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Executive Summary
Project description
The William and Flora Hewlett Foundation /Commonwealth of Learning-Open
Education Resources for Open Schools Project has as its aim to broaden access to
secondary education through the development of high quality Open Distance
Learning (ODL) or self study materials. These are to be made available as Open
Education Resources (OERs). The training of teachers in online materials
development over a period of two years is likewise a key outcome of this project.
The project seeks to produce OERs in 20 selected subjects across six developing
countries. The countries are Botswana, Lesotho, Namibia, Botswana, Seychelles and
Trinidad & Tobago. Originally India was part of this project, but withdrew after a
while and Zambia came on board instead as the sixth country. Across these
countries, 100 teachers (all intended to have materials development experience) were
selected to participate in the programme.

Intended outputs/outcomes
The key outcome of this project is to broaden access to secondary education whilst
increasing student achievement. This will be accomplished through the development
and use of quality self study materials which are made available freely available as
OERs. The two key outputs of this project are:




The professional development of 100 Master Teachers in materials design,
using online collaborative methods; and
The development of high quality self study teaching and learning resources
in selected subjects across six Commonwealth countries.

Monitoring and evaluation purpose
Both the monitoring and the evaluation processes have been established to check
progress towards successful attainment of the project outputs and outcomes. In this
project COL is responsible for the monitoring, while SAIDE is responsible for the
evaluation.
The purpose of the monitoring and the formative component of the evaluation is to
provide feedback on project inputs and processes to strengthen and improve the
project if and as necessary, during the actual project implementation phase. Hence
the emphasis on the materials development processes, the materials and selected
project outcomes in this mid term evaluation report.
It is intended that this evaluation report will be made available to the
Commonwealth of Learning (COL) Project Steering Committee and the Country
Management Committees as well as to the Team Leaders and Teams in each of the
participating countries.

Limitations


Teacher’s response rate: A response rate of 71% was achieved for the Evaluation
Questionnaire (52 out of a possible 73 responses). Not all questionnaires were
fully answered.
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Consultant’s responses to the evaluation questionnaires: In some cases these are rather
sketchy, one word answers provided to questions in which a paragraph or so was
anticipated. In particular it is not clear whether the consultants included training
on specific materials development skills and competencies in the two training
workshops.
Selection of the materials for evaluation: Due to delays experienced by the materials
development teams, instead of seven courses (as initially planned) COL submitted
only one unit from each of the courses for evaluation. SAIDE was therefore unable
to assess how the particular unit fitted into and linked with the rest of the course.
It was not possible to check for sequencing and scaffolding of skills and
knowledge across the course whole.
Of the seven units presented for evaluation, four are the first unit - Unit One. It
was therefore not possible to properly evaluate knowledge scaffolding or to
determine the learning pathway.
Despite a concerted effort to make a representative selection of subjects for the
evaluation, three of the subjects Grade 12 Agriculture (Trinidad and Tobago),
Grade 10 Life Science (Namibia) and Grade 10 Coordinated Science (Seychelles)
all turned out to be Biology units, thus, instead of six different subjects being
reviewed, effectively there were four.

Findings
An overview of findings pertaining to the following three main sections of the report
follow:
An evaluation of project activities, including consultant support and the
second training workshop;

An evaluation of the platform used by the teachers to develop materials; and

An evaluation of selected units from a sample of materials from the five
countries.
1. Project activities: Second training workshop and consultant support

Despite the contractual agreement (between COL and the various Education
Ministries) that master teachers selected for participation in this project should
have been “previously involved in the development of distance education materials”, 8
of the 52 respondents have not had any materials development experience.






The COL Consultant’s Contact, refers to the consultant “working closely with COL as
well as the Project Manger on the design of the workshop to provide intensive basic
training ( technical and pedagogical) to a selected group of master teachers..” . It is
however not clear whether training around the instructional design elements and
pedagogy generally took place or not. One consultant (in Lesotho) indicated that
he had covered certain instructional design elements in the training workshop,
while another consultant (in Namibia) stated that she did not engage in any
training around the materials development. In the other three cases it is not clear.
Approaches to additional training were uneven and varied from country to
country as did the quality of the consultant’s feedback to writing teams. In two
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instances the feedback was detailed and constructive, in two instances it was very
cursory. The consultant did not provide an example of feedback.




Three critical success factors in this project pertain to the teachers’ ability to
access computers, internet connectivity and sufficient dedicated time for
developing the materials. Overall, most teachers appeared to have access to
computers at work. However, some teachers do not have a computer at home.
Lack of access to connectivity was reported as a key challenge in Botswana,
Lesotho and Seychelles. On the issue of time for materials development, the COL
contract with the Ministries of Education in the five countries is clear. The master
teachers should “have time in their current jobs to carry out this work”; additionally
the teachers “are prepared to participate in this project during holidays and afterhours
over the next 14-16 months” Time in their current jobs, has however has been
identified as a key challenge in all institutions but NAMCOL.
Overall the finding is that the consultants felt that they were sufficiently
supported by COL to be effective in their jobs. None of the consultants referred to
institutional support.

2. Use of BaseCamp and Moodle platforms
The development of materials in this project was conceptualized as having two
phases. First, BaseCamp would be used to facilitate the collaborative
development of the paper-based materials. Once this phase was completed, the
teachers were to receive training in the use of Moodle to enable the development
of online materials.
While the original plan had been clear, the implementation took a quite different
course. Holdups incurred in providing computer access to all teachers and
difficulties with connectivity as well as time constraints resulted in considerable
delays in all countries completing the paper-based materials. Phase one was
scheduled to have been completed in September 2009, to date, it appears that
only Namibia has completed the paper-based materials.
None-the-less, the Phase Two training went ahead even though the paper-based
materials had not been completed. Resultant overlaps (and overload?) of Phase
One and Two tasks and training appears to have left many teachers struggling to
complete Phase One and ill equipped for Phase Two.
Apart from the timing of the training, it also appears that too little training and
time was allocated for readying the materials developers to develop e-content on
Moodle.
3. Evaluation of seven selected units of material from the five countries
This aspect of the evaluation has three sub components which are reported on
briefly below.
A scan of Syllabi and Subject Blueprints

This revealed some degree of disjuncture between the content, information on
assessment and/or recommended approach in all instances.
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Match between Blueprints and materials

Generally, information pertaining to the aims of the course, the teaching
approach, information about other country content, timeframes and the learner’s
profile, is missing form the Blueprints.

Overall, there is evidence of only a partial match between the information
provided in the Blueprints on outcomes and assessment and that reflected in the
actual materials
Assessment of materials:

Overall the following features were not taken into consideration/sufficiently
when these materials were developed: The learner’s profiles; linkages to previous
and future units and; an explicit systematic approach to learning.







While some degree of a ‘teaching voice’ is evident in all the units, it is a voice that
‘chats’ to learners socially rather than a voice that actually teachers by linking
and consolidating information.
All the units exhibit a dominantly transmission style of knowledge acquisition.
Overall, the materials did not reflect much variation in the type of activities,
assessment tasks and assignments. The majority of activities, assessment tasks
and assignments are of a low cognitive order, requiring mainly rote responses.
No references or acknowledgements of any sort are made in six of the units.

Conclusions and recommendations
From the evaluation of the seven selected sample units, the overall finding is that
writing teams were able to use the main features of the COL template well, that most
teams formulated outcomes and objectives, that content was fairly well sequenced
and that most units contained exercises for the learners to do. Five of the seven units
made good use of illustrations, diagrams and tables. In summary many of the basics
are in place. However, across all countries, a key finding is that these materials all
still reflect a range of design and pedagogic weaknesses which need to be remedied
before they will be suitable for self study purposes in an open schooling context.
Although Namibia made a concerted effort to create electronic versions of their
materials, the results thus far, suggest that they still need to further hone
competencies required to develop quality ODL materials and to use the full range of
features offered by Moodle to enhance their online offerings.
In all cases, getting the paper-based materials up to the appropriate quality should be
viewed as a pre requisite before the next phase of translating the materials into econtent is undertaken. Another pre condition for successful on-line materials
development is access to robust and speedy connectivity. All writers need access to
computers at home and more Moodle training is required.
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Project Context
This report is the second Indicator or Midterm Evaluation Report on the
Commonwealth of Learning (CoL) Open Educational Resources (OERs) project
implemented in six countries: Namibia, Botswana, Zambia 1, Lesotho, Trinidad &
Tobago and Seychelles. This report however only presents results for five countries –
as Zambia joined the project much later and had not yet had its second training
workshop at the point when this Midterm evaluation was conducted.
The project had as its main aim the training of a 100 master teachers 2 in the
development of high quality, self-instructional, learning materials. One of the
project’s successes is the fact that since the project’s inception, only two participants
have withdrawn.
Materials to support independent study in twenty selected secondary schooling
subjects will be developed and made available electronically as OERs. Basecamp
software (together with the CoL instructional design template) has been used to
facilitate a collaborative, online approach to materials development and as a tool for
managing the process. It is intended that the materials developed will, with some
contextual adaptation, be suitable for use across the six countries thus maximising
their usage.
Two training workshops were held per country for all Master Teachers. It appears
from the workshop schedules (programme outlines) provided and from the Country
Consultant’s feedback that the training focussed predominantly on technical aspects
such as use of the CoL Template, PowerPoint, identifying and using OER sites,
integrating multi media components, use of Basecamp as well as Moodle training
and some training around copyright issues and some editing skills. Some country
variations appear in the schedules. With the exception of Namibia, the Consultants
from the other four countries all reported conducting training on a range of aspects
of materials development. This is however not reflected in the training schedules
provided.
Using Moodle for the development of online materials was not part of original plan –
however, for various reason (see detailed explanation provided in the section dealing
with the results of the Platform Evaluation) CoL decided to use Moodle.
Moodle training was undertaken online over a period of three weeks. Technical
support was provided by a Moodle staff member.
Twenty subject teams were established across the participating countries. First teams
were required to develop a Course Blueprint based on the syllabi which are in use in
Initially India was one of the participating counties, they however withdrew their participation from this project
and Zambia was subsequently invited to join the project in their stead.

1

The term, ‘master teacher’, is used broadly and includes a range of participants from practicing high school
teachers, through college and university lecturers to staff at open and distance learning (ODL) institutions. Although
it was initially anticipated that 100 master teachers would participate, 96 attended teachers the training across the six
countries.

2
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their respective countries. The Blueprint provided the framework within which the
course materials would then be developed. Teams were advised, as far as possible, to
make use of existing OERs as the basis of their courseware development. They were
expected to adapt, reversion (for own context) and to enhance existing OERs with the
purpose of producing relevant, exciting, quality print-based ODL materials that will
be made available as OERs.
Any of the participating institutions wanting to use their own existing (copy righted)
materials could do so as long as they agree to re-license them and make them
available under the Creative Common license agreement.
After the print-based materials have been developed, some will be converted for
online usage utilizing Moodle to effect the online development.

Evaluation of indicators
This midterm evaluation of the project assesses a range of input, process and output
indicators:
This report provides an evaluation of the following input and process indicators:
•

•

Consultants train, assist and support teachers and subject teams to develop the
materials. This includes looking at:
o

The quality of the training workshops in relation to its purpose; and

o

The way in which consultants have been supporting the Master Teachers
after and between workshops.

Country management teams and country-based institutions support consultants
and teachers to achieve project objectives. This includes looking at:
o

•

The quality of support provided to consultants and subject teams.

General project activities undertaken to assist and support teachers for materials
development. This includes looking at:
o

The frequency and timeliness of feedback given;

o

An overview of the quality of feedback and support provided; and

o

The implementation of letters of agreements with ministries and open
schools.

This report also provides an evaluation of the following output indicators:
•

Platform used by teachers to develop materials collaboratively. This aspect of the
evaluation focussed on the use of both the BaseCamp and Moodle platforms:

SAIDE

o

To ascertain the extent to which they were effectively deployed and
supported the process of materials development, the following criteria
were used:

o

Simplicity of use

o

Clear navigation
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o

Minimal technical problems

o

Adequate technical support

o

Useful, easy instructions for use

o

Intuitive platform

o

Efficient search facility and version tracking

In addition to these user experience criteria the evaluator also looked at how
administration and materials development were influenced by the functionality of
the platforms.
•

Seven selected sets of self-instructional learning materials produced across five
participating countries.
To meet the criteria, materials meet the requirements of the syllabi for the five different
countries, a two phased process was followed:
o

A scan was undertaken to check for congruence between the national
syllabi and the Blueprints; and

o

A detailed assessment of the match between the Course Blueprint and the
corresponding unit of material submitted for evaluation.

Then an evaluation of the ODL course material was undertaken. The criteria used
were those set out in the Final Evaluation Plan. They are:
o

There are clearly laid down aims and learning outcomes for each learning
area/unit/topic.

o

The content and teaching approach support learners in achieving the learning
outcomes and there is an explicit learning approach/cycle.

o

Materials have learner-friendly introductions, linking and summarizing passages
that motivate learners and that provide coherence of materials – the ‘teaching
voice’ is made explicit in the materials.

o

Materials have content that is presented in logical/sequential form and there are
building blocks to the acquisition of key concepts, that are well scaffolded.

o

The content of the course is accurate, up-to-date, and relevant to aims and
outcomes.

o

The language level is appropriate for the targeted learners.

o

In designing the materials, care is taken in understanding the context in which
learners live and work (context is taken into consideration in the materials).

o

Materials promote active learning approaches and cater for individual differences
(including gender).

Also embedded in the evaluation plan is the additional dimension of, editing and
layout, which has also been included in the evaluation. Although of a more technical
nature, this dimension is necessarily embedded in all materials development
processes and includes the COL requirement, namely that the materials development
teams use the COL template provided.
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Additionally, the requirements set out in the COL Blueprint template (not already
included in the criteria above), are also taken into account:
o
o
o
o

Course demographics
Assignments and assessments (formative and summative)
Learner support
Time allocations

Methodology
There are three components to this midterm evaluation:
1. An evaluation of project activities, including consultant support and the second
training workshop
2. An evaluation of the platform used by the teachers to develop materials
3. An evaluation of selected units from a sample of materials from the five countries

1. Evaluation of selected project activities, including consultant support
and the second training workshop
There are three main sources of data for this section. These are:
i)

Completed teacher evaluation questionnaires of selected project activities,
including consultant support and the second training workshop; and

ii)

Completed country consultant’s evaluation reports.

iii)

Exemplars of the feedback on materials provided to teams by consultants.

Teacher evaluation questionnaires
At the end of the second training workshop, teachers from each of the five countries
were required to complete a structured evaluation form. The evaluation form was
divided into seven sections.
The first section required basic data, relating to the years of teaching experience each
teacher had and materials development experience as well as the subjects in which
the materials were being developed.
The second section looked at training and support for a range of materials
development skills and competencies and some other skills and competencies.
The use of Basecamp was the focus of the third section.
The fourth section required the participant to provide an evaluation of the consultant
support provided to date.
Moodle training and use was the next section, section five.
In section six respondents provided an evaluation of the second training workshop.
Over all, this component of the evaluation sought to determine the efficacy of the
SAIDE
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two week, training workshops held in all five countries. Areas of training focused on
in the questionnaire include, the respondent’s overall degree of satisfaction with
various aspects of the training workshop and the extent to which respondent
expectations were met. Respondents were also required to indicate anticipated
challenges for designing, developing and completing the materials, collaborating
using the platform, using multi-media and using Moodle. Respondents were also
requested to indicate any additional training and support they would need for the
CoL template, Moodle or incorporating multi-media.
In the final section, respondents provided an analysis of the support provided to
them by the (open) schools and institutions to which they are attached.
Once the questionnaires were completed, the respondents were required to email
them to SAIDE.
Country consultant’s evaluation reports
Each country consultant was also required to complete an evaluation questionnaire.
The first section focused on the support the consultant had provided to teachers. The
second section focused on support provided by COL.
The third section asked consultants to comment on the types of skills and
competencies they believed the teachers had gained since the start of the project.
The fourth section was a single question focusing on strategies the consultant had
used to deal with the differing levels of materials development experience of the
groups.
The final section asked consultants to comment on the support from COL and the
participating institutions, focusing on sufficient access to computers and internet.
Data collected was analysed and the findings were written up and are presented in
the detailed, individual country reports attached in the Appendix A.
The findings across all five countries were then synthesised and are presented in
summary form in this report.
Exemplars of the feedback provided by consultants to teachers
As a subsection of the above report, the consultants were requested to attach a
section of materials that they had reviewed and provided feedback on to teachers so
that SAIDE could view the nature of this feedback.

2. Evaluation of the platform used by the teachers to develop materials
The platforms were accessed on four occasions, 8th & 14th January and 12th & 29th
March 2010 in order to monitor use, identify user trends and evaluate content posted
into the platform. Information was also obtained from statistics reported in the
BaseCamp and Moodle platforms and additional information was volunteered by
Frances Ferreira, the COL project coordinator. In addition details in the trainer’s
Terms of Reference document were used to elicit details about technology training
within the project.
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The timing of the evaluation meant that only one country’s efforts, Namibia, could be
properly evaluated. The Namibian team were the only group that had progressed
through the project stages of 1] developing paper based materials, 2] receiving
technical training and 3] engaging with the Moodle platform in an attempt to
develop content. Consequently the comments and recommendations below were
derived principally from a study of this group’s progress and contributions.

3. Evaluation of seven selected units from materials developed in five
countries
The criteria cited above, were clustered into four dimensions, namely;
•
•
•
•

Context and Content
Approach to teaching and learning materials
Activities, assignments and assessments
Editing and layout

Each of the four dimensions was then unpack into a number of indicators which are
included on the evaluation instrument (see Table Match between Course Blueprint
and course Materials on p.37) in the form of questions. This table provides a
summary of information synthesised from the review of the seven selected sets of
materials. A narrative elaboration of the results of the evaluation follows after the
table.
The seven country reports containing findings of all three components (syllabi scan
for match with Blueprints, the assessment of the match between Blueprints and the
materials and the evaluation of the seven units) are attached as Appendix B.

Limitations of the Evaluation
Number of teacher respondents
Currently there are still 98 teachers in the project as a whole. Across the five
countries involved in the Midterm evaluation the total is 73. A response rate of 71%
was achieved for the Evaluation Questionnaire (52 out of a possible 73 responses
were received). Not all questionnaires were fully answered, mostly short phrases or
one word answers were provided to questions and little or no elaboration on
questions was given.
Quality of consultant’s reports
The reports prepared by the consultants in response to the questionnaires sent to
them are in some cases rather sketchy in their responses. Often, one word responses
are provided to questions in which a paragraph or so was anticipated.
Question 5 of the consultant’s questionnaire requires the consultants to respond to a
check list comprising of 18 questions pertaining to specific materials development
skills and competencies which had been gained by the participants (teachers) since
the commencement of the project. The consultants were required to tick Yes or No to
indicate whether they thought the participants had acquired the aforesaid skills and
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competencies. Three consultants ticked Yes to all 18 questions, one said Yes to 14
questions and one said they had “very little need to ensure that the materials development
items listed, were included”.
Selection of the materials for evaluation
Although in the planning stages of this evaluation, it is documented that a range of
subjects and units across the 20 course would be evaluated, a number of unforeseen
circumstances has arisen that has made the final sample selection rather narrow, and
has in fact resulted in a somewhat skewed sample.
In the original evaluation proposal it is stated that “one module from a representative
selection of (8) 3 sets of course materials will be evaluated…” (p10).
That is, SAIDE would be in the position to make a purposive sample selection once
all the units from each of the eight (now seven) courses were up on Base Camp. In
other words, SAIDE would scan each of the seven courses selected and then choose a
unit to evaluate.
However, due to delays experienced by the materials development teams in the
various counties, instead of seven courses (as initially planned) COL submitted only
one unit from each of the courses for evaluation. SAIDE was therefore unable to scan
each course as a whole and assess how the particular unit fitted into and linked with
the rest of the course. It was therefore not possible to check for sequencing and
scaffolding of skills and knowledge across the course as a whole.
Of the seven units presented for evaluation, four are the first unit - Unit One in their
respective courses. Typically the nature of most first units is to set the stage for the
rest of the course content. First units therefore seldom unpack key concepts and
skills. In a first unit, it is also not easily possible to evaluate knowledge scaffolding or
to determine the learning pathway.
Although a concerted attempt was made to make a representative selection of
subjects for the evaluation, three of the subjects Grade 12 Agriculture (Trinidad and
Tobago), Grade 10 Life Science (Namibia) and Grade 10 Coordinated Science
(Seychelles) all turned out to be Biology units, despite being named ‘Agriculture’ and
‘Coordinated Science’. Thus, instead of six different subjects being reviewed,
effectively there were four.
Finally, a COL directive to the Team Leaders (also documented in the COL Blueprint
Template) required the Team Leaders to prepare a draft of the first unit of the course
as a ‘Sample Unit’. These Sample Units were to serve as an exemplar for the rest of
the team to follow.
In a teleconference held between the SAIDE staff responsible for this evaluation and
members of the COL Programme Steering Committee on 31 March 2010, it became
apparent that this procedure had not been followed by the Team Leaders, and that as
a consequence the teams had proceeded to develop the various units of their courses
without the benefit of an exemplar to follow.
Due to India dropping out of the programme and Zambia jointing late, only seven sets of materials were submitted
for the mid term evaluation.

