus on the formal tasks that would generate marks for promotion. The learners seemed to
perceive formative assessment as still dominated by traditional forms of assessing learners at
the end of the term or year. For example, they made reference to the requirement of completing
SBA tasks and their centrality in formative assessment, which is a set of tasks that are formally

conducted at a specified time in the year.

5.3.2 Learners’ use of formative assessment

The findings revealed that the contribution of formative assessment towards learning was
crucial and depended on how learners made use of formative assessment to improve and

enhance their learning. The leaners revealed that formative assessment in the form of tests were
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important as they used them to prepare for their final examinations. They understood that the

marks they obtained for these controlled tests contributed to their final examination results.

The learners revealed that they mainly used formative assessment to improve their summative
marks and to prepare for the final examination, which has a summative assessment focus.
However, the majority also used formative assessment to enhance their learning and to monitor
their own abilities and progress over time, as is encouraged by Harrison and Wass (2016). This
finding suggests an emphasis on the purpose of formative assessment as a tool that prepares
learners for examinations. Ajogbeje (2013) states that effective use of formative assessment
enables learners to be adequately prepared for tests and examinations as they are more involved

in their learning and this enhances their performance in any given subject.

Another important finding was that the learners used the teacher’s feedback based on their
performance in formative assessment tasks to improve their learning and encourage better
achievement. Most of the participants indicated that formative assessment was useful in this
regard. The literature also recognises that feedback serves to close or alter the gap in learners'
knowledge. Several authors consider feedback in the form of spotting learners' mistakes as
useful and helpful in directing precisely where learners' mistakes occurred (Hargreaves et al.,
2000; Black & Wiliam, 2009; Supovitz, 2012; Wylie & Lyon, 2012). However, not all the
learners agreed that the feedback they received was useful. Individual feedback was considered
important by two of the learners as they felt that this would be more personalised and beneficial,
which is a view that is supported by Byabato and Kisamo (2014). Most of the learners also
appreciated immediate feedback as this would help them to correct their mistakes while the
work was still fresh in their minds. This would also eradicate the reoccurrence of similar
mistakes in subsequent assessments. This finding is corroborated by Wylie and Lyon (2012),
who argue that if feedback is delayed, then learners may continue making the same mistake
over and again, which might be prevented by immediate feedback. It was noteworthy that there
was no mention of how the learners used feedback from their peers despite the fact that they

collaborated with them in parts of formative assessment projects.

The learners claimed that they used formative assessment tasks to learn new knowledge and
skills in different ways. They identified self-regulated learning and collaborative learning as
two learning styles that they applied in the execution of some formative assessment tasks. This

suggests that formative assessment inculcated a sense of self-regulation in the learners. This
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claim of using formative assessment to develop self-regulated learning is supported by
Panadero, Andrade and Brookhart (2018), who argue that formative assessment helps students
develop a higher understanding of their self-regulated learning. Self-regulated learning was
achieved as the learners in this study used formative assessment as a means of becoming
actively involved in their learning while searching for and accessing information
independently. The findings thus revealed that engaging in formative assessment tasks helped
these learners to learn, thereby increasing their sense of autonomy (Wiliam, 2014). Further to
that, they developed ownership of what they were learning during their engagement in
formative assessment tasks as they personalised their learning and thus developed a sense of
responsibility. These learners evidently showed willingness and the ability to advance from an

achieved ZPD to the next level, as proposed by Vygotsky (1978).

The study also revealed that the Tourism learners used formative assessment to collaborate
with their peers. This use of formative assessment was important as it encouraged them to work
together to exchange information and share resources, which were not readily available in the
study setting. Black and Wiliam (2009) assert that assessment should be enjoyable and should
help classmates to be more supportive of one another. In this sense, the learners felt they were
resourceful and not mere consumers. This finding is underpinned by Vygotsky’s (1978) social
constructivism theory which argues that most learning occurs within the ZPD when learners
get involved with tasks that go beyond their immediate individual capabilities and where peers
assist them to enhance their performance. Social constructivism also suggests that there must
be correspondence between the teacher and the learner in order for constructive interaction to
occur (Katherine & Kalina, 2010). As the learners interacted with one another in pairs or
groups, the teacher was not the only source of knowledge, and this enhanced learning
(Vygotsky, 1978),