3
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Partners involved
Key partners in this project are the William and Flora Hewlett Foundation that have
as one of their education programme aims to “…equalize educational opportunities in
the United States and throughout the world through Open Educational Resources” and the
Commonwealth of Learning, with its special “…emphasis on the development and
sharing of open learning/distance education knowledge, resources and technologies…”, have
funded and conceptualized this project. COL is responsible for the project
management and monitoring.
For the purpose of successfully executing this project, COL has entered into
partnership agreements with the Ministries of Education of the six countries
involved in the project (Botswana, Lesotho, Namibia, Seychelles, Trinidad and
Tobago and Zambia). These ministries have committed to provide the necessary
support for the implementation of the OERs for Open Schools project by identifying
suitable project participants (teachers with materials development experience)
ensuring they have time in their current jobs descriptions to do the project work
(develop the materials), release the teachers for training purposes and ensure that the
teachers have access to computer facilities to prepare the materials.
In appears in that in each of these countries the participating institutions are a mix of
open (national) and ordinary state schools.
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Summary of results for selected project activities
Consultant support and training evaluation
In evaluating support and training received by the teachers in this project,
information and results from five key sources has been cross referenced:









The consultant support and training evaluation questionnaires completed by 52
teachers;
Five country consultant reports; and
Sections of course material containing feedback to teachers prepared and
provided to SAIDE by the country consultants
Copies of emails sent by the COL project leader in which, amongst others,
training requirements are elaborated.
Copies of contractual agreements entered into between COL and the Ministries of
Education, COL and the Country Consultants as well as Memoranda of
Agreement entered into between the national institutions and the Master
Teachers.

The teacher and consultant questionnaires largely serve to cross refer information. In
both, respondents were asked to answer question in relation to the type of training
and support that was offered to teachers during the two face- to –face training
sessions as well as between training.
To contextualise the responses, the teachers were asked to state how much (teaching)
and materials development experience they had.
The teacher’s materials development experience
Teaching
0 years experience

Materials
Development

%

8

15%

1 to 5 years experience

1

19

36%

6 to 10 years experience

6

10

19%

11 to 15 years experience

22

5

9.6%

16 to 20 years experience

9

3

5.7%

Over 20 years experience

12

2

3.8%

Total

50 (2 unspecified)

47 (5 unspecified)

COL/Ministry agreements re selection of master teachers: The agreement signed
between COL and the various ministries required that the teachers identified for
participating in this project have “…previously been involved in the development of
distance education materials”.
The majority of respondents (55.7%) have between 1 – 10 years of materials
development experience. However, there are 8 (15%) respondents with no materials
development experience. Two each from Namibia, Botswana and Lesotho and one
from Trinidad and Tobago.
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Additionally, in each of the participating countries, a small number of teachers are
attached to the various national open schools such as NAMCOL in Namibia and
BOCODOL in Botswana, the National Institute of Education in Seychelles and the
Lesotho Distance Teaching Centre, the majority of teachers selected are from a range
of ordinary state secondary schools and colleges. Over and above those that have not
had any materials development experience, it is most likely that the teachers from the
ordinary state schools have not had much/any experience in preparing ODL
materials and are not familiar with the requirements of design of Open/Distance
Learning materials.
Materials development skills and competencies
The table below reflects the number of teachers that responded positively to the set
of questions pertaining to training intended to support a range of materials
development skills and competencies, both paper- based and on line. The 20 or so
questions in the table below, purposively focus on quite detailed unpacking of
arrange of materials development skills, and less on technical skills pertaining to use
of BaseCamp and other relevant software applications.
This is premised on the fact that the quality of teaching and learning materials is, first
and foremost, dependent on the quality of the instructional design and the
embedded pedagogic approach. Regardless of whether the materials are made
available in a paper-based format or online the way they are structured and
mediated is what counts.
Category

Materials
Development

SAIDE

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st raining
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

Yes

Yes

Yes

1. Embedding the “teaching
voice” in the materials

33

37

24

2. “Scaffolding” learning

26

28

27

3. Reflection and
consolidation of learning

33

32

31

4. Pitching assignments and
assessment tasks at the
right level

35

37

35

5. Ensuring congruence
between stated outcomes
and assessment tasks

36

38

36

6. Developing assessment
tasks that require higher
order skills to complete

35

34

35

7. Clearly developing and
setting out a learning
pathway in the course

38

40

33

8. Pitching the level of
content in the material

36

38

37

10

Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st raining
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

Yes

Yes

Yes

9. Using appropriate
language levels for the
targeted students

36

36

39

10. Promoting an active
learning approach in the
materials

41

42

38

11. Developing learnerfriendly introductions,
linking and summarizing
passages that motivate
students and provide
coherence of materials

38

41

37

12. Editing skills

33

35

32

15. Computer skills

41

43

36

16. Use of internet (sourcing
relevant curriculum
support materials)

25

24

22

17. Use of Basecamp

39

42

19

18. Integrating mixed
media such as video and
animation

40

34

20

appropriately for the target
group

Other

The majority of results on this table appear to be very positive, however their
veracity is difficult to determine. For example, even though the Namibian consultant
stated that she did not provide training in the first 11 elements related to materials
development, the filled in questionnaires of 10 Namibian teachers reflected that they
had received training in these aspects of materials development.
Marginally fewer respondents say that they are using these skills in their materials
development.
Some concern has also been raised by the fact that so many respondents just ticked
the YES box in response to every question. Three of the five country consultants
when presented with same table also ticked all the YES boxes. This begs the question
as to whether the responses were not just rote, rather than truly considered.
The table below reflects the respondent’s general levels of satisfaction with the
second training workshop.
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Satisfaction with generic aspects of training (second session)
Strongly
Disagree

Disagree

Not Sure

Agree

Strongly
Agree

1.

The workshop was well
organized

3

0

4

27

14

2.

The workshop objectives
were clearly stated.

1

2

8

21

16

3.

The
venue/accommodation
was good

1

6

2

24

16

4.

The facilitators were
knowledgeable and
helpful

1

0

3

27

19

5.

The training
methodologies were
conducive to learning

1

2

8

27

13

6.

The workshop was
practical and hands-on

1

0

0

19

31

7.

The course materials are
useful

2

2

4

22

19

8.

The workshop time was
sufficient to cover the
content

5

12

9

16

8

9.

The workshop met its
stated objectives

1

1

13

28

7

Satisfaction with generic aspects of training such as facilitators, accommodation and
training methodologies is generally high.
However, respondents across all countries felt that the workshop time was
insufficient to cover the workshop content. This is reflected in the expectations, about
half of the respondents felt that their expectations had been met.
Participant’s expectations of the second training session
Did you expect the
following from the
workshop?

Were these expectations met?

10. Further training on Basecamp

19

9

11. Further assistance following Moodle
online training

48

24

12. COL Template

32

20

13. Power Point

25

19

14. Including audio materials

45

24

15. Working with graphics

39

18

16. Pod casting

29

14

Challenges noted and further training and support requests focused, in particular, on
more training in the use of multi-media and Moodle.
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For multi-media integration, requests were made for equipment to be made
available, and for technical experts to assist teachers in making the multi-media
components. One consultant suggested that existing multi-media should be sourced
and used, and this recommendation should be passed on to the other countries.
Moodle on-line training
Country/ No of respondents

Online Training

Used Moodle

Namibia (20)

19

20

Botswana (8)

1

4

Seychelles (10)

8

9

Lesotho (8)

7

1

Trinidad and Tobago (6)

6

6

41

40

Except in Botswana, where connectivity was a big problem, most respondents
participated in the online Moodle training sessions.
• In terms of Moodle module training, participants seemed satisfied with some of
the more introductory modules, but struggled with the more complex ones.
• Some said online training was difficult, as there were instances where
instructions appeared to be unclear, and they were unsure whether they were on
the right track or not.
• Some follow-up training was provided during the second training workshop
o This was a particular focus in Botswana, where only one person had
initially done the online training.
o In the other countries, follow up Moodle training appears to have been
implemented unevenly. Many teachers indicted that they still wanted
support in Moodle following the second training workshop.
Additional training between the two formal workshops
The consultants’ reports reflected that a number of them provided a range of
additional input, tutorials and the like between and after the formal training sessions.
In Namibia, the consultant has reported providing assistance primarily in the form of
tutorials prepared on freeware, including Audacity, Photofile, PowerPoint. She also
identified and provided a number of links to online tutorials pertaining to various
skills for creating or editing images and provided extensive list of possible resources
on the web.
In Botswana it is not entirely clear whether the support listed in the consultant’s
report refers to training undertaken during the formal training workshops or outside
of these. However, given the formal nature of the content it would appear that these
topics were most probably covered in the training workshops. Reference is made to
training in Moodle, Audacity, PowerPoint and designing the prototype unit as an
exemplar for the Biology Team and developing a template for the Team’s Tutor
Guide.
SAIDE
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In Lesotho, the consultant mentions providing training on learning styles, writing
effective questions and writing outcomes and instructional design for online
learning.
The Seychelles consultant reported on the step - by- step guidance provided during
the workshops and the systematised one - on -one support provided to individuals.
It is not clear though what strategies, if any, were implemented between these block
training sessions.
In Trinidad and Tobago, the consultant reported conducting a one-day follow-up
session in January 2010 on the basic principles of course writing. The consultant also
provided the evaluators with two or three exemplar written inputs which he had
given to the writing teams, one of these was on assessment.
Given uneven levels of materials development experience, what kind of support
was given to writing teams?
A finding of the Input Indicator Report prepared by SAIDE in May 2009 and
confirmed again in this Midterm evaluation process is, that the levels of material
development experience are uneven across teams. In some instances there are
teachers who have had none, or relatively little experience, while some teachers have
had more than 20 years experience. Many appear not to have had experience in
developing ODL materials. For this reason, the question of how consultants support
teams with different levels of experience was asked in the consultant’s questionnaire.
The responses reflect the following: The consultants from Lesotho and Namibia both
suggested that because teams worked together collaboratively, they could support
each other, compensating for weaknesses and gaining from each other’s strengths.
The Lesotho consultant also offered individual support, responding to individuals
who approached him for support. Responding to individuals in this way was also a
strategy used by the consultant from Trinidad and Tobago. He also said that he
discussed problems raised by individuals in group discussions – this he felt was as a
way of strengthening the collective experience of the team.
The responses to this question from the Botswana and Seychelles consultants both
seemed to be rather narrowly focussed. The Botswana consultant suggested that she
focussed on learning objectives (sic) while the Seychelles consultant said that she had
focussed her attention on the one teacher in the team who had no computer literacy
skills what so ever, trying to bring him up to speed in this regard.
Consultant’s feedback on materials
All the consultants reported that they supported their teams by providing feed back
on the written units. On average they reported providing feedback twice for each
unit of material prepared, after the first feedback had been provided, the consults
would check the unit to see that the recommendations had been incorporated.
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As mentioned above, all consultants were requested to provide SAIDE with a section
of a unit produced by the writing teams containing feedback that they had prepared
for the writing teams.
Four examples of feedback were received. The Namibian consultant did not provide
one.
o The consultant from Botswana provided a draft copy of the Geography unit that
was finalised and later submitted for the evaluation purposes. His overall
assessment of the unit was that it was very well written, that the content was
succinctly presented and that the content matched that of the Blueprint. For the
rest the feedback in this unit consists of the occasional in text ‘inserted comment’
on a missing link or piece of information, or about adding an additional
“exercise” or adding a picture. In one instance, the team was reminded to
provide a source for a picture of a compass that had been included in the unit.
The only substantive comments made by the consultant pertain to providing a
summary of content to be covered at the beginning of the unit and one at the end.
The consultant also asks that an assignment be added at the end of the unit
(provisions for these components are in fact made in the COL template). The
team members are also reminded to “ask BOCODOL to attend tot eh diagrams… and
ensure copyright”.
When SAIDE received this finalised (signed off) unit, some of the recommended
changes had been implemented and others not. The summary and assessment
task at the end of the unit had been inserted, as had the pictures/diagrams (from
BOCODOL). Most of the remaining comments were not attended to, e.g. five or
six comments made on p 113 had not been addressed. The source for the picture
of the compass was not provided. In fact many sources/referneces are missing in
this unit.
o

The consultant from Seychelles, provided a unit of material from Coordinated
Science (not the unit submitted for evaluation). The feed back provided in this
unit was minimal. It was constituted of in-text inserted comments requiring the
team to ‘add a picture’, ‘correct the number of an activity’, ‘add a caption’ or
‘include a word of encouragement’.

o

The consultant from Lesotho sent a unit of Physics as an example of the type of
feedback provided (SAIDE is evaluating a Maths and an English unit from
Lesotho). This example provides the most detailed and helpful feedback of all
four examples examined by SAIDE. Alternative formulations of sentences and
paragraphs that have been overwritten are provided. The consultant points out
where further clarification may be needed; he challenges the writers to ‘engage
the learner, rather than to just provide rules…’; he assists the writers in
scaffolding activities; he encourages the writers to illustrate points with photos
and alerts the writers to the need for trying to pre-empt confusion in the text by
providing comment on potential errors that learners may make while
undertaking certain activities.
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o

The consultant from Trinidad and Tobago provided a unit of material –
Principles of Business (SAIDE is evaluating an Agricultural Science Unit from
T&T). The feedback is provided in a separate, two page report that accompanies
the unit under review. The consultant advises the writer not to use bullet points,
generally encouraging a greater degree of fleshing out of points. Although he
tells the writers to: “write in a manner that provides the best possible opportunity for
your students to learn” he does not provide any guidance on how to achieve this.
He asks the writers to ‘pay attention to sequencing’, comments on the need for
‘simple language’ and ‘more pictures’.
The issue of providing a more ‘fleshy explanation’ recurs in the unit “..provide
greater explanation so that students are not just going from one step to the next blindly”.
Again later, he calls on the writers to add their own explanations and to illustrate
points.
He also refers in this feedback report to the need for some higher cognitive level
tasks and provides a copy of Bloom’s Taxonomy. However, he does not expand
on it or provide a relevant example that might help writers apply this to their
own materials.
In short, some important issues of instructional design and pedagogy are
highlighted, but not elaborated in any detail. Issues selected for comment,
although perfectly valid, appear to a little random as other equally important
issues such as proper scaffolding and engagement with meaningful activities are
not mentioned.

Access to computers, the internet and sufficient time to prepare materials
Three areas of critical to the success of this project are the teachers’ access to
computers, and internet and sufficient time to develop the materials. Information on
these aspects is taken, predominantly, from the consultant’s reports, although
estimates on time spent on writing are taken from the teacher’s questionnaires.
Access to computers
Countries & No of respondents

Computers available at work

Available at home

Namibia (20)

20

20

Botswana (8)

8

8

Seychelles (10)

6

8

Lesotho (8)

4

5

Trinidad and Tobago (6)

2

4
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Access to computers
The COL contract with Ministries of Education states that Ministries should “ensure
that participants have access to computer facilities for developing OERs”. To enable each
participant to have the use of a laptop, the COL budgets sent to the respective
countries, provide funding that is specially earmarked for the rental of laptops, video
cameras, audio recorders and the like.
In most countries, access to computers has been provided, but in some instances only
after considerable delay.
o In Namibia and Botswana, the consultants have reported that participants were
provided with laptops which meant that they could work easily both at their
place of work or at home.
o In Lesotho significant delays were reported regarding access to computers, most
teachers were only given the use of computers in mid July to early August (2009),
as evidenced in the ongoing correspondence between the Lesotho consultant and
the Ministry of Education representative. Desk tops, not laptops were also
eventually provided for home use, except in two instances – one teacher
requested that the computer be installed at his/her office, in the other case, the
teacher did not have electricity at home. However, access to computers was made
available at the Lesotho Distance Teaching Centre (LDTC) over weekends for
those who wanted to work there in their own time.
o In Seychelles all but one teacher have access to computers – at the time of this
evaluation, the matter had still not been fully resolved.
o In Trinidad and Tobago, access was either provided at work or the respondents
had access at home.
Connectivity
Internet

Available at work

Available at home

3G/airtime
 All have access

Namibia (20)

No

Botswana (8)

7

Seychelles (10)

6

4

?Not reliable

Lesotho (8)

4

1

Partial - Two days per
month of airtime – not
sufficient.

Trinidad and Tobago
(6)

3

3

 All have access

13

8

Internet Connectivity
COL funding allocations for internet connectivity may be spelt out in the budgets
provided to each country, but this issue is not covered in the contracts with
Ministries.
Internet connectivity remains a problem in a number of the countries.
o In Namibia access has not been a problem.
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o
o
o
o

In Trinidad & Tobago the country consultant reported that all teachers
had access to the internet.
In Seychelles the country consultant reported that access to the internet
was generally not reliable
In Lesotho, air time has been provided but this is insufficient
In Botswana the teachers only have access to internet at work.

Where access to the internet has been provided by modem with purchased airtime,
such as in Lesotho and Botswana, significant limitations of usage have been reported.
Most files that the teachers are working with are very large and take forever to load
with a modem and also use large amounts of airtime.
The use of BaseCamp has also been affected by the lack of/unreliable access to the
internet access in certain countries. Many of the files are very large, ranging in size
from 2 – 12 Megabytes per unit.
Dedicated time for developing materials
The COL/Ministry contacts stipulate that the teachers selected for this project should
“have time in their current job description to carry out this work;” and that they “are
prepared to participate in this project during holidays and afterhours over the next 14-16
months”
In all five countries the consultants reported that the teachers (other than those
working at NAMCOL, NIED, BOCADOL and LDTC, were not allocated any time for
materials development during normal working hours.
In principle, all teachers had been granted time to attend the two training
workshops. But the country consultants reported that during the second workshop,
in Botswana, Lesotho and Namibia a few teachers were pulled out of the training by
their respective school/s.
In Lesotho, it appears that the CMC had not reduced its own staff’s regular duties to
accommodate this project.
Hours spent on materials development by teachers
Teachers were requested in the evaluation questionnaire to provide estimates of the
number of hours spent weekly on developing the materials. The following estimates
were provided:
o Namibia - ranged from 2 to 20, average of 9 hours per week
o Botswana - ranged from 3 to 10, average of 5 hours per week
o Lesotho - ranged from 10 to 25, average of 15 hours per week
o Seychelles - ranged from 4 to 10, average of 8 hours per week
o Trinidad and Tobago - no figures given, only references made to materials
development after hours and on weekends.
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Monetary incentives for teachers
In terms of the contractual agreements made by COL with the various Ministries,
monetary incentives for teachers participating in this projected were budgeted for by
COL.
These monies were handed over to the Ministries for them to award payment to the
teachers. In the three examples of Memoranda of Agreement established between the
Open Schools in Namibia, Botswana and Trinidad and Tobago and the teachers
engaged to work on this project, financial remuneration for their participation was
clearly stated.
From the responses received from teachers (in the evaluation questionnaire) it
appears that all teams have either received monetary incentives or have been told
that they will receive these on completion of a given phase of the project or a the end
of the project.
The majority of teachers were appreciative of this fact and felt that the financial
incentive was an important factor in motivating their involvement in the project.
COL and institutional professional support to the Country Consultants
While the majority of questions in the consultant’s questionnaire referred to the
support and training that they were providing to the country teams, this question
pertains to support received by the consultants from COL and the country-based
institutions.
Overall the finding was that the consultants had received enough support from both
institutions. The Namibian consultant was particularly complimentary to COL and
NAMCOL in this regard.
The consultant from Lesotho mentioned that he would have liked a higher level of
Moodle training.
The Seychelles consultant felt that there may have been a bit of a mismatch regarding
the training she had received as a consultant and the nature of the training she had to
provide to the Master Teachers. She also stated that feedback from the technician was
not always very prompt.
No more detail was provided on this question.

Findings
Uneven materials development experience and lack of ODL design experience in
teams
The results from the teacher evaluation questionnaire show that of 15 % of the
teachers do no have any materials development experience. Importantly, those
teachers who were not employed by Open Schools had generally less materials
development experience than those in Open Schools. In addition, they are not
experienced in the design of ODL materials. This once again highlights the
unevenness of experience across teams and the need for differentiated support.
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Lack of strategies for dealing with the different levels of materials experience in
the writing teams
Given the fact that materials development experience differed in the various teams
(a finding of the Indicator Report) the consultants were asked whether they had a
strategy for dealing with the different levels of materials experience in the writing
teams. The only intervention reflected by all consultants was to provide
assistance/support through feedback on specific units. However, SAIDE’s finding is
that this was done unevenly across countries.
Consultants also claimed that by virtue of working in subject teams, weaker teachers
received support from stronger teachers. Whereas it is possible that this is the case,
this approach does not provide a systematised way of ensuring support to weaker
participants or for identifying what the weaknesses actually are.
General training and support for materials development skills and competencies
The COL/Consultants Contract requires the consultants to “work closely with COL …
on the design of the workshop to provide intensive basic training (technical and pedagogical)
to a selected group of master teachers…”
The results from the detailed questions asked in this regard in Question 1 of the
teacher’s questionnaire and Question 5 of the consultant’s questionnaire, have
yielded somewhat opaque responses as it is ultimately still not clear when and how
training happened around the instructional design elements listed. Only one
consultant mentioned formally engaging some of these elements. This component
did not appear to be on any training programmes and yet the majority of teachers
say they were trained in these aspects. Three of the five consultants – positively
ticked all 18 elements pertaining to training and a significant number of teachers did
as well.
The consultant from Namibia did not engage in any training around the materials
development competencies. In her report she states, “since most of the content was
already published and was for the most part inserted into the OER template, I had very little
need to ensure that materials development items listed here (on the table in Q 5) were
included”. A rather worrying fact, as it implies that little or no thought went into the
instructional design and underlying pedagogy of these materials. It also appears that
the re versioning of these materials was minimal. A lost opportunity to enhance,
update and make more relevant existing materials.
Overall, it appears from copies of the training workshop programmes provided and
from the consultants’ responses to the questionnaires that there was little, if any,
focus in the training workshops on the underlying pedagogy and instructional
design required to produce quality ODL materials.
Participant’s expectations of the second training session.
The finding that about half (50%) of the teachers did not feel that their expectation
had been met in the second training session is worrying and should be further
explored.
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One of the reasons probably relates to the Moodle training component which
teachers seemed overall, to find difficult.
Additional training between workshops
Responses in this category were also unclear. It is apparent that at least two, possibly
three, consultants added value to the project by engaging with additional tutorials
and providing additional materials and links to resources. However, at least two did
not and provided only vague responses to this question and instead, offering
information about the formal training workshops.
Consultant’s feedback on materials
Information in this regard was obtained from examples given to SAIDE by the
consultants. Four consultants provided examples (Namibia did not). Of the four,
two consultants provided constructive and supportive feedback. In the other two
cases, the feed back appeared to be rather superficial and mainly of a technical
nature. It did not engage with the underlying structure or approach to teaching in the
unit under review. No comments were made regarding any aspect of the teaching
and learning approach, and no comments that pertain to the ‘teaching voice’ are
evident. In short, there is a failure on the part of the consultants to engage with the
key features of quality ODL materials.
Access to computers, internet connectivity and time to design
These three critical success factors in this project pertain to the teachers’ ability to
access computers, internet connectivity and sufficient dedicated time for teachers to
undertake the materials development process.
Access to computers: Overall, with a few small challenges still to be resolved, most
teachers appeared to have access to computers, although not necessarily laptops as
had been stated in the COL funding budget. The problem comes in when these are at
work, and teachers do not have a computer at home.
Internet connectivity: A more critical finding is the reported lack of access by many
to continuous broadband connectivity. The impact of this is frustrating and is
particularly hampering in regards to using BaseCamp and Moodle. Many of the
material files with illustrations are very large (2 - 12 Megabytes). 3G cards/modems
with air time, have generally not been found to be efficient for loading large files and
attachments.
Time to design: The COL Contracts are clear that the teachers should have time in
their current jobs to “carry out this work” and that they would need to do further
materials development work after hours and during their holidays.
SAIDE’s findings in this regard are that, with the possible exception of the teachers
working for NAMCOL, BOCADOL and the LDTC, the majority of teachers are not
given time during working hours to develop the materials. Some schools have even
reneged on their commitments to allow teacher the time to attend the two training
workshops.
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While teachers may in principle have committed to working at home, realistically,
the time they have available may not be as much as had been envisaged initially.
An additional concern raised by consultants is the shortness of the time frame of the
project itself. It appears that only seven months (February – end August 2009) was
allocated for the development of all the paper-based materials for the 20 selected
courses. The catch phrase, you need ‘time to design’ applies as much here as else
where, if done well, materials development is an iterative and time consuming
process.
Monetary incentive for teachers
Although, it is always likely to be a complicated matter, how much to give, when to
give it and so on, the provision of a monetary incentive was well received by all
teachers.
COL and institutional support for consultants
Overall the finding is that the consultants felt that they were sufficiently supported to
be effective in their jobs.

Summary results from platform evaluation
Introduction
This section of the evaluation looks into the role played by various technologies
deployed to support the collaborative creation of paper, electronic and multimedia
learning objects by materials developers dispersed globally in the COL Open
Education Resources of Open Schools project. The principal technologies include:
•

An instance of the project administration platform, BaseCamp, available
online at http://colkm.basecamphq.com

•

Two instances per country of the course management system, Moodle.
Typical deployment of the this platform for Namibia, for example, is available
online at http://www.colfinder.org/na and http://www.colfinder.org/osna

Technology choice & user preparedness background
It was reported by Frances Ferreira 4, the COL project coordinator, that the choice of
technologies was influenced by past COL projects that developed teaching materials.
Prior to Ferreira’s appointment COL had used Wiki technology
(www.wikieducator.org) to develop teaching materials. However, because of changing
COL personnel and also criticism that the software was difficult to use a decision was
made to experiment with BaseCamp. Later, it was ascertained that Moodle might be

4

Interview held at Avalon Guesthouse, Pretoria, South Africa on 12th March 2010
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a better platform for the actual writing process and so the COL Open Education
Resources of Open Schools project inherited both the BaseCamp and Moodle platforms.
It was therefore decided to use BaseCamp as the project administration &
communication platform for all project personnel and use Moodle as the materials
development platform for writers in each country.
It was also reported that the strategy used by COL to prepare the materials
developers to use the Moodle platform involved online technical training developed
by an external contractor, Futuristic Ltd. based in Nairobi. The model called for the
development of 12 modules to be conducted over 10 days within a 3-4 week period
per country. An instance of the Moodle platform was set up per country to act as a
‘sandpit’ for the participants to practice in and a second instance of the platform was
set up dedicated to the materials development process.

Project design and technology’s role in implementation
The dispersed nature of the project’s administrators and materials developers across
many countries necessitated the deployment of web technologies to provide cohesion
to the projects activities. Travel opportunities were limited and so few face to face
meetings were organised. Consequently the online platform BaseCamp was
deployed to help coordinate administration, training and also nurture the
development process required to develop the open resources. Key to successful use
of BaseCamp is unlimited access to stable and speedy internet connectivity.
The OERs for Open Schools project was planned in two phases. First, the 20 paperbased course would be developed using BaseCamp. Once these had been completed,
the teachers would receive training in the use of Moodle to enable them to reversion
selected paper-based materials to on-line materials.
Success with this model is possible if the project participants are confident users of
ICT, are familiar with the platform software and have access to both computers and
good connectivity. The project members also need to be characterised as self
moderating, engaged and interested participants.
It appears, however, that this project was deficient in some of these criteria. While
the administrators, drawn from COL and various consultancies, appear to be a
proficient group in terms of ICT use and had access to good connectivity there is
evidence in the use of the technologies by the materials developers located in
Botswana, Namibia, Seychelles, Lesotho, and Trinidad and Tobago, that suggests
many participants lacked some of these skills, attitudes and tools. The use of the
technologies is on the whole unsophisticated and indicative of a lack of ICT skills
and confidence in their use. Contributing factors would include a training model that
was too ambitious and expensive/poor connectivity in the various countries.
The sub headings below identify the ‘intended’ versus ‘actual’ role played by the
BaseCamp and the Moodle platforms in the roll out in this materials development
project. Within each subsection there is also a discussion as to how the materials
developers participated or responded to the challenges of working within these
online platforms.
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Multiple Platforms
Although not in the original plan, the ongoing delays in completing Phase One of the
project resulted in the use of BaseCamp and Moodle overlapping. The actual use of
three separate platforms, one BaseCamp and two instances of Moodle per country,
ended up being clumsy and in negating the effective use of either platform. The
need for three separate usernames and passwords means that technology acts more
as a barrier rather than as an enabler to the user. This ‘fussy’ arrangement of logging
in and out of multiple platforms means it is difficult for a user to effectively complete
his or her project duties.

BaseCamp Platform
The use of BaseCamp was envisaged as a platform for the project’s administration. It
was intended to be used by all coordinators. Its purpose was to alert the country
teams to deadlines, discussion issues and offer a suite of communication tools.
However, besides a few members of the COL personnel and consultants there is little
evidence of the country personnel using BaseCamp extensively. Statistics viewed on
the 12th March show that nearly all country personnel, ‘Have not logged in recently’.
The Namibian ‘All Messages’ list contains 25 messages of which none originate from
the materials developers. It is true, that on some of the issues, they have commented
from time to time. Currently it appears as if the COL coordinators and consultants
post notices and set deadlines but there is only minimal involvement or interaction
from the country personnel. The evaluator believes that e-mail is the preferred mode
of communication with the developers and consequently their correspondence is not
revealed in this platform.
BaseCamp is a well known and popular project management platform. COL’s
deployment of the platform in this instance is typical and benefits from the platforms
simplicity, clear navigation controls and ease of use. COL’s BaseCamp also proved
robust and devoid of any technical glitches. It proved intuitive and very easy to use.
For a new user however, it would be essential to be properly orientated to the
platform and have access to technical support and useful easy instructions to use the
platform. These support structures and documents are not obviously available
within the COL interface. The evaluator was unable to identify any such support.
In terms of version control for files BaseCamp does filter documents according to
date and provides the additional functionality of overwriting old versions with the a
new one. An e-mail is then sent out to the project representatives of the change in
version. Image files too can be updated. Currently there are 83 files in the Namibian
project database but they have not been categorised which makes tracking difficult.
Also rather than using the version control feature users have uploaded documents
with titles like, Namibian Country Action Plan Final (2).doc, which implies that
individuals are using file name conventions to track versions rather than the inbuilt
functionality.
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The Moodle Training
The project relied heavily on Moodle to provide cohesion. The project designers were
aware of the requirement to train and support the country teams and a set of training
module outlines were conceived and a consultant employed to conduct the training.
However, as an online course the training modules appear too ambitious. It is of
significance that the contractor was also asked to include instruction in a number of
other software tools, namely Survey Monkey, Gimp, Audacity, Movie Maker, to be
incorporated in the Moodle training. These additional tools were designed to support
the integration of multimedia elements into the electronic version of the materials.
It is difficult to train people in computer skills using only a distance education model
but this was made more difficult because the modules called for the integration of a
number of different software packages. Also the amount of information that was
being relayed was crowded into a two to three week period which appears too
rushed. The scope of the information/skills covered, the time frame and the mode of
delivery are too ambitious.
The intention of the Moodle sandpit, or training area, was to provide an opportunity
for the personnel being trained in the 10 modules to experiment and practice their
new skills. It was also used to introduce an online version of the COL materials
development template, considered pivotal to the writing process. Due to the delays
in all countries, except Namibia, in completing the paper-based materials, there has
not as yet been much evidence, other than in Namibia, of engagement within this
training space. Of interest is how the COL template has been adapted for the Moodle
platform. The COL template for print based materials is well known and highly
praised but here in Moodle it is poorly represented because of poor layout. Divisions,
functions and structure are not clear and at times are confusing.
Moodle is the leading Open Source Course Management System. It has been adopted
by many tertiary institutions globally and is supported by a large development
community. It is known as a reliable and robust online teaching platform. COL’s
deployment of the platform in typical and they have used many of the default
settings and skins in setting up their instances. COL’s use of Moodle is instantly
recognisable to people who have used the platform before. A consequence of using
the default settings COL’s version of Moodle is it is very easy to use and navigate. As
for BaseCamp above, a new user would need orientation to the platform and access
to technical support and useful easy instructions to use the platform. These tools are
commonly available from the Moodle community site (http://moodle.org). These
support structures and documents, however, are not obviously available within
either of the two Moodle interfaces used by the project. It is understood that technical
training was provided but it makes sense that support documents should be housed
in the Moodle interfaces for easy reference. The COL template, however, is
commonly available on the sites.
It is significant that there is no version tracking in the Moodle interface.
Consequently, unlike a Wiki, it is impossible to rewind unwanted revisions.
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The Moodle Materials Development
This instance of Moodle was set up as the workspace and repository for the country
teams to design and develop the online versions of their teaching materials. The COL
template was inserted to guide subject teams in structuring their lessons. Usage of
the platform, however, is inconsistent because topic/subject teams have responded
differently to working in the Moodle environment. However, a general comment can
be made...
Lesson Design & Layout influenced by Moodle functionality
A criticism made of COL’s use of the Wiki Educator platform was that the
materials were too linear and text heavy. This was due in part to the functionality
of the wiki technology. Writers tended to focus exclusively on exposition at the
expense of activities and exercises which were inserted later as an afterthought.
The use of Moodle, however, seems to have created the opposite problem as now
there appears to be too little exposition. The structure and intended learning
pathway of the course is apparent by the list of linked items on the course index
page. There is, however, hardly any explanation as to how the learning pathway
works and little cohesion nor clarity on how the learning objects and lesson pieces
work together to bring about the stated outcomes.
Inconsistent practices by the writing teams include...
Inconsistent use of the COL Template
The COL template has also been interpreted differently by different writing
groups. For example in the Namibia site some of the English writers employ a
breakaway page to show Outcomes and Terminology while some Geography
writers insert the Outcomes and Terminology text directly into course index page.
Also some use the relevant icons in the index page while others remove them and
place them in the breakaway page. There needs to be some standardisation or
style guide that makes these design decisions explicit.
Another convention that is not consistently used is the link from a content piece to
the appropriate exercise. Namibia Geography links the user to an exercise while
other writers mention which exercise the user should follow but do not offer the
service of a quick link.
Reluctance or inability to delete components of the template
The review in January was difficult because many parts of the template were still
in existence even though they were not being used. The later evaluation in March
fared better but it was still a wide spread practice not to delete extraneous
elements of the template. A likely explanation is the unit was not yet complete
and writers believed they would still use the headings later but because the
practice was so prevalent in nearly all subjects the evaluator believes the writers
were identified in the permissions section of the site administration as ‘nonediting teachers’ and did not have the rights to delete parts of the template. This
would make designing a lesson very difficult.
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Poor Activity Mix
Some Namibian units show an interesting mix of Moodle questioning tools (e.g.
English Unit on the Supernatural) and include forum discussions, multiple
choices, fill in the missing word etc. while most others stick to essays and
paragraphs questions and refrain from employing different tools. This is
indicative of both a reluctance to try and develop new testing practices or
ignorance of their potential by writers. Below are descriptions of two Namibian
lessons that illustrate the different uses of the inbuilt Moodle activity and
communication tools:
Unit 2 – Climatology
This unit has a rigorous structure. There
are 5 lessons divided up into either
‘Sections’ which provide text content,
‘Assignments’ which offer instructions
for student based activities or ‘Feedback’
which provides a text memo for the set
assignment.
However, it looks like a textbook has
been scanned and inserted into
Moodle. All activities are textbook
type comprehension exercises and
they do not exploit the Internet or
offer any interactivity. The materials
are static and don’t allow input from
the students.

Unit 6 - Electricity and Magnetism
This unit demonstrates a willingness to
experiment by the writing team. For
example while the unit includes text content
it also include a podcasts to disseminate
information (e.g. Market Research, although
how it relates to the topic of Magnets is not
clear.) The writers also use the Latex
Equation Editor to insert mathematical
equations and have experimented with
different assessment techniques such as a
self marking test and also deploy a forum for
a class discussion.
The content is clear and supported by a
number of interactive activities

Poor layout
Nearly all units are poorly formatted and laid out. While writers try to stick to the
template in some subject sections the pages are disorganised and roughly laid out.
It is understood that the evaluation of the materials has occurred before final
editing has taken place and before all modules in the various courses have been
completed. This may account for some of the ‘roughness’, but it also seems that
this ‘roughness’ is indicative of rudimentary Moodle skills levels or a lack of
permissions to shape the pages properly.
Introduction of additional Icons
An exception to the point above appears in Namibia Entrepreneurship when the
writers have employed their own iconography and have employed icons beyond
those provided in the template. These icons should be shared with the wider
group of writers as they are particularly useful and the activities they represent
encourage the use of higher order thinking skills amongst the students. These
icons introduce:
•

SAIDE

Reflection Activities

27

•

Case Studies

•

Further Reading

•

Practical Activities (Activities beyond the platform)

This group also pepper their text with lots of external links used for further
enrichment a practice not common elsewhere.
Communication Tools are not Employed Extensively
If these materials are to be printed then it makes sense that the communicative
functions of Moodle are not deployed. However, as these materials will remain
inside Moodle then it is a shame that these excellent teaching devices are ignored.
The COL template calls for group work sessions and Moodle provides interactive
tools to achieve this namely blogs, forums, chat and messaging.
Graphics & Copyright Infringement
In some sections (Geography Units 1 & 4 and also throughout the
Entrepreneurship units) there are a lot of screen captures of professionally
rendered illustrations, possibly from textbooks. The writers do not acknowledge
their source and so it is not clear whether they are Open Education Resources or
from fully copyrighted textbooks. This will need to be rectified. Also it is not clear
how these open materials will ultimately be distributed. A Moodle environment is
a closed community and potential users will not be able to access the learning
environment.
From a technical perspective about half of these pictures are missing. The place
holders are in position but the pictures are missing. Again this will need to be
rectified.

Conclusion
This component of the project has great merit despite some of the challengers
outlined above. There is no doubt that skills in the development of e-content for
education will continue to be in short supply in developing countries. As access to
ICTs and cheaper faster bandwidth continue to improve electronic learning
environments, they promise to provide the possibility of access to quality education
to regions that traditionally have had poor access to education. It is therefore
significant that some teams have performed well and their first attempts at creating
online teaching and learning environments are admirable. Also there is no doubt that
with additional interactions some of these individuals will in time develop good
Moodle mediated learning environments. What is important, therefore is the need to
encourage and provide opportunities for these individuals and others to be exposed
to and grow from a project component like this one. With attention paid to the
recommendations above this project component could be improved and play a
significant role in the development of e-education in the countries who participated.
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Summary results from materials evaluation
Introduction
The purpose of the mid term materials evaluation of the paper based ODL materials
is to provide formative feedback and recommendations. This evaluation report will
be made available to the Commonwealth of Learning (COL) Project Steering
Committee and the Country Management Committees as well as to the Team
Leaders and Teams in each of the participating countries.
The materials are evaluated in terms of their fit with the syllabi requirements, as well
as from a course design perspective (by examining the course purpose, exit level
outcomes and proposed assessment structure) and from a teaching and learning
perspective. Of the twenty secondary school courses being developed, one unit from
each of seven subjects across five countries has been selected by COL and submitted
for evaluation. It was intended that the subjects selected for evaluation would
constitute a representative spread of subjects and levels. Four grade 12 subjects were
selected: Mathematics, English, Geography and Agriculture. Three grade 10 subjects
were selected: English, Life Science, and Coordinated Science.

Structure
The materials evaluation component of this report is subdivided into two sections, A
and B. Section A has two parts, the first part deals with the results of a scan
undertaken to check for congruence between the national syllabi and the Blueprint
provided for evaluation. The second part deals with the congruence or match
between the Course Blueprint developed for each subject and the corresponding Unit
developed by each team and provided to SAIDE for evaluation. Issues of course
design and how the elements of this design are reflected in the actual materials are
the focus of this section.
Section B, provides a summary of the findings from the review of the ODL course
materials. This section deals with a detailed assessment of the teaching and learning
elements embedded in the materials and evaluates whether or not these units
constitute quality ODL materials.

Method
The three key documents used in the materials evaluation are the official subject
syllabi, the Course Blueprints and the selected sample units provided for evaluation
for each of the seven subjects. COL provided SAIDE with access so BaseCamp so that
all communication between COL and the Country Consultants, Team Leaders and
teams could be tracked. Additionally, COL also made a selection of key
communications with Country Consultants and copies of contracts available to
SAIDE. These documents serve to highlight some of the most important issues raised
with the Country Consultants during the materials development process, as well as
to provide the context for the project and details of the planning process.
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After reviewing the documents provided, SAIDE designed two instruments used for
gathering and recording the information required for the evaluation. The first, a
detailed checklist was used by the subject specialists to check the congruence
between the Course Blueprints and the units provided for evaluation. The second, is
a checklist which was used to review the ODL course materials. A Summary Report
Template was also designed by SAIDE.
The SAIDE team appointed to conduct the materials evaluation component is
comprised of a senior SAIDE staff member and four subject experts, one to cover
each of the four subject areas under review. Each of the subject experts have had
extensive teaching and materials development experience. Collectively, the team
members have published learning and teaching materials, not only in South Africa,
but also in Lesotho, Zambia, Zimbabwe and Swaziland, thus providing the team
with useful experience of regional contexts.
The following process was followed in the evaluation, the subject experts reviewed
the Course Blueprints and the selected materials, recording their findings on the two
checklists provided. The information pertaining to each Blueprint and Unit of
material was recorded on the checklist. This information was then used to prepare
the narrative, summary reports for each course. The completed checklists and
summary reports where then submitted to SAIDE.
The various country syllabi were then scanned to check that the Syllabi and
Blueprints are also congruent. A synthesis of findings across all seven subjects was
produced. These findings have been used to prepare a narrative evaluation report for
the COL Steering Committee and the Country Management Committees.
The seven summary reports containing details on all three components, per subject
are attached in Appendix B.
If COL wishes, the completed checklists can also be made available.Given the level of
detail contained in these, it is believed that they may be useful for pinpointing both
the strengths and the weaknesses of the materials to the team leaders and country
consultants.