In addition, formative assessment was important as it allowed these learners to acquire learning
skills. The constructivist theory of learning posits that a learner learns better by actively
creating meaning out of new knowledge (Katherine & Kalina, 2010). This was evident in this
study as most of the learners engaged in formative assessment tasks that enabled them to
improve their learning abilities, which is associated with constructivism. Therefore, despite the
learners’ limited perception of formative assessment, they were able to use formative

assessment to enhance their learning.
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However, it must be reiterated that, despite the fact that formative assessment is regarded as a
critical and integral part of teaching and learning in the South African school curriculum,
assessment policies and practises are characterised by the domination of summative
assessment. This results in the unfortunate fact that constructive learning remains a mere phrase
on paper because a prescriptive curriculum, such as in the case of Tourism, demands specific
one-size-fits-all tasks for promotion and progression purposes under the guise of ‘formative
assessment’. With the exception of the more open nature of the project and the PAT, the
compulsory and prescriptive nature of the other formal ‘formative assessment’ tasks for
Tourism negates the lofty ideals of formative assessment. In this regard, note that these tasks
include two formal tests- a March test and a May test—as well as a midyear examination, an
open book test, and a preparatory examination for Gr 12. At the risk of generalising the results
of this study, but in light of the learners’ clear focus on marks to augment the summative
assessment component (the end-of-year examination) of their Tourism course for promotion
purposes, it can be concluded that the South African secondary school system is not geared
towards realising the ideals of a learner-centred, activity-based and achievement-oriented
education system to nurture learners who are actively involved in learning and who should

become critical thinkers.

5.4 Implications of the Study

The above discussion suggests several implications, not only for learners’ perceptions and use
of formative assessment to enhance learning in Tourism, but also for teachers on how to
enhance their learners learning using formative assessment in Tourism as a subject, the system

as a whole and future research.

On a positive note, the data clearly demonstrated that learners took advantage of formative
assessment to enhance their learning. However, the study found that learners’ views on the
nature of formative assessment should be corrected. While learners are keen to use formative
assessment, they are restricted by the reality of formative assessment as a marks generating
tool to achieve a pass mark at the end of the year, which is what the CAPS document for
Tourism prescribes in no uncertain terms. The NCS focuses on formal formative assessment,
hence the learners disregard all other formative methods as learning and development tools and
they only focus on those tasks that are part of the SBA. The emphasis on both formal and

informal formative assessment practices should thus shift to avoid learners’ use of formative
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assessment experiences as a mere extension of tests. To achieve this, the Tourism teacher needs
to explain the intentions and goals of the assessment system in order to make the learners
understand its usefulness and to encourage their active participation in all other classroom
activities and methods of assessment.

5.5 Methodological Reflections

I acknowledge a few concerns about the methodological approach that | adopted. First, the
power dynamics between me as a teacher and the participants (Gr 11 learners) might have
negatively impacted the quality of the data that | obtained through the interviews and focus
group discussions, even though | had assured the participants that, as a researcher, I would play
no part as a teacher. For example, while the participants were willing to participate in the
interviews, | realised that some were rather cautious and appeared reluctant to disclose certain
information concerning their Tourism teacher’s practices of formative assessment in the
classroom. Cohen et al. (2011) assert that one of the disadvantages of using interviews in
research is that the interviewer needs to have some skills and to establish good rapport with
participants. However, interviews grant participants the freedom to express their views in their
own words (Bertram & Christiansen, 2014), and | endeavoured to put the participants at ease
to achieve just that.

The second reflection relates to the availability of the participants. Some of the learners who
agreed to participate in the study later withdrew and I had to recruit others who would consent
to participate in the study. It was a hectic and draining experience as | also had my job as a
teacher to attend to.

Limited time was a third factor that challenged the research process as | had to schedule and
reschedule meetings (focus group discussions and interviews) with the participants. Offredy
and Vickers (2010) concur that using interviews in research could be time consuming.
Notwithstanding these challenges, the research will clearly contribute conceptually to the
literature on learners’ perceptions and use of formative assessment to enhance their learning in

Tourism.