Section A
Introduction
The first of the nine criteria set out in the SAIDE/COL Evaluation Plan, state, materials
meet the requirements of the syllabi for the five different countries, is used to frame Section
A of the evaluation. To ascertain whether the materials do in fact meet the requirements
of the syllabi, a two phased process was followed. First, the Syllabi were scanned and
compared with the Blueprints and then the content and stated approach contained in
the Blueprints was checked against the content and approach evidenced in the actual
materials.
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Part 1: Congruence between Country syllabi and Course
Blueprints
A scan of the national and international syllabi used in this project was undertaken.
The requirements of the various syllabi were compared with the content and features
of the Blueprints provided to check for congruence. This review was undertaken by
simply reading through both documents and scanning for similarities and
differences. The key findings are reflected below.
Lesotho (English Grade 12)
The document provided, General Certificate in Education, Ordinary Level, English
Language Syllabus for Examinations: June and November 2010, is not a syllabus as such,
but rather a brief description of examination requirements. It was therefore not
possible to check the Blueprint against this document. It is also not clear what
Syllabus the Blueprint is based on.
Lesotho (Mathematics Grade 12)
The national Junior Secondary Syllabus (2002) sets out three main themes, Knowledge
and Skills, Application of problem solving and Appreciation of Environment, which frame
the syllabus content.
The approach to teaching and learning is stated as being learner-centred and activity
based. Emphasis is placed on understanding versus memorizing, hands on activities
and application of learning.
Assessment standards require learners to ‘perform calculations’, ‘interpret and use
information’, ‘recognize and apply’, ‘understand & use’ and formulate problems in
mathematical terms.
Continuous assessment including research and assignments are emphasized.
Continuous assessment is weighted at 20% and the summative national examination
counts for the other 80% of the final mark.
No mention is made in the Blueprint of the overarching themes, the approach to
teaching and learning or the emphasis on higher order skills. The Blueprint does
refer to formative assessment, but no weighting is provided.
The syllabus provides 45 specific Course Objectives, only five are included in the
Blueprint. The unit outcomes in the Blueprint do not appear to match those in the
syllabus. The Course Overview section (d) of the Blueprint (p4) states that “the main
source is General Certificate of education mathematics Syllabus D 4025”. The reader
is directed to the www.cie.org.uk website for additional topics added to meet the
requirements of other Commonwealth countries. On checking the content of the D
4025 syllabus on this website, it was difficult to see any resemblance to what was set
out in the Blueprint.
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Unit Outcomes (e) in the Blueprint provides a list of 31 topics to be covered (each
with 2-5 bullet points) of these 11 correspond with the list of 18 topics presented in
the Lesotho Syllabus.
Namibia (English Grade 10)
Neither the Course Blueprint nor the actual unit, clarify whether this is an English
First or Second Language course.
Having scanned both the Namibian Ministry of Education (MoE), Junior Secondary
Phase First and Second Language Syllabi (of 2006 and 2008 respectively) it is unclear
as to what the NAMCOL “English” Blueprint is based on. There does not appear to
be any correspondence between the Course Outcomes and the Course Overview
provided in the Blueprint and those provided in the two syllabi.
The Ministry Syllabi both emphasize the importance of gender issues, local context
and content and cross-curricular issues. These syllabi also explicate a learner-centred
approach to teaching and learning and the implementation of a system of continuous
assessment, which counts for 50% of the final mark.
The Blueprint for English makes no mention of a teaching approach. The English
Course Syllabus provided in the Blueprint is rooted in a cross curricular approach.
The first nine units explore themes such as “Life in Namibia”, “Knowing your
Rights” and “Gender Issues”, the next six units thereafter deal with various aspects
of literature. The logic of the course design is not clear. Certain unit titles are taken
from the MoE syllabus, while others are not.
The Blueprint stipulates that there should be three assignments and an examination.
No weighting is provided.
Namibia (Life Science Grade10)
Like the First and Second English Language Syllabi, the Namibian MoE, Junior
Secondary Phase Syllabus for Life Science (2007) emphasizes the importance of
gender issues, local context and content and cross-curricular issues. This syllabus
also explicates a learner-centred approach to teaching and learning and the
implementation of a system of continuous assessment, which, in this instance, counts
for 35% of the final mark.
The Blueprint for Life Science makes no mention of a teaching approach, nor does it
highlight the gender, local context or cross-curricular issues. It stipulates eight
assignments and “24 pieces of formative assessment which include class activity (puzzles,
word search, role play games…) Assessment is a continuous activity and needs to be
conducted during active classroom instruction”. No weighting is provided.
While the official syllabus speaks of a national examination, there is no reference to
examinations in the Blueprint.
It is not clear where the Course Outcomes that are stated in the Blueprint are derived
from. The Course Syllabus provided in the Blueprint seems only partially to
correspond with the syllabus (Themes and Topics) provided in the MoE Syllabus. In
the Blueprint STD is written out in full as follows: Socially Transmitted Disease (sic).
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Botswana (Geography Grade 12)
The copy of the national syllabus provided is an undated draft.
The Forward and Introduction to the syllabus stress the need for a flexible, responsive
and differentiated approach to teaching and learning. A shift from a transmission
style of learning to a ”learner-centred” approach is advocated. In briefly unpacking
the notion of a learner-centred approach, ‘active participation’, ‘experiential
learning’, valuing the learner’s ‘own experience’, ‘building on the learner’s own
experience’ and ‘problem solving’ are highlighted. To this end, the incorporation of
fieldwork, group and pair work, discussions and presentations are encouraged.
Stress is also placed of the development of higher order skills, including research.
The use of various media and resources to enhance subject delivery is promoted.
Continuous assessment in which the learners are required to demonstrate their skills
and knowledge in the field of Geography is also emphasized. However no weighting
of the continuous and the summative assessment components is provided in the
syllabus.
The remainder of the syllabus document comprises of a list of programme outcomes
and detail of the content to be covered in the various modules and topics and some
information on the national examinations.
By contrast, the Blueprint document makes no mention of any approach to teaching
and learning. Section (f) of the Blueprint deals with instructional design, here mention
is made of the “role of media in the development of the Geography Course
Materials” as being to provide ‘variety in teaching and learning’ (p12). However it is
mentioned that multi media will only be incorporated into the online version of these
materials. No further mention is made of any possible use of additional resources to
enhance/vary this course.
The outcomes and module content contained in the Blueprint exactly matches that of
the Syllabus.
Seychelles (Coordinated Science, Grade 10)
The Biology Certificate of Education International (CIE) Advanced (A) and
Advanced Subsidiary (AS) level syllabus was made available. It set out the aims,
assessment objectives, a scheme of assessment, weighting of assessment objectives
and the structure of the syllabus, comprising of list of 16 topics to be covered by AS
candidates with an additional 5 to be covered by A candidates. The syllabus
document stipulates that 20% of the notional learning time should be allocated to the
learners own practical work (over and above teacher led experiments and
demonstrations). While no explicit instructional approach is advocated in the
syllabus, the assessment outcomes provided, require a range of higher order thinking
skills to be demonstrated by the learns . These include: Synthesizing information,
drawing conclusions, making detailed scientific explanations, making predictions
and asking informed questions.
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The Seychelles Blueprint does not set out any Aims, in the Blueprint the Course
Outcomes correspond with the Assessment Objectives in the CIE Syllabus, however, in
the CIE Syllabus, the assessment objectives are divided into three categories:
Knowledge and understanding

Handling Information and solving problems

Experimental skills and investigations
The Blueprint only reflects outcomes from the first to categories, seemingly leaving
out the practical component.


Where the CIE Biology Syllabus lists 16+5 topics to be covered, the Coordinated
Science Blueprint is divided into 54 units of which about 14 appear to be directly
related to Biology. However, bar two (Photosynthesis and Human Reproduction)
there is no correspondence between the topics listed in the CIE syllabus and those
listed in the Blueprint.
Trinidad and Tobago (Agricultural Science, Grade 12)
National syllabus not available to compare with the Blueprint.

Findings
The various national and British Certificate of Education International (CEI) syllabi
on which the Blueprints are based are designed for face- to- face delivery and in
general they emphasize classroom based experiential learning. None of the
Blueprints noted or addressed the fact that Open and Distance Learning (ODL)
courses would need to operate in a very different paradigm. No adjustments to
accommodate this fact were made.
Most of the country syllabi set out the aims / purpose of the subject as well as having a
section on the teaching and learning approach to be used. In particular, the Lesotho
(Maths), Namibia (English & Life Science) and Botswana (Geography) Syllabi all
elucidated a learner–centred approach and stressed experiential, activity based
learning. These two categories of information were not provided for on the Blueprint
template. Generally information in this regard was not offered, with the exception of
the Lesotho Maths and English Blueprints which under the heading instructional
design, highlighted their intention of adhering to Gagne’s Nine Events of Instruction in
the design of their course materials.
In at least three of the syllabi (Lesotho Maths, Botswana Geography and Seychelles
Coordinated Science) higher order skills and research are called for. This is not
reflected in the corresponding Blueprints.
In general the various syllabi provided detailed information about the approach to
assessment, types of assessment, weighting between summative and continuous
assessment and in one case, (Seychelles CEI Biology) weighting of assessment
objectives. In particular, details of the approach to continuous assessment and
examples of tasks were provided. Weighting of continuous assessment in various
syllabi varied from 20% (Lesotho Maths) to 50% (Namibia English). By contrast,
assessment was generally dealt with superficially and mechanistically in the course
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Blueprints and no weighting for continuous assessment was provided in any
Blueprint. In the Namibian Life Science Blueprint, formative assessment is
conceptualized as “24 pieces of formative assessment which include class activity (puzzles,
word search, role play games…)” Findings of the evaluation of the course materials
generally confirm this type of approach to formative assessment.
The match between content provided in the syllabi and content in the Blueprints
varied considerably. In Botswana the subject content of the Geography Blueprint is
taken directly from the Syllabus; while in Lesotho, 11 (of the 31) topics in the Maths
Blueprint correspond with the 18 topics sited in the Syllabus; in the Namibian
English and Life Science Blueprints certain content topics are selected from the
syllabi while it appears, others are not; and in Seychelles only 2 topics of the Biology
component of the Coordinated Science Blueprint Correspond with CIE Syllabus.
Where divergences from the syllabi exist, it is not clear in any of the Blueprints, why
certain content topics have been selected and others not. None of the Blueprints
provide a rationale for the content selected.

Part 2: Congruence between Course Blueprints and the Units
provided for evaluation.
The main aim of this section is to assess the extent to which the materials meet the
requirements of the syllabi as set out in the Blueprints for the five countries in the
evaluation sample.
The six categories of information used and the questions in each category in the
check list below are derived from the Blueprint itself. The table below is a synthesis
of findings distilled from an analysis of the seven checklists prepared by the subject
experts. Appendix B provides a detailed, annotated synthesis of these findings.
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KEY:
Y = Yes
N = No (If NO explain in comment Column)
P = Partially (If partially, explain)
N/A = This aspect is not covered in the Course Blueprint

Denotes areas in which there is a significant disjuncture between what is stated in the Course
Blueprint and what is evidenced in the actual materials.

Checklist: Match between Course Blueprint and Course Materials
Questions

Y

N

P

N/A

1.

Learner Profile: Is there a match between the stated Learner Profile provided in the Course
Blueprint and the course materials? Consider the following:
1.1 Level appropriate language for
5 1
1
the stated target group?
Consider the average age of
learners and whether English is
a first or second language?
1.2 Is the content level appropriate
1 1
5
for the target group?
1.3 Are the materials gender
1 6
sensitive?
1.4 Are examples used
1 4
2
representative of the stated
demographic spread?
(urban/rural, mono cultural
/multicultural etc.)
1.5 Are challenges identified in the
4
3
Learner Profile addressed in
the materials?
2. Match between outcomes/ objectives / content stated in the Blueprint and the Course Units
2.1 Are the overall course outcomes 6
1
clearly stated?
2.2 Are the unit outcomes clearly
6
1
stated
2.3 Does the stated unit content and 3
4
/or outcomes/objectives match
the content and /or
outcomes/objectives of the
actual unit?
3
Assignments and Assessments
3.1 Overall, is there a match
7
between
what has been stated about
assignments and assessments in the
Course Blueprint and the way in
which these aspects are set out in
the material?
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Questions

Y

N

P

N/A

3.2 Does the course material
5
2
provide opportunities for both
formative and summative
assignments and or
assessments?
4
Instructional design: To a large extent, the instructional design is predetermined by the COL
template in which the course material has been developed. However, where assertions are
made regarding any of the following design aspects, check for congruency:
4.1 Stated use of a specific
5
2
approach to teaching and
learning e.g. Gagne’s Nine
Events of Instruction, Kolb’s
Learning Cycle etc.
4.2 If yes, which?
Gagne and Activity based learning
4.3 If yes, is the stated approach
exemplified in the course
materials?
4.4 Does the Course Blueprint state
whether the learners are
required to engage with any
other materials that
complement the print-based
materials? E.g. Audio or video
tapes , CD Rom etc.
4.5 If yes, are these specified in the
print-based materials?
5
Time allocations:
5.1 Are time allocations for
studying and undertaking
assignments and assessment
tasks provided in the Course
Blueprint?
5.2 If yes, is the corresponding
information regarding time
allocations provided in the
actual unit?
6
Learner Support:
6.1 Are any learner support
strategies cited in the Course
Blueprint?
6.2 If yes, is there evidence of these
in the course materials or
elsewhere?

5

2

4

3

1

3

1

5

2

1

2

6

7

7

The second step in analyzing the degree to which the materials meet the requirements
of the syllabi for the five different countries entailed matching the stated content and
approach of the Blueprint with the materials.
The six subheadings of the checklist and the questions derived from them forms the
framework of the analysis and elucidating the findings represented on the table
above.
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1. Learner profile




Match between the learner’s stated language abilities and the language level
used: In all five countries, English is not the mother tongue of the majority of
learners, although it is the language of instruction and is a/the national language,
in each of these countries.
Is the content level appropriate? The Blueprints and the units submitted for
these evaluations were signed off by the team leaders, it is therefore assumed that
the content of the units is deemed to be appropriate for the target group.
Aspects of the following five units may need to some further review to assess
appropriateness.
o

o

o
o







Namibia (English) The language items chosen – Simple Present and
Prefixes/ Suffixes are appropriate to the learners beginning a course and
reviewing knowledge. The language rules offered for them to apply are
expressed in a way that is inappropriately complex and unmediated for
self study at Grade 10 level (Additional Language).
Namibia (Life Science) The content is appropriate for a Grade 10 learner
but the way that it is delivered is more suitable for a textbook than for a
self study unit.
Botswana (Geography), Trinidad & Tobago (Agriculture) and Lesotho
(English) – the overall level is possibly a bit low for Grade 12?
Seychelles (Coordinated Science) Factual content generally level
appropriate but activities are thought to be too simple and require only
factual recall.

Are the materials gender sensitive? In six of the seven units there was no
consideration for gender issues (e.g. care to provide relevant examples or to
address the materials to the interests of both male & female learners). The
Lesotho Grade 12 English Unit is one exception.
Are examples used representative of the stated demographic spread? In four
out of seven units, the stated demographic spread was not taken into account.
The two units from Lesotho do not address the urban /rural spread that is
highlighted in the Blueprint. Overall the Namibian Life Science Unit contains
very few examples, and where examples are provided, they are generally not
from a local context. The T&T unit provides some local examples, but given that
the course is in Agriculture, a lot more would have been expected and
illustrations of these examples referred to.
Are challenges identified in the Learner Profile addressed in the materials?
Challenges such as having to study in isolation and in remote areas, highlighted
in both the Botswana and the Lesotho Blueprints are not addressed in the Units.
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The T&T unit lacks the kind of support that is needed to address the implicit
learner challenges contained in the learner profiles.
Implicit in a number of cases is the suggestion that at least some of the learners
are “second chance learners” – none of the materials show evidence of any
additional built in academic support for such learners.
Learner profiles were not provided in the two Namibian or the Seychelles
Blueprints.

2. Match between outcomes/objectives/content stated in the Blueprint
and the Course Units






Are the overall course outcomes clearly stated? The course outcomes are clearly
stated in six Course Blueprints. The T&T Blueprint does state the course
outcomes, but in a number of instances these are badly worded and therefore
difficult to interpret.
Are the unit outcomes clearly stated? In six of the seven units the unit outcomes
are clearly stated. In the T&T unit, outcomes were stated for only three of the four
topics in the unit.
Does the stated unit content and /or outcomes/objectives match the content /
outcomes /objectives of the actual unit? In three units, Lesotho (English),
Namibia (English) and Botswana (Geography) the stated unit outcomes / content
match those in the materials.
In four units there is only a partial match between stated unit content
/outcomes/objectives and the content/outcomes/objectives of the actual unit.
o

o

o

Lesotho Maths: Only two of the three stated unit outcomes are covered in
the unit.
Namibian Life Science: Most of the unit outcomes listed in the Course
Materials are missing from the Course Blueprint and one set of unit
outcomes (relating to blood and the circulatory system) are missing from
the Course Materials.
Seychelles Coordinated Sciences: The unit content and outcomes stated in
the Blueprint match the content/outcomes in the first 6 topics in the Unit,
but the main features used in the classification of the 6-kingdoms (pg 36)
and plant taxonomy, covered in topic 7 of the Unit are not specified in the
unit outcomes in the Blueprint.
The dichotomous key to be constructed in Question 1 of the Self
assessment task in Topic 5 (pg 72) does not match the unit outcomes.
Topics 4 (Hierarchical classification), 5 (Vertebrates) and 6 (Invertebrates)
include extension material not specified in the unit outcomes.
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o

T & T Agricultural Science: They match more or less but often the content is
a little off track or there is not enough information for a Grade 12 level.

3. Assignments and assessments
Is there a match between the way in which assignments and assessments are set
out in the material and what has been stated in the Course Blueprint? Overall,
there is evidence of only a partial match between the information about assessment
and assignments set out in the Blueprints and the way in which it is implemented in
all seven of the units.


The Lesotho English and Maths Blueprints state that each unit will contain:
o
a number of formative activities
o
a self assessment assignment at the end of each unit and
o
a formal assessment task which learners will be required to submit to
their tutors.
Maths: The formal assessment task is not present in this unit.
English: There does not appear to be any difference between the formative
activities, the self assessment assignment and the formal assessment task at
the end of the unit. All three types of exercises appear to be the same in form
and content and are equally weighted. The exercises are not applied or
contextually integrated. The correct answers are provided at the end of the
unit. There is no guiding or teaching voice evident.









Namibia English: The Blueprint refers to “Assessment and other formative
evaluation” (p19). There is however little evidence of any formative assessment
processes in this unit, other than self –corrected one word answers. No rubrics
are supplied for self assessment of longer pieces.
Namibia- Life Science:
o
The section on assignments and assessment in the Course Blueprint
appears to be incomplete.
o
The Blueprint refers to 8 assignments, one per unit but it is not stated
whether these are formative or summative assessments.
o
Unit 5 of the Course materials only has one activity, it thus appears that
effectively there is no assessment integrated into this unit.
o
On p. 9 of the Course Blueprint reference is made to “the duration of each
assessment activity“ but no information pertaining to duration is
provided in either the Course Blueprint or the Course Materials.
Botswana Geography: The Course Blueprint refers to assessment tasks at the end of
each topic, however these are not reflected in the unit of course material.
Seychelles Coordinated Science: Seychelles: Coordinated Science – The Blueprint
states that 3 assignments (comprising of a Biology, Physics and Chemistry
component) are to be completed and submitted for external making each year.
Three summative assessments (comprising 3 exam papers) will also be completed
annually. Details of due dates, weighting and time frames are also provided.
There is no reference in the Blueprint to the self assessment tasks that are set out
at the end of each topic in the course material.
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T&T Agriculture: It is not clear whether the unit assessment is part of the formal
assessment program as this is not stated in the Blueprint. The Blueprint makes
reference to one assignment per theme/course but it is not clear if a unit is equal
to a course/theme. There is no reference to any assignment in this unit. The unit
has numerous activities and self assessment tasks. It is not clear what the
difference is between these two types of activities, both appear the same in nature
(based on recall of facts and requiring one word responses) answers are provided
for both.
Does the course material provide opportunities for both formative and
summative assignments and/or assessments? In the two units (Lesotho Maths
and English) opportunities for both formative and summative assessment is
provided. In the other five units it is not clear whether assessments activities are
intended to formative or summative. The distinction between assignments and
assessments and in some cases activities is also generally not clear.

4. Instructional design




Is there a stated use of a specific approach to teaching and learning in the
Blueprint? If yes, is it carried through? The Lesotho Blueprints for Maths and
English both state that Gagne‘s, Nine Events of Learning is the approach to
teaching and learning that is used to inform the development of the course
materials. Gagne’s approach is however applied unevenly in the both these units.
There is no stated approach or evidence of a particular approach used in the
other five Blueprints.
Does the Blueprint state whether the learners are required to engage with any
other materials that complement the print-based materials? If yes, is reference
to these integrated into the unit? In four instances references to the use of
additional materials is made in the Blueprints (Botswana, Namibia and
Seychelles). However, in the Seychelles Blueprint, although a list of possible
options is listed e.g. use of the internet, videos etc. no specific resources are cited.
In the other three instances there is no reference to any complementary materials
(Lesotho: English & Maths) the Blueprint states that additional materials do not
apply to the paper based version. The T&T Blueprint makes no reference to
additional materials.
The Namibian Life Science Unit makes reference to a list of additional
multimedia resources and while the T&T Blueprint makes no reference to
additional resources, on p 24 of the Agricultural Science Unit, various
supplementary materials are listed.
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The Namibian Blueprint for English and the Botswana and Seychelles Blueprints
make reference to supplementary resources but these are not integrated or in any
way reflected in the course units.