5.6 Recommendations

The study made the following recommendations:
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e The involvement of the learners in self- and peer assessment and feedback should be
emphasised and appropriate practices should be implemented. In particular, teachers’
feedback to learners should be individualised, timeous and appropriate to the task that

was assessed.

e Moreover, to establish a real collaborative learning process, classroom formative
assessment should not be restricted to incidental collaboration but must be planned, as

it is advisable to go beyond the limits that restrict creative learner-centred assessment.

e Based on the findings of this study, further research is needed to address the identified
gaps in formative assessment. For example, the nature of and practices in feedback to
and among learners should be explored with the aim of eradicating ineffective practices
and enhancing learning as the learners perceive formative assessment to be a series of
task such as test as well using formative assessment to enhance and improve their

learning in the Tourism.

5.7 Conclusion
The aim of the study was to examine learners’ perspectives and use of formative assessment to

enhance learning in Tourism. To achieve this aim, recognition was given to the voices and
authentic narratives of Grade 11 Tourism learners in a selected secondary school. It was evident
that these learners enjoyed the practical and collaborative components of the formative
assessment tasks they had to perform, but their focus on the formal component as a means of
augmenting their summative assessment marks for promotion purposes was a disconcerting
finding. On reflection, this should not have come as a surprise given the prescriptive and formal
nature of some of the assessment tasks that are compulsory in the SBA system in Tourism.
Therefore, regardless of the positive use of formative assessment by the learners to use their
results and mistakes as an opportunity to learn, to enhance their learning by collaborating with
their peers, and to embrace the challenges associated with the more open-ended project and
PAT in Tourism, their views on and use of formative assessment seemed to be hampered by
prescriptive CAPS requirements. If these prescriptions could be reviewed and the challenges
eradicated by all those who have the authority to do so, considerable improvement regarding

formative assessment in the Tourism classroom could be achieved.
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APPENDIX C: Letter to the Principal
D 1009 Ulangakazi Road,

KwaMashu.
4359.

The Principal,

I, the undersigned, humbly request your permission to conduct a research on the Tourism
subject, a subject done in Secondary schools in KwaZulu-Natal and South Africa as a whole.
This research is part of my studies towards the Master of Education degree. The title of the
study is “Examining learners’ perceptions and their use of formative assessment in

Tourism”.

| wish to state that I subscribe to all research ethics of the Department of education, and would

like you to note that:

v’ Participation in this study is voluntary. Participants are at liberty to withdraw from

participating in the research at any time if they so wish.

v' The participants are informed that there is no monetary or any other form of material
gain attached to participation, however, the findings will to a large extent contribute to

the body of knowledge as well as the field of Tourism teaching and learning.

v' The research will not involve any form of physical contact but relies on sharing

knowledge and experiences.
While waiting for your permission, thanks in anticipation.
S. Ngiba (Researcher)

| can be contacted at Sizzzzaa@agmail.com/ or my supervisor Dr Z.H.W. Dube-Xaba at

dubez@ukzn.ac.za
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DECLARATION BY THE PRINCIPAL

This serves to confirm that (full names of the
principal) the principal of Multicolour High School grants/do not grant Mr. S Ngiba
permission to do an empirical study in our school. | request that the identity of our school
remain protected throughout the study and in the publications that will arise out of this

study.

Signature:

Date:

SCHOOL STAMP
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Appendix D: Letter to the Parents (English Version)
D 1009 Ulangakazi Road,

KwaMashu,
4359

Dear Parents,

I, the undersigned, humbly request your permission to conduct a research on the Tourism
subject, a subject done in Secondary schools in KwaZulu-Natal and South Africa as a whole.
This research is part of my studies towards the Master of Education degree. The title of the

study is: Examine learners’ perceptions of formative assessment in Tourism as a subject

| wish to state that |1 would like your child to participate in this study by answering interview
questions, | promise that there is no harmful or negative effect on participating in this study, so

your child is safety. | would also like you to note that:

v’ Participation in this study is voluntary. Participants are at liberty to withdraw from
participating in the research at any time if they so wish.

v" The participants are informed that there is no monetary or any other form of material
gain attached to participation, however, the findings will to a large extent contribute to
the body of knowledge as well as the field of Tourism teaching and learning.

v The research will not involve any form of physical contact but relies on sharing
knowledge and experiences.

v With your permission, the interviews will be audio-recorded to facilitate collection of
accurate information and later transcribed for analysis.