5. Time allocations


Are time allocations for studying and undertaking assignments and
assessment tasks provided in the Course Blueprint? In one case, Lesotho Maths,
one hour of Maths per day, 5 days a week for 38 weeks is stipulated in the
Blueprint, but that is not translated in units of content to be covered in the course
materials.
In four cases, timeframes have been provided for the whole course in the
Blueprint but not broken down into time allocations for units or topics (Botswana
Geography, Lesotho English, Namibia Life Sciences and Seychelles Coordinated
Science). In two cases, no timeframe are provided in the Blueprints (Namibia
English and T&T: Agriculture).
Although in the T&T Blueprint no time frames are provided, they are provided in
the actual materials. In the six other units no time frames are provided.

6. Learner support


Are any learner support strategies cited in the Course Blueprint? Some degree
of tutor support is cited in all seven Blueprints.

7. General comments on match between Blueprint and materials
Overall it does not appear as though any of these units have been adapted to, or
taken cognizance of the requirements of syllabi in any of the other countries
participating in this project.

Findings
1.

Learner Profiles
The Blueprint template required that learner profiles be provided, but this was not
done by all participating countries and in some instances where profiles were
written up, they were not very fully developed. In terms of the information
provided, in five of the seven units language levels were assessed to be
appropriate. In two units, language levels were very uneven. The content level
was deemed to be appropriate across all units based on internal monitoring
processes, although SAIDE has suggested that some aspects may still need
attention. The demographic information, including gender and learner challenges
identified, was not taken into account in most of the materials.
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Particularly in terms of demographically relevant information, a mismatch exists
between what is stated in the Blueprints regarding learner profile and what is
evidenced in the materials.
2.

Match between outcomes/objectives/content stated in the Blueprint and the
Course Units
Overall the Course and Unit outcomes are clearly stated in the Blueprints. When
it comes to the actual match between what is stated in the Blueprint and what is
evidenced in the materials, three units of materials are congruent and four units
only partially match what is stated in the Blueprints.

3.

Assignments and assessments
Overall, there is evidence of only a partial match between the information about
assessment and assignments set out in the Blueprints and the way in which it is
implemented in all seven of the units. In five units it is not clear whether
assessment activities are intended to be formative or summative.

4.

Instructional design
The Blueprint template provided did not explicitly require information regarding
the approach to teaching and learning to be followed, this may be the main
reason for why only two Blueprints provide a stated approach to teaching. The
two examples were however not well implemented in the actual course units.
Four Blueprints provide information about additional resources to complement
the print based materials, however no reference to these is integrated into the
materials themselves, thus resulting in a mismatch between stated intention and
implementation.

5.

Time allocation
No effective time frames are provided in any of the Blueprints. Only one unit of
materials has incorporated time frame to guide learners as to how long to spend
on each component.

6.

Learner Support
Learner support referred to in all seven of the Blueprint is conceptualized
narrowly as tutor support. There is no evidence of any academic support built
into the materials.

7.

General comments on match between Blueprint and Materials
The Course Blueprint template clearly notes that account should be taken of
syllabi from other participating Commonwealth countries in order for the
proposed open education resources (OERs) to useable across these countries.
Overall it does not appear as though any of the seven units have been adapted to,
or taken cognizance of, the requirements of syllabi in any of the other countries
participating in this project.
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Section B
Summary of findings from the review of ODL course
materials
Introduction
An evaluation instrument, see Checklist for evaluation of course material units, below,
was designed to evaluate the selected unit of learning and teaching material from
each of the seven subjects provided for the midterm evaluation. The main aim is to
evaluate the extent to which the materials meet the criteria for quality Open and
Distance Learning (ODL) materials. The criteria used were those set out above under
the introductory section of this report, under ‘Criteria’. As stated previously, the
criteria are clustered into four dimensions, namely;
Context and Content
Approach to teaching and learning materials
Activities, assignments and assessments
Editing and layout

•
•
•
•

Each of the four dimensions is unpack into a number of indicators which are
included on the evaluation instrument (below) in the form of questions. This
tableprovides a summary of information synthesised from the review of the seven
selected sets of materials. A narrative elaboration of the results of the evaluation
follows after the table.
Key:
Y = Yes
N = No (If NO explain in comment Column)
P = Partially (If partially, explain)
N/A = This aspect is not covered in the Course Blue Print

Checklist for evaluation of course material units
ODL materials for self study purposes need to take cognizance of the fact that they will not be
mediated by a teacher, the materials themselves need to teach i.e. all steps needed in the
learning process need to be made explicit, all requirements and instructions need to be made
clear and the teacher’s voice needs to be embedded in the materials as though the teacher were
talking through the materials – pre-empting queries, anticipating the next step, making links,
encouraging learners!
1.

Context and Content

Questions

Y

1.

Do the materials cover the learning
outcomes/objectives stated at the beginning of this
unit?
Are there any explicit links made in this unit to the
previous or the following unit/s? (If unit 1, then only
to the unit/s that follows it).
Is the content accurate & up to date?

3

1

6

Are key concepts and terms clearly / accurately
defined?

1

6

2.

3.
4.
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P

N/A

4

5

2
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Questions

Y

N

P

5.

Is the content logically sequenced? Does it provide
building blocks for the acquisition of key concepts
that are well scaffolded?
Has the learners’ profile and the learners’ general
context been taken into consideration? (contextually
relevant examples/ illustrations? Is the content
sensitive to gender/ cultural/religious diversity etc)
Is the language level suitable for the targeted
learners?
2. Approach to teaching and learning

1

1

5

4

3

3

2

2

Y

N

P

Is there evidence in this unit that an explicit learning
approach underpins the design of these materials?
(e.g. Gangne’s Nine Events of Instruction, Kolb’s
Learning Cycle etc.)
If there is a stated approach used or evidence of a
specific approach used, is it applied effectively? i.e.
do they actually do what they claim to be doing?
Do the materials have a learner- friendly
introduction and linking and summarizing passages
that motivate the learners and that provide
coherence? Is the teaching voice made explicit in the
materials?
Is the content knowledge presented in a typical
transmission style?
Is the content knowledge presented as open,
changing and debatable rather than as fixed and not
to be questioned? (Social construction of meaning).
Is content presented linked to what the learners
already know & can do before moving onto new
content?
Does the content provided enable the learners to
successfully undertake the activity/ies that follow?
Do the materials promote active learning? Are they
activity-based?
Are structured opportunities for reflection that assist
with consolidating new knowledge built into the
materials?
3. Activities, Assignments and Assessment

1

3

3

3

4

2

4

6.

7.

8.

9.

10.

11.
12.

13.

14.
15.
16.

17. Do the materials contain a range of different types of
activities?
18. Are assessment tasks clearly and unambiguously
expressed? i.e. instructions and outcomes are clearly
stated.
19. Do the assignments and assessment tasks build the
learner’s ability to achieve the stated
outcomes/objectives of the unit? (e.g. is there
congruence between the stated outcomes and the
what is being tested in the in the assessment tasks?)
20. Do the assignment and assessment tasks test higher
order skills /thought? (e.g. not just recall, but critical
thinking, analysis and problem solving etc).
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5

1

N/A

N/A

1

7

6

3

1

4
4

3

5

2

4

2

3

3

1

4

1

3

4

3
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Questions
4.

Y

N

P

N/A

Editing and Layout

21. Has the template (provided by COL) been used
consistently throughout the unit? E.g. same font
used throughout?
22. Have the text/ illustrations etc remained in the
correct format? E.g. nothing has shifted around or
got scrambled?
23. Are illustrations / diagrams/ tables clear, relevant
and clearly labelled?
24. Are illustrations diagrams appropriately referenced?
25. Are all quotations, extracts appropriately
referenced?
26. Is the language usage grammatically correct?
27. Are there any typo’s in this unit? If yes, comment as
to whether there are many or just a couple.
28. Has the unit been well edited?
29. Assess overall suitability of materials for ODL

3

4

.

2

3

2

2

3

2

1

4

3

3

1

1

5

1

3

4

2

1

4

2

5

1

1. Unit Context and Content
Do the materials cover the learning outcomes/objectives stated at the beginning of
the unit? Three of the units cover the outcomes/objects (Botswana Geography and
Lesotho English and Maths). Four units reveal some degree of disjuncture between
the stated outcomes/objectives and the content covered.






Namibia (Life Science) some outcomes are missing
Namibia (English) the content stated is in some instances not sufficiently covered.
Eg: Outcome “Read to extract information and ideas” is supposedly realized
through a half-page passage and three retrieval questions; “Use prefixes and
suffixes meaningfully” is supposedly achieved through rules plus twenty practice
items.
Seychelles (Coordinated Science) Additional material, not specified in the unit
learning outcomes, is also included in the unit
Trinidad and Tobago (T&T) (Agriculture) – not all outcomes are stated.

Are there explicit links made between units? Two of the units, Botswana
(Geography) and T&T (Agriculture) reflect some links to other units in the course,
but these are not maximized. The remaining five units do not exhibit any explicit
links to preceding or following units.
Is the content accurate and up to date? The content in two units - the Lesotho
(Maths) and Namibia (English) units was assessed to be accurate and up to date.
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In the following three instances the content was assessed to be up to date, but not
accurate containing factual errors - Botswana (Geography), Lesotho (English) and
T&T (Agriculture).
The content in Namibia (Life Science) unit was assessed be accurate but not very up
to date. There are no references to more recent and relevant information - for
example heart transplants, bypass operations, kidney transplants and dialysis etc.
While the Seychelles (Coordinated Science) - some content is not up to date and some
content is inaccurate.
Are key concepts and terms clarified? The Geography unit Botswana has provided
appropriate clarification of terminology. The other six units have only partially
achieved this. Problems identified include, providing some definitions and not other,
explanation provided are too technical and too difficult especially for self study
purposes and definitions are too complex.
Is contented appropriately sequenced and scaffolded? Sequencing and scaffolding
content needs to be viewed at various levels, in terms of the various units that make
up a course and in terms of the various topics that make up a unit. The findings in
this aspect of the evaluation are that appropriate sequencing and scaffolding was
only evidenced in one instance – Lesotho (Maths). In five other instances this was
only partially achieved and in one instance (Lesotho English) not at all.
Has the learner’s profile and general context been taken into consideration?
Apart from one instance (Botswana Geography), responsiveness to the target
audience – taking the learner and his/her context into account happened only
partially – to a greater of lesser extent in all the other six units.
Is the language level suitable for the target group? As noted above, for the majority
of learners across the five countries in this sample, English is not their mother
tongue, however it is a national language in each of the countries and it is also the
language of instruction. Evaluating English levels in this context and acknowledging
the additional hurdles encountered in ODL, require careful consideration as a range
of issues need to be considered.
In three units (Botswana (Geography), Lesotho (Maths) and Seychelles (Coordinated
Science) the language levels were assed to be appropriate.
In the Life Science unit (Namibia) and in the Agricultural Science unit (T&T),
Scientific terms and processes need to be explained using simpler and more
straightforward language. The instructions in activities need to be more detailed and
must leave no room for misinterpretation or misunderstanding. While the language
requirements of the passage and some of the exercises in the Namibian English unit
were assessed to be too simple – on the other hand, the language of the grammatical
rules in this same unit is too difficult and takes a considerable meta-language for
granted. The vocabulary generated by the exercise is too complex – hyperactive,
monolingual etc.
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2. Approach to teaching and learning
Many of the dimensions of pedagogical delivery dealt with in this section are closely
intermeshed. For this reason the findings presented here are not necessarily covered
as eight separate points (in the way they are listed in this section of the Checklist)
instead some elements have been clustered for ease of discussion.
Is the evidence of a specific, systematized approach to teaching and leaning in the
materials? As already stated above in the section dealing with the match between the
Blueprint and the actual units, only in two instances has reference been made to an
underpinning pedagogic approach. The two units from Lesotho were based on
Gange’s Nine Events of Instruction. A closer examination of the units however
suggests that the stated approach is not evenly implemented.
Despite the national syllabi of Botswana and Namibia elucidating a learner-centred,
experiential approach to learning and teaching, this is not evidenced in the units
presented for evaluation. Overall it was found that most units contained a number of
activities and assessment tasks in each section, but that these generally only tested
recall on a superficial level. Learners were required to fill in missing words, tick
boxes, match concepts in tables etc. None of the units provided solid evidence of
linking new content knowledge to what learners already knew or could do. The
activities do not build explicitly on the learner’s existing knowledge and experience
and do not facilitate deep learning. The absence of a systematic learning approach or
cycle in most of the units has also resulted in lack of scaffolding. Lacking in all the
units is any kind of structured reflection activity.
Is the content presented in a typical transmission style? In five of the units the
content was judged to be dominantly presented in a transmission style.
No mention was made in any of the Blueprints of a social constructivist approach,
and indeed, there is no evidence in any of the units of knowledge being presented as
open, changing and debatable, rather than as fixed and not questioned.
Do the materials have a learner-friendly introduction? Most materials contained a
learner-friendly introduction which helps to create a relaxed and a less
overwhelming learning experience. All units provide evidence of the ‘teacher’
providing social/emotional support.
Is the teaching voice made explicit in the materials? There are no instances of the
kind of teacher ‘talk’ that helps to ‘talk’ the learners through a new concepts and
knowledge, that provides guidance and even helps to ‘push’ the work along and that
ultimately provides coherence to the learning process. Differently put, the voice that
is evident is one that provides social pleasantries instead of entering into a real
conversation with the learner, helping them to engage with the topic at hand.
Is there evidence of linking and summarizing passages that motivate the learners
and that provide coherence? Making explicit links to previous and future
components in the unit (and in the course as a whole) is a key mechanism used for
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consolidating learning in an ODL environment. In the sample materials provided for
evaluation, it was absent in five of the seven units.

3. Activities, assignments and assessments
Do the materials contain a range of different types of activities? Two units
exhibited a range of different types of activities (Botswana and Seychelles). The other
five did not reflect much variation and tended to contain activities that are rather
repetitive in nature and generally presented devoid of any context.
Assessment instructions and outcomes are clearly stated? In three units assessment
tasks were clearly expressed (Lesotho English & Maths and Botswana Geography). In
the other four units, assessment instructions were clear, but assessment outcomes
were not clearly stated or not stated at all.
Do the assessment tasks and the assignments build the learner’s ability to achieve
the state outcomes /objectives? In evaluating whether there is congruency between
the stated outcomes and what is being tested in the assessment tasks, the Lesotho
Maths and English units and the Botswana Geography unit reflected a high degree of
congruency. The three units were deemed to achieve this partially and one not at all
(Namibia English).
Do the assignments and assessments set test higher order skills? In four instances
(Lesotho English & Maths, Namibia English and T&T Agricultural Science) the
assignments and assessments were found to be lacking in cognitive challenge requiring only rote memory skills. The other three units each had a few examples of
tasks requiring higher order skills.

4. Editing and layout
Has the COL template been used consistently throughout the unit? In three units
(Lesotho English & Maths and Botswana Geography) the template has been used
consistently. In the other four units, variations in the use of font and in the heading
levels exist.
In three (Namibia English, Botswana Geography and Seychelles Coordinated
Science) of the seven units, difficulties have been experienced with text boxes moving
around
Use and labelling of illustrations, diagrams and tables Overall, five of the seven
units made good use of illustrations, diagrams and tables. The Maths and English
units from Lesotho do not include any illustrations diagrams or tables.
In three units (Namibia Life Science and English and Lesotho English) the
illustrations and diagrams are all correctly labelled. In the other two units some of
the labelling has been done inconsistently, not done at all, done incorrectly (in
particular the Coordinated Science unit from Seychelles). In the T&T (Agriculture)
unit it is not clear what the team was doing with respect to the illustrations. The
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diagrams have nearly all been redrawn on the computer and are of poor quality and
inaccurate. The labels are mostly correct, but some labels are not.
Are all illustrations/diagrams/table appropriately referenced? In all five units in
which visual materials were used, problems exist with referencing. In three instances
(Namibia Life Science, Seychelles Coordinated Science and T&T Agriculture) no
referencing has been done at all. In the other two units referencing is partially done.
Are all quotations, extracts, adaptations appropriately referenced and
acknowledged? The Lesotho Maths unit is correctly referenced. In the remaining six
units it would appear that no material of any sort was derived or adapted from any
source as no references to any sources exist in these units.

5. Summary of extent to which these materials meet the
criteria for quality ODL materials
The findings recorded on the table below provide a summary of the extent to which
each unit meets the criteria for quality ODL materials. A narrative explanation of the
contents of the table follows below the table.
Key to evaluation findings
Y = Yes N = No P = Partially

N/A = Not applicable

Key to country and unit names
L/E = Lesotho English
L/M = Lesotho Maths
N/NS = Namibia Natural Science N/E = Namibia English
B/G = Botswana Geography
S/CS = Seychelles Coordinated Science
T&T/AS = Trinidad and Tobago Agricultural Science

Checklist for evaluation of course units
Context and Content
Questions

L/
E

L/
M

N/
LS

N/
E

B/
G

S/
CS

T&T/
AS

1.

Y

Y

P

P

Y

P

P

N

N

N

N

P

N

P

3.

Do the materials cover the learning outcomes /
objectives stated at the beginning of this unit?
Are there any explicit links made in this unit to the
previous or the following unit/s? (If unit 1, then only
to the unit/s that follows it).
Is the content accurate & up to date?

P

Y

P

Y

P

P

P

4.

Are key concepts & terms accurately defined?

P

P

P

P

Y

P

P

5.

Is the content logically sequenced? Does it provide
building blocks for the acquisition of key concepts
that are well scaffolded?
Has the learners’ profile and the learners’ general
context been taken into consideration? (contextually
relevant examples/ illustrations? Is the content
sensitive to gender/ cultural/religious diversity etc)
Is the language level suitable for the targeted
learners?

N

Y

P

P

Y

P

P

P

N

N

P

N

P

N

N

Y

P

P

Y

Y

P

2.

6.

7.
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Approach to teaching and learning
Questions

L/
E

L/
M

N/
LS

N/
E

B/
G

S/
CS

T&T/
AS

8.

Y

Y

N

N

N

N

N

P

P

N

N

N

N

N

P

N

P

P

P

Y

N

Y

Y

Y

Y

?

P

Y

N

N

N

N

N

N

N

N

P

N

N

P

N

N

Y

Y

P

P

Y

P

P

N

P

N

P

N

P

N

N

P

N

N

N

P

N

N

P

N

P

N

Y

N

Y

Y

P

P

Y

P

P

Y

Y

P

N

Y

P

P

N

N

P

N

P

P

N

P

Y

Y

P

Y

P

P

Y

Y

Y

P

P

P

Y

N/
A

N
/A

Y

P

P

P

P

Is there evidence in this unit that an explicit learning
approach underpins the design of these materials?
(e.g. Gangne’s Nine Events of Instruction, Kolb’s
Learning Cycle etc.)
9. If there is a stated approach used or evidence of a
specific approach used, is it applied effectively? i.e.
do they actually do what they claim to be doing?
10. Do the materials have a learner- friendly
introduction and linking and summarizing passages
that motivate the learners and that provide
coherence? Is the teaching voice made explicit in the
materials?
11. Is the content knowledge presented in a typical
transmission style?
12. Is the content knowledge presented as open,
changing and debatable rather than as fixed and not
to be questioned? (Social construction of meaning).
13. Is content presented linked to what the learners
already know & can do before moving onto new
content?
14. Does the content provided enable the learners to
successfully undertake the activity/ies that follow?
15. Do the materials promote active learning? Are they
activity-based?
16. Are structured opportunities for reflection that
assist with consolidating new knowledge built into
the materials?
Activities, Assignments and Assessment
17. Do the materials contain a range of different types
of activities?
18. Are assessment tasks clearly and unambiguously
expressed? i.e. instructions and outcomes are
clearly stated.
19. Do the assignments and assessment tasks build the
learner’s ability to achieve the stated
outcomes/objectives of the unit? (e.g. is there
congruence between the stated outcomes and the
what is being tested in the in the assessment tasks?)
20. Do the assignment and assessment tasks test higher
order skills /thought? (e.g. not just recall, but critical
thinking, analysis and problem solving etc).
Editing and Layout
21. Has the template (provided by COL) been used
consistently throughout the unit? E.g. same font
used throughout?
22. Have the text/ illustrations etc remained in the
correct format? E.g. nothing has shifted around or
got scrambled?
23. Are illustrations / diagrams/ tables clear, relevant
and clearly labelled?
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Questions

L/
E

L/
M

N/
LS

N/
E

B/
G

S/
CS

T&T/
AS

24. Are illustrations / diagrams/ tables appropriately
referenced?

N/
A

N
/A

N

P

N

N

N

25. Are all quotations, extracts and adaptations
appropriately referenced?
26. Is the language usage grammatically correct?

N

N

N

N

N

N

N

P

Y

Y

Y

N

P

P

27. Are there any typo’s in this unit? If yes, comment as
to whether there are many or just a couple.
28. Overall suitability of materials for ODL

N

P

N

P

P

P

P

N

P

N

N

P

N

N

Summary showing how many of the 28 indicators of quality ODL materials (on the
table above) have been achieved per Unit.
Country / Unit

Achieved

Partially achieved

Not achieved

N/A

Lesotho English

5

7

13

3

Lesotho Maths

10

8

8

3

Namibia Natural Science

4

10

14

Namibia English

2

15

11

Botswana Geography

8

8

11

Seychelles Coordinated Science

2

17

9

Trinidad & Tobago Agricultural Sc

1

13

14

2

From the above table it is evident that in each unit there are still many dimensions of
good design not achieved in each one of the units.
Lesotho (English Gr 12)
Key strengths

The unit covers the stated outcomes

The unit is underpinned by an explicitly stated approach to teaching and learning

The content provided enables the learners to successfully undertake the activities
that follow

Assessment task instructions are clear and unambiguous

The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
Key weaknesses

Links between units and passages are not made

The content is not scaffolded

The content and presentation are aligned with the profile of the target group

The materials do not promote active learning

Content is presented in transmission style
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These is not teaching voice
There are no structure opportunities for reflection
Assignment and assessment tasks do not test higher order skills

The absence of meaningful time allocations as well as a sense of coherence and
progression relegates these materials to a series of tenuously COLlected exercises
and activities rather than a ‘unit’ of work.
There are small errors in identification of verbs, and claims about these, such as that
verbs of state do not take –ing when it is aux+verb that cannot take –ing. where the
verbs mentioned in fact all do. There are also errors in the use of present progressive
vs simple present.
The materials restrict understanding of verbs and verb tenses to decontextualised
‘text-book’ examples and make no attempt to locate grammar in a broader w orld of
w ork and life.There is no attempt to refer ‘out’ to used texts and materials from ‘real
world’ such as newspaper reports.
Overall the most significant weakness of these materials in terms of their potential to
promote self-study is the absence of ‘a teaching voice’ in the materials. ODL
materials can only succeed if the materials take on the role of teacher and these
materials fail to do so.
Lesotho (Maths Gr 12)
Key strengths

The unit covers the stated outcomes

The content is accurate and up to date

The content is logically sequenced

The unit is underpinned by an explicitly stated approach to teaching and learning

The content provided enables the learners to successfully undertake the activities
that follow

Assessment task instructions are clear and unambiguous

The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
Key weaknesses

The learners profile provided in the Blueprint has not been taken into account in
the development of this unit

Links between units and passages are not made

Content is presented in transmission style

There is no teaching voice

Assignment and assessment tasks do not test higher order skills
The content in this unit is accurately explained and provides many activities to allow
learners the opportunity to consolidate the learning of the algorithms presented.
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Because of this, it does to a certain extent, promote self-study. However, the
effectiveness is limited by the poor development of the ‘teaching voice’ that should
speak to the learners as they read and work through the materials. The voice needs to
be more friendly, make better links and vary the explanations in order to reach a
wider audience.
The numeric variety in the examples could be improved, the similarity between
numbers in the successive activities may not be adequate to allow full generalization
of the concepts.
The “problem solving” aspect of the unit needs attention – this is work that learners
are known to need extra guidance with – it cannot just be assumed that they will
read and interpret word problems. Also, some problems should be set that require a
little “extra” thought. Learners must be given the opportunity to develop real
problem solving skills.
Namibia (Life Science Gr 10)
Key strengths
Learner friendly introduction

The content is accurate

The successful use of the COL template


Many of the criteria for quality ODL materials are only partially achieved in this unit
e.g:










The materials cover the learning outcomes
Logical sequencing of information
The ‘teaching voice’ embedded in the materials
The content provided enables the learners to successfully undertake the activities
that follow
Assessment instructions are clear
The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
Assignment and assessment tasks test higher order skills

Key weaknesses

Lack of responsiveness of the materials to the needs of the target group

No explicit pedagogic approach

Content not linked to the learner’s own knowledge and experience

The materials do not promote active learning

Content is presented transmission style

The materials do not contain a range of different types of activities

The source of the unit content is not appropriately acknowledged
Overall the content is accurate and the suggested set of additional, optional resources
for learners at the end of the unit is a useful idea. However, this material is not
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suitable in its present form to promote effective self study. The delivery of the
information in this unit is very old fashioned, content driven and presented in
transmission style. It does not engage the learners. The exercises included in the unit
are all of a very similar and unvaried nature and require only rote learned responses.
Assessments, assignments and activities do not include higher order questions.
The teaching voice is used to make fairly superficial comments and links to the
content, but does not serve to really link and summarize sections of work/consolidate
learning and guide the learners through new content. There is not enough
explanation in the text for learners to get a comprehensive understanding of the
content. There is no linkage to the learner’s knowledge, experience or context.
There is need for greater variation in the activities set. There is also not sufficient use
of illustrations and diagrams.
Namibia (English Gr 10)
Key strengths

Learner friendly introduction

The content is accurate
Many of the criteria for quality ODL materials are only partially achieved in this unit
e.g:








The materials cover the learning outcomes
Logical sequencing of information
The learner profile and context has been taken into account
The ‘teaching voice’ embedded in the materials
The materials promote active learning
The materials contain a range of different type of activities
Assessment instructions are clear

Key weaknesses

No explicit pedagogic approach

Content not linked to the learner’s own knowledge and experience

Content is presented transmission style

The assignment and assessment tasks do not build the learner’s ability to achieve
the stated outcomes/ objectives sufficiently

Assignment and assessment tasks do not test higher order skills

The source of the unit content is not appropriately acknowledged
These materials do not provide enough scaffolding and mediation for effective selfstudy at a Grade 10 level. The content not linked to the learner’s own knowledge and
experience. The content is presented in a transmission style and does not engage the
learner. Practical exercises and assessment are not contextualised, but presented as
lists or disconnected one-word answer exercises; practice examples should be short
(and not in groups of 20 as suggested).
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Botswana (Geography Gr 12)
Key strengths

The unit covers the stated outcomes

The content is logically sequenced

The content provided enables the learners to successfully undertake the activities
that follow

Assessment task instructions are clear and unambiguous

The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
Key weaknesses

No explicit pedagogic approach

Content not linked to the learner’s own knowledge and experience

The materials do not promote active learning

The materials do not provide a range of different types of activities – they are all
low level rote exercises.

Assignment and assessment tasks do not test higher order skills

The language used in this unit is not grammatically correct – a very good
language edit is needed

There is no ‘teaching voice’ in these materials

Links made between sections are superficial and do not consolidate learning in
the context of ODL

The source of the unit content is not appropriately acknowledged ( both text and
illustrations)
For the material to become a sound ODL resource that promotes effective self study,
significant work will still need to be done. The materials need to be developed to be
activity based (rather than just dotted with many rote exercises). The content is
presented in a transmission style, with no instances of learners being encouraged to
work in groups, or at least in pairs. The ‘teaching voice’ needs to be embedded in the
unit.
Content errors in the resource need to be corrected, the incorrect answers to certain
activities need to be remedied. Overall, the requirement of activities appears very
low, relying entirely on rote memory skills – there are not activities that provide an
opportunity for learners to exercise higher order skills.
The assignments referred to at the end of Topics I and 2 do not exist in the materials.
There are also no assessment tasks at the end of Topics 3, 4 and 5.
Seychelles (Coordinated Science Gr 10)
Key strengths

Learner friendly introduction
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Many of the criteria for quality ODL materials are only partially achieved in this unit
e.g:











The materials cover the learning outcomes
The content is accurate
Logical sequencing of information
The learner profile is taken into account
The materials promote active learning
Assessment instructions are clear
The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
Assignment and assessment tasks test higher order skills
The COL template has been consistently used

Key weaknesses

No links made to earlier or subsequent passages or units

No explicit pedagogic approach

Transmission style delivery of content

The source of the unit content is not appropriately acknowledged
The materials in this unit have been designed in a learner-friendly way. The teaching
voice is embedded throughout, serving to instruct, to link concepts and to encourage
the learners. Notwithstanding, in their present form, the course materials are not
suitable for effective self study. The learning pathway needs to be clearly defined in
all of the topics. Activities and assessment tasks need to be developed further to
challenge the learners and build their ability to achieve the course outcomes.
Trinidad & Tobago (Agriculture Gr 12)
Many of the criteria for quality ODL materials are only partially achieved in this unit
e.g:












The materials cover the learning outcomes
Links are made to earlier or subsequent passages or units – consolidating
learning
The content is accurate and up to date
Logical sequencing of information
The content provided enable the learners to successfully undertake the activities
that follow
Assessment instructions are clear
The assignment and assessment tasks build the learner’s ability to achieve the
stated outcomes/ objectives
The COL template has been consistently used

Key weaknesses

The learner profile is taken into account

No explicit pedagogic approach
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No ‘teaching voice’ present in the materials
Transmission style delivery of content
The materials do not promote active learning
The materials do not contain a range of different types of activities
Assignment and assessment tasks do not test higher order skills
Illustrations and diagrams are not properly referenced/acknowledged
The source of the unit content is not appropriately acknowledged

Overall the material in this unit is not suitable for self study. There is no ‘teaching
voice’. The text doesn’t speak to, or motivate the learners and there is very little for
the learner to engage with –active learning is not promoted, this unit is not learnercentered. The activities provided in the unit are not varied. It doesn’t follow a proper
learning pathway and there are many gaps in the text which will leave learners
confused. There are no references to interesting multi-media resources. There are
many resources available on the internet for example: David Attenborough’s
‘Private Life of Plants’ and other videos on YouTube, animations on photosynthesis,
and websites showing sections of the parts of a plant etc.

Findings
1.

Context and content
The aspects examined in this subsection pertain to what content has been
selected, how it has been presented and how appropriate it is for the target
group. The assessment of the content selection and presentation is done at a
technical level. Checking whether content is accurate or not, whether linkages
exist in the text or not. This lays the ground for section (2) below that deals with
these elements at a pedagogical level, examining how the content is taught.
Content matching with the stated outcomes, linkages to previous and future
units, accuracy of content and the structuring of the content were checked. In
four of the seven units, outcomes or learning objectives were found only to have
been partially covered. In five units no links were made between sections. In five
units some factual errors were identified. Difficult terms and concepts were
generally only partially explained.
Overall it appears that the learner’s profiles were not properly thought through
or taken into consideration sufficiently when these materials were developed. For
instance, there is little evidence in the materials that language levels, rural
contexts and challenges of self study having been carefully enough considered.

2.

Approach to teaching and learning
In five of the seven units there is no explicit systematic approach to learning. A
number of weaknesses in these units may be linked back to this fact. The
organization of content knowledge and of knowledge acquisition has not been
ordered systematically enough in the units to create quality ODL materials.
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While some degree of a ‘teaching voice’ is evident in all the units, it is a voice that
‘chats’ to learners socially rather than a voice that actually teachers by linking
and consolidating information.
In contrast to stated learner-centred, experiential approaches to teaching and
learning, all the units exhibit a dominantly transmission, closed approach to
knowledge acquisition.
None of the units provided structured opportunities for reflection and
consolidation of knowledge.

3.

Activities, assignments and assessments
Overall, the materials did not reflect much variation in the type of activities,
assessment tasks and assignments. In fact in may instance it was difficult to
distinguish between these three categories of tasks as they all appeared similar in
nature and were also similar in what they required of the learners. They even
appeared to be weighted the same. The majority of activities, assessment tasks
and assignments are of a low cognitive order, requiring mainly rote responses. In
more than half the units the assessment requirements were not clearly enough
stated and or did not build the learner’s ability to achieve the stated outcome or
objective.

4.

Editing and layout
SAIDE is aware that the materials submitted for evaluation have not yet been
through a final editorial process yet. The purpose of looking at the current
editorial and layout status of the materials is to highlight trends which may be
helpful for the future phase of this project, including the use of the COL template.
Overall it appears that the use of the COL template has been successful. Only
small inconsistencies seem to have occurred in use of fonts, heading level and
text boxes that have shifted.
Five of the seven units made good use of illustrations, diagrams and tables. These
help to enhance the ODL content, aid learning and add visual interest to the
materials. The Maths and English units from Lesotho do not include any
illustrations diagrams or tables.
It has been noted that in two units (Seychelles and Tobago) labelling of
illustrations and diagrams has been done inconsistently, not done at all, or is
incorrect. Additionally, the quality of the computer drawn diagrams in the T&T
materials are generally viewed as being of poor quality and not all the diagrams
are accurate.
In a number of units, illustrations taken from a variety of sources resulting in an
inappropriate mix of illustration styles in one unit e.g. Clipart, cartoon pictures,
hand drawn line images and scanned full colour images all muddled up together.
Barring the Lesotho Maths unit which is correctly referenced, the material in the
remaining six units is presented as though it were not derived from any external
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source and as though no external references are contained in the materials. No
references or acknowledgements of any sort are made in any of these units.
This is a point of concern as a directive from COL was given to all teams to make
as much use as possible of existing OERs, but to acknowledge and reference any
materials used appropriately. Even where it has become apparent that some
institutions have made use of their own existing copy right materials, these have
not been referenced. It is imperative that all sources are properly acknowledged.
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Conclusions and Recommendations
Conclusions and recommendations pertaining to the three main sections of the report
follow:





An evaluation of project activities, including consultant support and the second
training workshop
An evaluation of the platforms used by the teachers to develop materials
An evaluation of seven selected units from a sample of materials from the five
countries

1. Efficacy of project activities, including consultant support
and the second training workshop
Systematised support for teachers with none or little ODL materials development
experience necessary
Despite requirements that teachers participating in this project should have
experience of materials development, the results from the teacher evaluation
questionnaire show that 8 out of 52, or 15 % of the teachers do no have any materials
development experience. In general, the teachers from the ordinary state schools
have less materials development experience than their counter parts in the Open
Schools. Additionally, such teachers are unlikely to have had experience in ODL
materials development. This once again highlights the unevenness of experience
across teams which was also reflected in the May 2009 Input Indicator Report. It
appears from the consultant’s reports that the most common way of supporting
weaker team members is through collaboration and support with in the team and
through generic feedback to teams on units submitted for review.
It is recommended that team leaders and consultants continue to seek and develop
strategies that build the skills and competencies of all team members. It is necessary
to identify specific weaknesses and systematically target those.
Renewed focus on training and support for materials development skills and
competencies
The Consultants Contracts require the consultants to “provide intensive basic
training (technical and pedagogic) to a selected group of master teachers…”
The findings in this section suggest that the central importance of training and
support around instructional design aspects and the pedagogy underpinning ODL
materials development, has not been fully grasped by most consultants in this
project. Weaknesses pertaining to the actual design and learning and teaching
approach in the materials themselves were highlighted in the initial Input Indicator
Evaluation Report prepared by SAIDE in May 2009 and have surfaced again now in
this evaluation.
From the data provided it appears that not much formal attention was paid in the
training workshops to materials development skills and competencies as such.
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It is recommended that consultants and team leaders pay close attention to all key
elements of quality materials design. Even if, like the consultant from Namibia
indicated that existing, published materials were being sued and “inserted into the
OER template”. It cannot be assumed that just because materials have been
published, that they do in fact meet the criteria of quality ODL materials.
Reassessment of planned project versus actual project implementation timelines
While this project was planned in two distinct phases, in their implementation, these
two phases have collapsed in on each other. Due to serious delays in completing the
paper–based materials, the Moodle training overlapped Phase One.
The finding that about half (50%) of the teachers did not feel that their expectation
had been met in the second training session is worrying and should be further
explored. As it appears that the majority of teachers expressed a need for further
training in Moodle. It appears that there was not sufficient training and that the
quality of the training may have not been good enough.
The concern however is that the initial time frame for Phase One of this project was
too short. This has led to the overlap with the Phase Two training and pressure to
complete the paper-based materials simultaneously.
It is recommended this may possibly be a good point at which to take a step back and
reassess the project time lines.
Need for provision of detailed feedback to support writing teams
The review of the consultants feed back to the teachers on their units of work was
very instructive. Some consultants only engaged very superficially in this process,
while other provided excellent feedback. It is well accepted that detailed and
carefully crafted feedback can be a key support to writers and help shift their skills
and competencies in a positive way.
It is recommended that examples of good feed back could be collected and circulated
and that consultants are encouraged to engage with the process of providing
feedback more robustly.
Renewed focus on design of ODL materials
From the various documents provided for this evaluation (COL/Ministry Contract,
COL/Consultant’s Contract and the Memoranda of Agreement between Open
Schools and teachers) it appears that the project emphasise on OER may have
masked the ODL aspect of the materials (which will be made available as OER).
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Ministries and country institutions need to act to facilitate access to computers, the
internet and time to design
The COL/Ministry Contracts reflect the requirement that “participants have access to
computer facilities for developing OERs” and that the teachers selected for this
project “have time in their current job description to carry out this (project) work;
and are prepared to participate in this project during holidays and after hours…”
COL budgets specifically provide for laptops to be made available for each teacher.
These three aspects are clearly critical to the efficacy of this project. The findings are
that not all computer access problems have been sorted as yet. Internet connectivity
is very uneven and particularly problematic for the teams in Botswana and Lesotho.
It is evident from the findings that there is a considerable tension between the time
needed for this project to successfully deliver on the promise of 20 sets of quality
OERs and the actual time available in most teachers work and personal lives. It
appears that only NAMCOL has provided sufficient support in terms of laptops,
connectivity and time to its staff that are involved with this project. BOCADOL has
provided laptops, but connectivity in Botswana appears to still be a significant
challenge. The LDEC also seems to have provide offered access to computers and
onsite connectivity. To sum up, the Open Schools and Institutions whose have ODL
materials development is part of their core business, have both the ‘culture’ and the
infrastructure to support their writing team/s. However, most ordinary secondary
schools are not at all geared to this kind of activity. It further appears that they are
either not able or not willing to support their teachers by providing dedicated time
for this project.
The failure of some countries to provide access to laptops to all the teachers
participating in this project has to some extent compromised productivity as well. In
terms of the contractual obligations, this aspect of support may still need further
investigation.
A strategy for dealing with the connectivity problem is vital.
It is recommended that all the project stakeholders come together to problematize the
situation as it pertains to the provision of laptops, connectivity, time lines and
dedicated time required to successfully complete the outputs and outcomes and to
offer solutions on a constructive way forward.
Examine closely the professional support needs of consultants in their contexts
Responses to the consultant’s questionnaire reflect that generally the consultants
were satisfied with the support offered. Possibly the question was badly framed as
the responses elicited were all rather flat. Until one is in the situation, it may be
difficult to imagine what one will need.
It is recommended that consultants actually be asked about what additional support,
if any, may be useful.
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2. Use of platforms by the teachers to develop materials
Project Design
The scope of the project was ambitious in wanting to produce both paper based and
electronic versions of the materials. At the time of review only one country, Namibia,
had moved into the second component of the project plan and had received training
in the use of Moodle.
It is recommended that project timelines be reassessed and that realistic timeframes
are provided for completion of the paper-based materials and to consolidate ODL
materials design competencies.
Only once phase one is completed and all countries are satisfied they have mastered
basics materials development and are confident in instructional design, quality
assurance, and the production of paper based materials, is it recommended that this
e-content component should commence. Many of these skills are needed in the
creation of e-content but the process also calls for additional sets of knowledge and
skills such as learning a new suite of software and incorporating interactivity into the
materials. The e-content component should be seen as a separate project where teams
can volunteer once they are confident materials developers and have the mindset
and time to confront additional materials development tools. Another pre requisite
for this additional project would be access to robust and speedy connectivity.
General Administration
The BaseCamp administration platform is an excellent product with good tracking
facilities. It was used principally to administer the development of the print based
materials. However participation by the national coordinators was uneven with the
platform being used principally by COL staff and the external consultants. There was
little evidence of regular login and participation by the national groups. We would
recommend a number of synchronous discussion sessions be set up to enforce
attendance so that all might review of deadlines etc.
Use of the administration system became more problematic for Namibia when they
started phase two of the project and were also exposed to two additional Moodle
platforms. In this project where many of the participants are neither confident nor
sophisticated users, the number of platforms used needs to be minimised.
It is, therefore, recommended that administration for phase II of the project be
housed within the Moodle environment set up for the development of the materials.
While not as sophisticated as BaseCamp, Moodle could perform the function, just as
a lecturer would manage his course and assignments so too could the project
coordinator the workshops and materials. This would also mean that all the
developers would be privy to administration pressures and not just the country
coordinators. The sandpit too could be housed in the single instance of Moodle.
Technical Training
The level of proficiency displayed by the writers working in Moodle was uneven
although few could be described as confident users. This suggests that the technical
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training received by the writers was not sufficient for the development of quality econtent. As already stated the training programme conceived was overly ambitious
and the mode of delivery flawed. Ideally, therefore, it is recommended that
participants are trained in such a way they can consult directly with the trainer
and/or their peers as working individually online leads to feelings of isolation. The
level of ICT proficiency can more meaningfully be ascertained before embarking on
complex issues of materials development.
It is also recommended that a simplified programme be developed over a shorter
time frame where the focus of the training and the intended outcomes are clear.
Exploit Platforms Functionality
What is particularly sad about the e-content that has been built into Moodle is that
very little of it exploits the inbuilt functionality of the platform. It appears that most
teams have attempted to cut and paste their paper based materials directly into the
platform’s interface.
It is recommended that a set of criteria be set that forces the teams to investigate how
to adapt their material’s activities to better exploit the platform’s functionalities.
Some type of incentive needs to be organised so that the teams use a combination of
Moodle’s assessment and communication tools. This will enrich the materials and
distinguish them from their paper counterparts.
Use Platform to Support Good Instruction Design
The COL template was used within the electronic platform to encourage the
development of structured materials that support effective learning. However, its
translation into an electronic format was uninspired and at times proved restrictive
and even confusing.
It is therefore recommended that another attempt be made to improve the way the
COL template is integrated into Moodle. The new template should exploit Moodle’s
functionality that allows for break away divisions within the work flow. Moodle
does not embrace long linear structures like one expects from a book and
consequently the template should be organised so that each unit does not appear as
one long page. Also explanations on how to exploit some of the constructivist tools
can act as ‘dummy’ text to illustrate both the type of content and activities that could
go into a section.
It is also recommended that a more comprehensive iconography be developed to
support instructional design within the template.
Copyright
There appears no consistent application of copyright throughout the development of
the e-content. As these materials are destined to be distributed to the open society it
is therefore recommended that the Creative Commons set of rights, or other open
systems of copy right, be clearly inserted into the materials.
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3. Quality of selected units of materials from the five
countries
The conclusions and recommendations in this section are derived from the scanning
of the syllabi to check the match with the Blueprint content; a check for congruency
between the Blueprint and the unit submitted for evaluation; and the evaluation of
the seven selected units.
Match between syllabi and Blueprints – lost in translation
Some thought needs be given to the process of translating syllabi that have been
designed for face-to-face delivery to syllabi designed for delivery through an
open/distance method. It is therefore recommended that this aspect of the Blueprint
development should be engaged with. Questions need to be asked about what can
or cannot be done in an ODL context when compared with a face to face context for
teaching and leaning. Questions also need to asked about how to adapt content to the
needs of ODL learners.
All the Blueprints reflect lesser or greater divergences from the syllabi scanned.
Departures from syllabi content may be entirely warranted, but as the reason for
selecting certain content and not other content is not clear in the various Blueprints, it
is difficult to understand the logic. Materials alone do not make a course or
programme of learning. The programme of the course framework therefore needs to
be carefully structured first, before embarking on the materials development process.
Selection of content needs to be carefully thought about. The content in many of the
Blueprints appeared to be bits just picked in an ad hoc manner from the syllabi.
The lack of a carry through of stated pedagogic approaches contained in the syllabi
to the Blueprint created a gap in the Blueprints. It is recommended that a category of
information be included in the Blueprints. This applies equally to the section dealing
with Aim/Purpose in the Syllabi – this is also not carried though in the Blueprint. It is
recommended that it should be included - the overall focus of study is an important
component of any course.
Strengthen the Blueprint
Not making the approach to teaching and learning an explicit requirement in the
Blueprint is an omission that can possibly account for why this fundamental aspect
of materials design has been excluded in five of the seven units.
Overall a lack of congruence between what is stated in the Blueprints and
implementation in the Course Units is particularly clear in respect of the following
aspects: Target audience and local context; stated outcomes/objectives and those
reflected in the course units; and the stated assessment arrangements and their
implementation.
The lack of differentiation between formative and summative assessment in the
Blueprints and the lack of detailed, clearly set out assessment strategies in the
Blueprints, weakens their role and function of the Blueprint. It needs to provide a
solid guide for developing the course materials.
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It is recommended that the Blueprints should be strengthened by the adding the
features mentioned in the section immediately above, as well as differentiation
between formative and summative assessment and clearly set out assessment
strategies. Additionally the Blueprint should provide guidance on what aspects to
include in the learner profile. (The Botswana learner profile includes rather strange
categories of information such as ‘hopes and expectations; ‘anxieties and doubts’,
‘unhelpful attitudes etc).
Developing quality ODL materials
Summarizing the findings, in their current form, two of the seven units are partially
suitable for self study purpose as ODL materials. The other five are not. All the units
need considerable work to meet the standard of quality ODL materials.
Overall, weaknesses common in all units include:








The writers not taking into account the learner’s profile and context in the
materials. Examples used are most generally decontextualized and have little or
no bearing on the learner’s lives or environment. In general the materials do not
build the learner’s knowledge and experience.
Five of the seven units did not have an explicit approach to learning and
teaching. This lack of a systematized approach, generally impacted negatively on
the overall structure and cohesion of the various units. The negative impact is
seen in the lack of scaffolding in new content, the lack of structured opportunities
created for the learners to concretize their learning by doing and the lack of
structured opportunities for reflection and consolidation.
Content is generally presented in transmission style, there is little or no variation
in the type of activities, assignment and assessment tasks contained in the
materials and in the main, the activity and assessment tasks only test rote skills
and not higher order skills. No opportunities are created for in the materials for
the learners to reflect and consolidate their learning. Knowledge is given as
closed and active learning is not promoted.
While most of the units have friendly introductions, the ‘voice in the text’ is there
to ‘team talk’, rather than to teach. The voice may set the stage, make a few
generalized linking references and even try and reassure the learner – it is s social
voice. What is absent is the teaching voice that guides and engages learners in a
conversation about new content and concepts. A voice that helps to provide
coherence and motivation to ‘push through’ to new learning.

Recommendations to strengthen the current materials to produce quality ODL
materials available as OERs
A number of approaches may be considered for strengthening the current materials
to achieve the appropriate quality.

A workshop could be held in which SAIDE provides a detailed briefing to all
consultants and team leaders on the findings of the materials evaluation so as to
ensure that a process for strengthening the existing materials can be found and
agreed upon.
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Consultants and team leaders are provided with this evaluation report as well as
all the substantiating documentation, such as the individual country reports both
for the training and the materials evaluation as well as the detailed evaluation
checklists and that they work through these as a guide to strengthening the
existing materials.

Conclusion
A large amount of time and effort by all parties has been invested to get this project
to where it is now. Equally, a lot has been achieved in terms of whole sets of
materials being developed. From the evaluation of the seven selected sample units,
the overall finding is that writing teams were able to use the main features of the
COL template well, that most teams formulated outcomes and objectives, that
content was fairly well sequenced and that most units contained exercises for the
learners to do. Five of the seven units made good use of illustrations, diagrams and
tables. In summary many of the basics are in place. However, across all countries, a
key finding is that these materials all still reflect a range of design and pedagogic
weaknesses which need to be remedied before they will be suitable for self study
purposes in an open schooling context.
Concerns have emerged about the nature and the quality of the training and support
offered to the teachers thus far. It is important that the training focus is clarified. The
focus needs to be on producing well structured, well mediated ODL materials.
To achieve this, the various Ministries of Education and the in-country institutions
also need to refocus their efforts to support this project optimally, in particular, in the
creation of an enabling environment. Additional effort needs to be harnessed to
assure access to computer use at all times, access to reliable and speedy internet
connectivity and designated time for materials development is required.
Although Namibia made a concerted effort to create electronic versions of their
materials, the results thus far, suggest that they still need to further hone the
competencies required to develop quality ODL materials and to use the full range of
features offered by Moodle to enhance their online offerings.
In all cases, getting the paper-based materials up to the appropriate quality should be
viewed as a pre requisite before the next phase of translating the materials into econtent is undertaken.
Once the good quality of the materials is determined, the overall project objective of
making these materials available as OERs can be realised.
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Appendix A1: Country specific report – Namibia
Twenty (20) respondents completed evaluation forms for Namibia. The respondents
come from various secondary schools and institutions in the country including the
Namibian College of Open Learning (NAMCOL), the National Institute for
Educational Development (NIED), Augustimeun, Concordia College, St Paul’s
College, Centaurus High School, J G Van Der Wath Secondary School, Edoroado
Secondary Schools, Eros Secondary School, M&K Gertze High School and Hage
Geingob High School.
They were requested to indicate the subject in which materials were being
developed:
•

3 respondents are developing materials for English;

•

4 respondents are developing materials for Geography;

•

3 respondents are developing materials for Life Sciences;

•

4 respondents are developing materials for Physical Science;

•

3 respondents are developing materials for Entrepreneurship; and

•

3 respondents did not specify the subjects for which they are writing
materials.

Section 1: Years of experience
In terms of experience:
•

Teaching experience in this group ranges from 6 years to 26 years, with an
average of 15 years.

•

Materials development in this group ranges from 0 years to 10 years, with an
average of 3 years.

More specifically:
Teaching

Materials Development

0 years experience

2

1 to 5 years experience

13

6 to 10 years experience

1

11 to 15 years experience

11

16 to 20 years experience

5

Over 20 years experience

2

Total

19 (1 unspecified)

4

19 (1 unspecified)

This shows that there is a range of teaching experience for the teachers in Namibia,
with most having more than ten years of experience. However, the teachers have far
less experience in materials development, with only 4 teachers having more than 5
years of experience in developing materials.
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The consultant reported that the teachers were divided into teams of five, and that
two of the five were working as materials developers. These teachers helped the
teachers who had little experience developing materials but who better understood
the learning environment of the students.

Section 2: Skills and competencies
Respondents were requested to answer three questions relating to a list of skills and
competencies:
•

Did they receive any training and/or support in this area since the first
training session;

•

Did they feel they had gained this skill/competence since the first training
session; and

•

Had they started to use the skill/competence in the classroom or work
situation.

Skills and competencies were divided into two areas – materials development and
‘other’.
The results are presented in the table below:
Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

Material

1. Embedding the “teaching
voice” in the materials

10

12

8

2. “Scaffolding” learning

5

6

9

3. Reflection and consolidation of
learning

9

9

12

4. Pitching assignments and
assessment tasks at the right
level

10

11

13

5. Ensuring congruence between
stated outcomes and assessment
tasks

9

11

13

6. Developing assessment tasks
that require higher order skills to
complete

10

9

12

7. Clearly developing and setting
out a learning pathway in the
course

13

13

13

8. Pitching the level of content in
the material appropriately for the
target group

10

11

14

9. Using appropriate language
levels for the targeted students

9

11

12

Development
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Category

Other

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

10. Promoting an active learning
approach in the materials

12

13

14

11. Developing learner-friendly
introductions, linking and
summarizing passages that
motivate students and provide
coherence of materials

13

13

15

12. Editing skills

13

12

13

13. Computer skills

16

16

13

14. Use of internet (sourcing
relevant curriculum support
materials)

8

8

9

15. Use of Basecamp

17

18

9

16. Integrating mixed media such
as video and animation

17

15

7

17. Formatting styles

14

14

10

In materials development, the areas in which most respondents received training and
support, and reported that they felt they had gained skills and competence in,
included:
•

Clearly developing and setting out a learning pathway in the course;

•

Promoting an active learning approach in the materials;

•

Developing learner-friendly introductions, linking and summarizing
passages that motivate students and provide coherence of materials; and

•

Editing skills.

A high number of respondents had received training and support since the first
workshop in computer skills, using Basecamp and integrating mixed media.
Respondents also indicated that they felt they had gained skills and competence in
these areas. The consultant added that the decision to use an online course
management system required him to provide the teachers with additional training
and support in rich media applications to optimize rich media objects for web
publication.
These responses are interesting, given remarks made by the consultant. He said that
as most of the content to be used in the materials was already published and was for
the most part inserted into the OER template, he did not need to focus on these
materials development skills and competencies. The consultant further reported that
the support he provided to the participants was mostly surrounding the ‘other’ more
technical skills and competencies required.
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As participants appear to have felt that they did indeed received training and
support in these areas we can perhaps suggest that the respondents felt they were
gaining skills and competence in materials development areas as they participated in
the process, and as perhaps more experienced members gave support to those with
less experience – one respondent made mention of peer reviews.
It should be noted, however, that even if existing OERs or previously published
NAMCOL materials were being used, these would still need some adaptation and it
would still be important to ensure that the materials met good quality criteria and so
teachers would need the relevant skills and competencies to do this (and given the
range of experience of the teachers, this would need to take the form of a
developmental process).

Section 3: Basecamp
All respondents reported that they were using Basecamp.
Specifically, respondents reported that they were using Basecamp for:
•

Communication with team members and the consultant (but some team
members were also communicating via email);

•

Uploading materials;

•

Checking due dates/milestones; and

•

Collaboration during peer review of units/editing one another’s work.

Challenges in using Basecamp included:
•

Internet speed was a factor as it was time consuming to upload and
download files;

•

Although some internet access was provided to all respondents in the form of
a 3G wireless device, many respondents reported that the access provided
was insufficient and that internet access was expensive. We surmise from this
that some respondents may have had limited access to the internet thus
impeding their work or that some respondents may even have purchased
their own additional air time and this proved to be expensive for them; and
“Internet access after hours was expensive and in working hours I had no time to
work on this. Upload/download on basecamp is much slower than other internet
websites and email”

•

Time to complete materials was reported as a challenge – as this was
competing with the workload in office.

Section 4: Consultant support
Respondents were requested to evaluate the support they had received from the
consultant. Specifically, respondents were requested to comment on:
•

The extent to which the consultant had provided clear directives for the
project;

•

The types of support the consultant had provided and how this support was
provided;
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•

The strengths and weaknesses of working in a subject team;

•

The nature and type of feedback they received from the consultant;

•

Any additional support they would like to receive.

Responses, which are direct quotes from respondents, are provided below:
Question

Quotes from Respondents

Clear directive
provided

A course outline was provided initially, and updated regularly
Clear directives are evident by the progress made since the start of the project
Clear directives provided to team leaders, but not always team members
Patience and willingness to assist individual members shown, especially during
training

Types of support
provided

Introduction to the template, the features
Moodle training
Finalising the OER materials – language use, formatting etc.
Explanations for specific areas – inserting links, importing the template, inserting
multimedia, editing, adding activities etc.
Multimedia development
Developing audio and animations using Swish and Gimps
Usage of different websites

How was this support
provided

Workshops
Communication via Basecamp /online message board
Email
From Moodle consultant, where relevant

Strengths of working
in a subject team

Peer review enables sharing of ideas and helping each other where needed
Sharing of newly acquired skills
Sharing ideas and sharing workload

Weaknesses of
working in a subject
team

Not always able to get together because of distance, time constraints and workload.
Progress of the team can be hampered by slow progress of individual team members
Not meeting target dates
Sometimes there is no communication from members for long periods of time.
Not receiving emails on time due to network problems
Diverse, sometimes conflicting perspectives on the same point
Some units make lack uniformity

Feedback received

Comments during workshop
Constructive feedback on units in Basecamp,
Feedback was received quickly - within several days
Consultant communicated with the team leaders. Members only received feedback
from the team leader
Progress reports

Additional support
respondents would
like to receive

Moodle support and develop multi-media
Video clips of the consultant illustrating the activity
Animation/Multimedia
“More face-to-face sessions where we are away from our working environment and
other obligations, where we can sit and work just on this and help each other when we
get stuck. If I am on my own, I have too many responsibilities and during the hours of
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Question

Quotes from Respondents
night I work, the others are not available to help. This resulted in me having to stop,
ask advice/help from team mates and sometimes only getting the responses several
days later”
“Since I am a new computer learner I expected some of the information from the
training to be written down so that I can use it later when I will be working on the
project”

The consultant appears to have provided the teams with clear directives and has
provided a wide range of support on mostly technical issues using Basecamp and
email.
During training sessions, the consultant reported that he provided in-service type
sessions on various topics including new applications or rich media editing suites
hands-on skill acquisition, small group assistance in using the templates, email and
production applications amongst others and individual assistance where required.
The consultant added that he had provided assistance between training sessions
primarily in the form of tutorials that he had prepared, providing freeware that he
had identified on the web as resources for participants and at times providing subject
teams with links to web resources that could support their course.
The consultant is also providing feedback to the teams on the units developed. The
team leaders upload their units on Basecamp and the consultant reviews them twice
per unit - once when the draft units are completed and once again when they have
incorporated the recommended changes or comments on their units.
Respondents indicated that they wanted the consultant to provide further support in
using Moodle and developing multi-media.

Section 5: Moodle
All respondents indicated that they have used Moodle and all except one
participated in the online sessions.
Module

Was the training
that you received
satisfactory?

Did not do
module

Yes

No

1.Instructional Design: COL Moodle ODL Template

18

2

0

2. Working with images and digital photography – using
gimp

10

4

5

3. Creating digital illustrations

7

6

6

4. Audio editing using audacity

10

3

6

5. Video editing using movie maker

10

3

5

6. Introduction to Moodle Learner Management System

8

7

4

7. Moodle course management features (resources,
activities and blocks)

11

8

1

8. Moodle learner management features (enrolment, keys,
logs, scales and calendaring)

2

13

3

9. Moodle administration features

5

11

2
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Module

Was the training
that you received
satisfactory?

10. Incorporating Web 2.0 technologies into Moodle
learning management system (Wikis, Blogs, RSS Feeds)

Yes

No

2

9

Did not do
module

5

Satisfaction with the Moodle training appears to have been mixed. Respondents were
most satisfied with the first introductory module on instructional design. However,
respondents were less satisfied with the more detailed modules.
In particular, respondents were least satisfied with the modules on learner
management feature, administration features and incorporating Web 2.0
technologies into the Moodle learning management system.
Challenges in completing tasks in the modules included:
•

The training happened at a busy time of year, with many other competing
demands;

•

In some instances, the instructions were not clear;

•

The modules were difficult to complete due to difficulties in accessing
internet (as discussed above); and

•

Difficulty in knowing if the modules were being completed correctly.

Respondents were requested to indicate any challenges they experienced in applying
Moodle in their course design:
•

Challenges in assignment grading and feedback, creating a quiz and
embedding video;

•

Process of converting print design to online is sometimes cumbersome; and

• Selecting suitable activities.
Requests for additional training or support needed to effectively use Moodle in
course design included:
•

General support to complete the project successfully;

•

Support on combining units;

•

Support on the use of Wikis, Blogs, RSS feeds; and

• Support on designing quality activities.
Although respondents appeared to have been somewhat satisfied with the online
training, the consultant remarked that most of the teachers had no or limited
understanding of the Moodle environment following the online training. The
consultant provided additional training on Moodle during the second training
workshop. He remarked that it may have been better of the Moodle training had
been done as a 3 day workshop, instead of the online training.
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Section 6: Second training workshop evaluation
Respondents participating in the second training workshop were requested to
complete this section of the questionnaire evaluating the success of the training
sessions. The training took place over a two week period in late 2009.

Satisfaction with second training workshop
Respondents were very satisfied with the second training workshop, as can be seen
in the table that follows:
Strongly
Disagree

Disagree

Not Sure

Agree

Strongly
Agree

17. The workshop was well
organized

1

0

0

10

8

18. The workshop objectives
were clearly stated.

1

0

4

8

6

19. The
venue/accommodation
was good

1

0

0

8

11

20. The facilitators were
knowledgeable and
helpful

1

0

0

11

7

21. The training
methodologies were
conducive to learning

1

0

3

11

5

22. The workshop was
practical and hands-on

1

0

0

5

14

23. The course materials are
useful

2

2

1

6

8

24. The workshop time was
sufficient to cover the
content

2

4

1

8

4

25. The workshop met its
stated objectives

1

0

2

15

2

From the table it can be seen that respondents were most satisfied with the
organization of the workshop, the venue and accommodation, the facilitators, the
practical and hands-on nature of the workshop and the extent to which the
workshop met its stated objectives.
The respondents were least satisfied with the sufficiency of the time to cover the
workshop content.

Expectations of second training workshop
The next table presents the results for the number of respondents that expected
certain content from the workshop, and the number of respondents that felt that their
expectations were met.
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Expected from the
workshop

Expectations were
met

1.

Further training on Basecamp

5

4

2.

Further assistance following Moodle
online training

19

7

3.

COL Template

10

5

4.

Power Point

11

5

5.

Including audio materials

19

5

6.

Working with graphics

14

6

7.

Pod casting

11

4

Most respondents expected the training workshop to provided further assistance in
Moodle and further assistance in including audio materials in their course materials.
However, few respondents felt that their expectations had been met.

Anticipated challenges for completing the materials
Anticipated challenges in designing and developing materials included:
•

Time constraints/heavy workload;

•

Development of multimedia; and

•

Internet access expensive, especially for using Moodle given the large files
sizes.

Anticipated challenges in collaborating using the platform included:
•

Lack of face-to-face sessions (often due to workload and distance between
members); and

•

Basecamp is sometimes slow (linked to internet access).

Further training and support required for the completion of the materials
Requests for further training and support required for the CoL template included
(bolded items are most common themes):
•

Software (e.g. for multimedia);

•

Using Moodle ;

•

More practical training on podcasting;

•

More training on Wikis, Blogs, RSS Feeds; and

•

Linking to copyright free websites.

Requests for further training and support required for incorporating multimedia
included (bolded items are most common themes):
•

More practical training is required;

•

Developing images, embedding and resizing the files.

Section 7: Support provided by the open schools
Support was provided by the open schools in the form of:
•
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•

•

o

Laptops were provided to teachers;

o

Teachers also had access to computers during working hours

Access to the internet
o

Teachers had access to the internet during working hours

o

Although some internet access was provided to all respondents in the
form of a 3G wireless device, many respondents reported that the
access provided was insufficient and that internet access was
expensive. We surmise from this that some respondents may have had
limited access to the internet thus impeding their work or that some
respondents may even have purchased their own additional air time
and this proved to be expensive for them;

Respondents were asked whether they would be provided with any
monetary incentives and 15 respondents said they were/would be provided
with monetary incentives for the work.

Respondents were asked whether they had dedicated time during working hours for
materials development and 11 respondents said they had dedicated time. According
to the consultant, NamCOL and NIED participants were given time to work on their
courses, although they did some work from home. He further added that he
understood that the 15 teachers in the group were only released for the training
workshops, and so they did not have dedicated time during working hours for
materials development.
The number of hours per week spent on developing materials ranged from 2 to 20,
with an average of 9 hours per week.