While waiting for your permission, thanks in anticipation.
S.Ngiba (Researcher)

| can be contacted at Sizzzzaa@agmail.com/ or my supervisor Dr Z.H. W. Dube-Xaba at

dubez@ukzn.ac.za
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Parent’s Declaration

This serves to confirm that | the parent of
agree / do not agree for my child who is
a learner in this school to participate in the empirical study that Mr S. Ngiba
seeks to conduct in his/her school.

Name:

Signature:

Date:
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Appendix E: Letter to the Parents’ (IsiZulu Version)
D1009 Ulangakazi Road

KwaMashu, 4359

Ngiyakubingelela Mzali

Ngithi angithathe lelithuba ngikwazise ngocwaningo engihlose ukulwenza esikoleni lapho
kufunda khona umntwana wakho. Ngokubhala lencwadi ngithi angicele imvume kuwena
mzali ukuzengighube ucwaningo nomntwana wakho abeyingxenye yalolucwaningo.
Lolucwaningo luyingxenye yezifundo zami emabangeni aphakeme emfundo. Isihloko
salolucwaningo sithi: “Ukubheka ukuqgonda kwabafundi kanye nokusetshenziswa

kokuhlolwa ulwazi esifundweni sezokuvakasha.

Ngifisa ukusho ukuthi ngithanda ukuthi umntwana wakho abambe ighaza kulolucwaningo,
ngokuthi aphendule imibuzo kwinxoxo ehleliwe. Ngiyathembisa ukuthi akukho bungozi
ngokubamba kwakhe ighaza kulolucwaningo, ngakho umntwana wakho uphephile. Ngithanda

ukusho nalokhu okulandelayo:

v Ngokubamba ighaza kulolucwaningo akukho mali etholakalayo, ngakho uvumelekile
ukuyeka noma inini uma ethanda.

v' Uyaziswa ukuthi ulwazi oluyotholakala kubafundi luyosiza kakhulu ekwelekeleleni
ukufundwa kwesisifundo sezokuvakasha.

v" Lolucwaningo lumayelana nokulekelela nangolwazi nokukhulisa nangokomgondo.

v" Ngemvume yakho uhlelo Iwenhlolokhono nomntwana sizolugopha ukwenzela

ukugoga ulwazi olusezingeni elifanelekile

Ngalesisikhathi ngisalinde imvume yakho mzali ngiyabonga:
S.Ngiba (UMcwaningi)

Ungangithinta kule-email: 207526309@stu.ukzn.ac.za/Sizzzzaa@agmail.com noma uthinte

umphithi wami u Dr Z.H. Dube, Xaba (Supervisor) Dubez@ukzn.ac.za
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Isiginisekiso Somzali

Lencwadi iyisiginiseko sokuthi mina
ongumzali ka ofunda kulesisikole ngiyavuma /
angivumi ukuba umntanami abe yingxenye yocwaningo oluzokwenziwa u Mr
Siza Ngiba ekilasini lakhe.

Igama:

Ukusayina:

Usuku:
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Appendix E: Learner Information and Assent Form
D 1009 Ulangakazi Road
KwaMashu
4359

Dear Learner,

Please ensure to read the following information before you indicate your interest of

participating in this research project.

1.

I am aware that Mr. S. Ngiba is conducting a research on Tourism assessment. He is
trying to Explore through learners perceptions of formative assessment in tourism
classes. He is also interested in learners’ understanding of the approach to the use of

assessment in the subject.

| have been requested to participate in the research and understand that | will be

interviewed.

I accept that the result of this study will be used for the completion of a Masters’ degree
at the University of KwaZulu-Natal. Also, the result can (in future) be used for writing

papers for presentations at conferences or publication in academic journals.
| am aware that my real name will not be mentioned in the results of the research study.

| am also aware that there are no monetary benefits attached to my participation, but
that the results will be used to address any lapses in knowing the experiences of tourism

learners through assessment task.

| agree to participate in the study, and | am also aware that | have the right to withdraw
my agreement to participate in the study at any time without any consequence if | so

desire.

For further enquiries, contact the researcher on 207526309@stu.ukzn.ac.za or

sizzzzaa@gmail.com or the research supervisor, Dubez@ukzn.ac.za.
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Leaner Declaration

This serves to confirm that | agree / do
not agree to participate in the empirical study that Mr S. Ngiba seeks to conduct
in our school.

Signature:

Date:
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