Summary
The Namibian group has a mixed ranged of teaching and materials development
experience. Whilst some members report to be experienced materials developers
there are teachers in the group with no or little materials development experience.
The consultant reports that the teams were established so that there was a mixture of
teachers with more materials development experience with teachers with less
materials development experience. The more experienced teachers could then help
the less experienced ones.
This collaboration has mainly taken place through the use of a platform called
Basecamp. This is a platform where teachers can communicate and collaborate with
each other and with the consultant and where materials can be uploaded and
downloaded. However, this type of collaboration may have been limited due to
problems with unreliable and/or insufficient internet connectivity. Further
collaboration face-to-face was limited due to distance and other logistical problems.
Respondents reported that they were provided with laptops and a 3G wireless device
for access to the internet. However, there appears to have been problems with both
the reliability of the internet access and the sufficiency of the airtime provided to the
participants. Many respondents spoke of the ‘expense’ of internet access.
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The teachers have been using existing OERs and existing NAMCOL and NIED
materials in developing their materials. Although the consultant reports that he has
focused little on materials development skills and competencies per se, most teachers
report that they feel they have gained skills and competencies in these areas as a
result of working on the project. This may be due to collaboration between teachers
(one teacher mentioned that there were some peer reviews of one another’s work)
and it will be interesting to ascertain whether these skills and competencies are
reflected in the materials that they are developing.
In terms of support, the consultant has provided a wide range of support on the
more technical, online aspects of the project – providing training, using the CoL
template, using the internet, support on the use of Basecamp and Moodle, support on
the use of multi-media, providing links to resources that can assist in creating multimedia, and at times providing subject teams with links to web resources that could
support their course.
The consultant reported that he had received the required support from CoL and
NamCoL and that additional support, as in the case of the Moodle training, was
provided promptly.
Most of the group appears to have participated in the Moodle training, and appeared
to be satisfied with some of the more introductory modules. However, many
respondents appear to have struggled with some of the more complex modules. As it
was an online training session, some respondents felt unsure as to whether they were
completing the modules correctly and the consultant reports that most respondents
had little or no understanding of Moodle at the time of the second training
workshop. We surmise that this is due partly to the mode of training (online distance
learning) and partly due to technical problems such as unreliable internet access.
In terms of the second training workshop, most respondents appeared to have been
satisfied with the workshop itself, although they felt that the time was insufficient to
cover all the workshop content. However, their expectations were only met to a
limited degree – and few respondents felt that their expectations with regard to
Moodle training and including audio materials were met.
Anticipated challenges in completing the materials reported by respondents included
the lack of reliable and sufficient internet access and competing work demands,
where few respondents had dedicated time to during the working hours to work on
the materials.
Important focus areas for further training and support reported by respondents
included improving internet access, using Moodle and using multi-media.
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Appendix A2: Country specific report – Botswana
Eight (8) respondents completed evaluation forms for Botswana. The respondents
come from various secondary schools and institutions in the country including the
Botswana College of Distance and Open Learning (BOCODOL), curriculum
development and Naledi Senior Secondary School.
They were requested to indicate the subject in which materials were being
developed:
•

3 respondents are developing materials for Geography Grade 12;

•

2 respondents are developing materials for Human and Social Biology Grade
12;

•

3 respondents did not specify the subjects for which they are writing
materials.

Section 1: Years of experience
In terms of experience:
•

Teaching experience in this group ranges from 7 years to 26 years, with an
average of 16 years.

•

Materials development in this group ranges from 0 years to 19 years, with an
average of 8 years.

More specifically:
Teaching
0 years experience

Materials Development
2

1 to 5 years experience
6 to 10 years experience

1

3

11 to 15 years experience

4

1

16 to 20 years experience

1

1

Over 20 years experience

1

Total

7 (1 unspecified)

7 (1 unspecified)

This shows that all teachers in the sample have more than seven years of teaching
experience, and all except two have at least five years of materials development
experience.

Section 2: Skills and competencies
Respondents were requested to answer three questions relating to a list of skills and
competencies:
•
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•

Did they feel they had gained this skill/competence since the first training
session; and

•

Had they started to use the skill/competence in the classroom or work
situation.

Skills and competencies were divided into two areas – materials development and
‘other’.
The results are presented in the table below:
Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

Material

1. Embedding the “teaching
voice” in the materials

5

5

4

2. “Scaffolding” learning

4

4

4

3. Reflection and consolidation of
learning

5

4

5

4. Pitching assignments and
assessment tasks at the right
level

5

6)

6

5. Ensuring congruence between
stated outcomes and assessment
tasks

7

7

7

6. Developing assessment tasks
that require higher order skills to
complete

7

7

7

7. Clearly developing and setting
out a learning pathway in the
course

6

7

4

8. Pitching the level of content in
the material appropriately for the
target group

6

6

6

9. Using appropriate language
levels for the targeted students

6

7

7

10. Promoting an active learning
approach in the materials

8

8

7

11. Developing learner-friendly
introductions, linking and
summarizing passages that
motivate students and provide
coherence of materials

7

7

6

12. Editing skills

3

5

5

13. Computer skills

4

6

6

14. Use of internet (sourcing
relevant curriculum support
materials)

2

2

2

Development

Other
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Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

15. Use of Basecamp

6

6

2

16. Integrating mixed media such
as video and animation

6

4

3

17. Formatting styles

3

3

4

In materials development, the areas in which most respondents received training and
support, and reported that they felt they had gained skills and competence in,
included:
•

Promoting an active learning approach in the materials;

•

Ensuring congruence between stated outcomes and assessment tasks;

•

Developing assessment tasks that require higher order skills to complete; and

•

Developing learner-friendly introductions, linking and summarizing
passages that motivate students and provide coherence of materials.

The consultant also reported that the participants had gained skills and competence
in most of these areas of materials development since the commencement of the
project.
A high number of respondents had received training and support since the first
workshop in using Basecamp and integrating mixed media.

Section 3: Basecamp
All respondents reported that they were using Basecamp
Specifically, respondents reported that they were using Basecamp for:
o

Communication/collaborating with CoL, consultants, country team and
teachers;

o

Asking for advice from team members; and

o

Downloading and uploading files/documents.

o

Access the work of other teams in other countries such as syllabuses

Challenges in using Basecamp included:
o

Access to internet limited to working hours;

o

Internet speed; and

o

Low bandwidth.

Section 4: Consultant support
Respondents were requested to evaluate the support they had received from the
consultant. Specifically, respondents were requested to comment on:
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•

The extent to which the consultant had provided clear directives for the
project;

•

The types of support the consultant had provided and how this support was
provided;

•

The strengths and weaknesses of working in a subject team;

•

The nature and type of feedback they received from the consultant;

•

Any additional support they would like to receive.

Responses, which are direct quotes from respondents, are provided below:
Question

Quotes from Respondents

Clear directive
provided

Yes, the consultant explained the objectives of the project, the conditions for
undertaking the project, set time lines and provided reminders for milestones.
Expectations for project clearly explained

Types of support
provided

Use of Basecamp
Reviewing draft units and provided feedback to teachers
Searching for free graphics on the internet

How was this support
provided

Workshop
Online
Email
Teleconference

Strengths of working
in a subject team

Share knowledge and skills
Complement one another
Synergy of efforts

Weaknesses of
working in a subject
team

Can delay progress, especially when others have minimal access to the internet.

Feedback received

Reviewing/correcting units

Sometimes other team members are very busy

Receiving feedback on copyright issues and sources
Additional support
respondents would
like to receive

“I have learnt many skills within a very short period of time and may forget some of
the skills learnt because we only used them once, therefore I may need a reminder
before I put them into practice again. I hope the consultant and other team mates
would assist.”
One respondent mentioned graphic skills and internet browsing skills

The consultant appears to have provided the teams with clear directives and has
provided support in the use of Basecamp and by reviewing draft units and providing
feedback to the teachers. This support has been in the form of Basecamp, email and
teleconferencing.
The consultant reported that she provided a range of technical support as well as
some support in materials development to teachers, including:
•

In using Moodle;

•

By designing a prototype unit before the training workshop, and requesting
the participants to follow the same model;

•

In designing for online materials, e.g. designing their storyboards;
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•

In using audacity and power point; and

•

In designing a template for the tutor guide.

Furthermore, the consultant reported that she taught the teachers how to align
objectives to assessment.
“Formulating Objective- showed them key words to formulate , asked them to search
the web : how to formulate objectives and good assessment and feedback examples
Requested them to change the objectives and as we designed our storyboard according
to what they have learned from the web. Encourage them to assess all the levels one
level as they were doing.”
The consultant stated that she worked in the evenings for 2 hours a day on editing
materials.

Section 5: Moodle
Four respondents reported that they had used Moodle, but only one reported to have
participated in the online training – as illustrated in the table below:
Module

Was the training that you
received satisfactory?
Yes

Did not do
module

No

1.Instructional Design: COL Moodle ODL Template

1

5

2. Working with images and digital photography –
using gimp

1

5

3. Creating digital illustrations

1

5

4. Audio editing using audacity

1

5

5. Video editing using movie maker

1

5

6. Introduction to Moodle Learner Management System

1

5

7. Moodle course management features (resources,
activities and blocks)

1

5

8. Moodle learner management features (enrolment,
keys, logs, scales and calendaring)

1

5

9. Moodle administration features

1

5

10. Incorporating Web 2.0 technologies into Moodle
learning management system (Wikis, Blogs, RSS Feeds)

1

5

Respondents reported problems registering on the site and other technical problems
such as internet access as reasons why they were unable to complete the modules.
One respondent mentioned slow internet and unclear instructions. Another
respondent mentioned that he was too busy to participate in the online training due
to competing demands of the print materials.
The implications of the above were that the consultant had to teach Moodle from the
start to the respondents during the workshop, as most had not undergone the online
training.
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Section 6: Second training workshop evaluation
Respondents participating in the second training workshop were requested to
complete this section of the questionnaire evaluating the success of the training
sessions. The training took place over a two week period in late 2009.

Satisfaction with second training workshop
Respondents were very satisfied with the second training workshop, as can be seen
in the table that follows:
Strongly
Disagree

Disagree

Not Sure

Agree

Strongly
Agree

1.

The workshop was well
organized

0

0

1

6

1

2.

The workshop objectives
were clearly stated.

0

0

0

5

2

3.

The
venue/accommodation
was good

0

1

1

5

0

4.

The facilitators were
knowledgeable and
helpful

0

0

0

4

4

5.

The training
methodologies were
conducive to learning

0

2

1

5

0

6.

The workshop was
practical and hands-on

0

0

0

2

6

7.

The course materials are
useful

0

0

1

4

3

8.

The workshop time was
sufficient to cover the
content

1

3

2

1

1

9.

The workshop met its
stated objectives

0

0

1

6

1

From the table it can be seen that respondents were most satisfied with the practical,
hands-on nature of the workshop and were least satisfied with the sufficiency of the
time to cover to the workshop content.

Expectations of second training workshop
The next table presents the results for the number of respondents that expected
certain content from the workshop, and the number of respondents that felt that their
expectations were met.
Expected from the
workshop

Expectations were
met

1.

Further training on Basecamp

3

2

2.

Further assistance following Moodle
online training

7

7
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3.

COL Template

6

3

4.

Power Point

3

3

5.

Including audio materials

6

7

6.

Working with graphics

7

5

7.

Pod casting

7

4

Most respondents expected the training to provide further assistance following
Moodle online training, to provide assistance in working with graphics and podcasting, further assistance with the CoL template and including audio materials.
Respondents felt that the expectations that were met the most were the further
assistance following Moodle training and including audio materials.

Anticipated challenges for completing the materials
Anticipated challenges in designing and developing materials included:
•

Time constraints;

•

Connectivity only during working hours;

•

One respondent mentioned that team working might delay progress
because of lack of internet access; and

•

One respondent mentioned inadequate time to plan and look for
resources that can enhance the material.

Further training and support required for the completion of the materials
Requests for further training and support required for the CoL template included:
•

Placing illustrations in the template and stabilizing text; and

•

One respondent mentioned a database of open educational resources and
websites.

Requests for further training and support required for using Moodle included:
•

Using all the necessary features for course design and development; and

•

Internet access problems affect ability to use Moodle effectively.

Section 7: Support provided by the open schools
Support was provided by the open schools in the form of:
•

Access to computers
o

•
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Computers were made available to teachers – they were provided
with laptops

Access to the internet
o

Access to the internet was limited, and for most teachers this was
restricted to working hours

o

The internet access they did have was also sometimes unreliable
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•

Respondents were asked whether they would be provided with any
monetary incentives and 4 reported that they were provided with monetary
incentives, though some reported that they felt it was insufficient.

Respondents were asked whether they had dedicated time during working hours for
materials development and 4 said they had dedicated time. The consultant reported
that the teachers did not have dedicated time for materials development, and that
one teacher had missed the training for 5 days as she had to go back to school and
two other teachers missed one day of training for similar reasons.
The number of hours per week spent on developing materials ranged from 3 to 10,
with an average of 5 hours per week.

Summary
The group from Botswana had a reasonable amount of teaching experience, and most
had materials development experience – except for two members, who reported that
they had no materials development experience. This highlights the necessity of
ensuring that those teachers with no materials development experience have the
necessary resources and support to assist them in their tasks.
The project centres around a collaborative platform called Basecamp – where people
can communicate and collaborate, and where materials can be uploaded and
downloaded for review, comment or editing by others. However, the success of the
platform has been quite limited by unreliable and/or insufficient internet access.
Respondents reported that they were provided with laptops to work on the
materials. However, for most, internet access was restricted to working hours, and
even this access was sometimes unreliable. Given that most teachers reported not to
have dedicated time during working hours for developing materials, this is most
concerning, and it seems imperative that internet access after hours and on weekends
be provided to the respondents.
The teachers have been using existing OERs and other materials in developing the
materials. In this process, they feel they have gained skills and competencies in
various areas of materials development, and this view is supported by the consultant
who has been reviewing their work.
In terms of support, the consultant has been providing a range of support on the
more technical aspects of the project including using Basecamp, using Moodle, using
multi-media such as audacity and power point and materials development support
such as designing a prototype unit before the training workshop, and requesting the
participants to follow the same model; designing for online materials, e.g. designing
their storyboards and designing a template for the tutor guide.
The consultant reported that she did feel that she had received sufficient professional
support from CoL to successfully carry out her tasks, but did not elaborate on how
this was achieved.
In terms of Moodle, only one respondent reported that he/she had participated in the
online training. One of the main reasons cited for the lack of participation in the
online Moodle training were technical problems such as the lack of internet access
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(discussed above). The implications of this were that the consultant had to teach
Moodle from the start to the respondents during the second training workshop.
Follow-ups will be necessary to ascertain how the respondents are managing with
Moodle.
In terms of the second training workshop, most respondents appeared to have been
satisfied with the workshop itself, although they felt that the time was insufficient to
cover all the workshop content. This is illustrated by responses to expectations,
where most respondents felt that their expectations with regard to Moodle training
and incorporating audio materials were met but that they were less certain for other
areas of the workshop.
Anticipated challenges in completing the materials reported by respondents included
a lack of sufficient time to complete the materials and a lack of sufficient and reliable
internet access.
Important focus areas for further training and support reported by respondents
included improving internet access and using Moodle.
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Appendix A3: Country specific report – Seychelles
Ten (10) respondents completed evaluation forms for the Seychelles. The
respondents come from various secondary schools and institutions in the country
including National Institute of Education (NIE) and the Ministry of Education.
They were requested to indicate the subject in which materials were being
developed:
•

4 respondents are developing materials for Science;

•

4 respondents are developing materials for Life Skills;

•

2 respondents did not specify the subjects for which they are writing
materials.

Section 1: Years of experience
In terms of experience:
•

Teaching experience in this group ranges from 4 years to 31 years, with an
average of 17 years.

•

Materials development in this group ranges from 4 years to 22 years, with an
average of 10 years.

More specifically:
Teaching

Materials Development

1 to 5 years experience

1

2

6 to 10 years experience

1

2

11 to 15 years experience

4

3

16 to 20 years experience

1

1

Over 20 years experience

3

1

Total

10

9 (1 unspecified)

0 years experience

This shows that the teachers in the Seychelles have a range of teaching experience,
with many teachers have more than ten years of experience. The teachers also seem
to differ widely in terms of their materials development experience with some
teachers having a considerable amount of materials development experience.

Section 2: Skills and competencies
Respondents were requested to answer three questions relating to a list of skills and
competencies:
•
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•

Did they feel they had gained this skill/competence since the first training
session; and

•

Had they started to use the skill/competence in the classroom or work
situation.

Skills and competencies were divided into two areas – materials development and
‘other’.
The results are presented in the table below:
Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

Material

1. Embedding the “teaching
voice” in the materials

8

7

5

2. “Scaffolding” learning

8

8

8

3. Reflection and consolidation
of learning

8

8

8

4. Pitching assignments and
assessment tasks at the right
level

8

8

8

5. Ensuring congruence
between stated outcomes and
assessment tasks

8

8

8

6. Developing assessment tasks
that require higher order skills
to complete

8

8

8

7. Clearly developing and
setting out a learning pathway
in the course

7

7

7

8. Pitching the level of content
in the material appropriately for
the target group

8

8

8

9. Using appropriate language
levels for the targeted students

8

8

8

10. Promoting an active
learning approach in the
materials

8

8

8

11. Developing learner-friendly
introductions, linking and
summarizing passages that
motivate students and provide
coherence of materials

8

8

7

12. Editing skills

7

8

7

13. Computer skills

8

8

7

14. Use of internet (sourcing
relevant curriculum support
materials)

4

4

4

Development

Other
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Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to
use
skills/compete
ncies in
classroom/
work
situation?

15. Use of Basecamp

8

7

4

16. Integrating mixed media
such as video and animation

8

7

5

17. Formatting styles

8

7

6

Respondents indicated that they had received training and support since the first
workshop in almost all areas of materials development listed, that they had gained
skills and competencies in these areas and had even started to use these in the
classroom/work situation. The consultant agreed that the respondents had gained
skills and competencies in these areas since the commencement of the project:
•

Embedding the “teaching voice” in the materials
o

•

“Scaffolding” learning
o

•

The consultant stated that the teachers were working according to their outlines
for their topics.

Pitching the level of content in the material appropriately for the target group
o

•

The consultant stated that she worked through Bloom’s taxonomy with the
teachers and told them to choose from higher order levels too – not just recall
questions

Clearly developing and setting out a learning pathway in the course
o

•

The consultant stated that she told teachers to work on the principle of developing
an activity for each outcome.

Developing assessment tasks that require higher order skills to complete
o

•

The consultant stated that teachers tried to set assignments that would not be too
difficult for learners at Grade 10 level to do.

Ensuring congruence between stated outcomes and assessment tasks
o

•

The consultant stated that this was done through their many (and varied)
activities in the units, as well as the summaries at the end of units.

Pitching assignments and assessment tasks at the right level
o

•

The consultant stated that could see this being implemented, especially in the
Science units.

Reflection and consolidation of learning
o

•

The consultant stated that this had really increased and that she could now see
the teachers’ voice in almost all the units.

The consultant stated that the language that the teachers were using in their
units was not too difficult for the grade 10 level.

Using appropriate language levels for the targeted students
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o
•

Promoting an active learning approach in the materials
o

•

The consultant stated that the teachers were using many activities in their
materials.

Developing learner-friendly introductions, linking and summarizing passages that
motivate students and provide coherence of materials
o

•

The consultant stated that the language used in the materials was fairly easy to
understand, and difficult terms were explained in the glossary.

The consultant stated that teachers had learner-friendly introductions, as well as
summaries for all units, and generally wrote in a positive style.

Editing skills

The consultant stated that, in some cases, there were still spelling/grammar
mistakes.
A high number of respondents had received training and support since the first
workshop in computer skills, using Basecamp, integrating mixed multimedia and
formatting styles. Respondents also indicated that they felt they had gained skills
and competence in these areas. The consultant stated that she agreed with this – she
had seen the teachers use computers with more confidence and that they seemed to
use Basecamp without problems.
o

The skills most respondents had started to use in the classroom/work situation were
computer skills.

Section 3: Basecamp
Eight respondents reported that they were using Basecamp.
Specifically, respondents reported that they were using Basecamp for:
o

Uploading and downloading of files and other documents;

o

Communicating with the consultant; and

o

Sharing of other countries’ course materials.

Challenges in using Basecamp included:
o

Two respondents reported that they were not using Basecamp as they did not
have access to internet; and

o

Other respondents reported problems with the regularity and speed of
internet access.

Section 4: Consultant support
Respondents were requested to evaluate the support they had received from the
consultant. Specifically, respondents were requested to comment on:
•

The extent to which the consultant had provided clear directives for the
project;

•

The types of support the consultant had provided and how this support was
provided;

•

The strengths and weaknesses of working in a subject team;

SAIDE

93

•

The nature and type of feedback they received from the consultant;

•

Any additional support they would like to receive.

Responses, which are direct quotes from respondents, are provided below:
Questions

Quotes from Respondents

Clear directive
provided

For both print based and online materials she went through the required stages step
by step
The consultant provided clear directives with regards to working on the project/The
consultant has clearly explained the scope and objectives of each mission and reached
mission objectives.
However, the scope of the whole project and the time required was not clearly put
across (Moodle training, development of Moodle course)

Types of support
provided

Ways to improve the course materials
Advice and guidance regarding the use of Basecamp
Using the Moodle template
How to use the different applications
Finding information from the right sources
Advice on how to approach the content [of the material] in a learner friendly manner
Review and comment on document [course material]
Recommendations and editing tips for document [course material]

How was this support
provided

Basecamp
Email
Internet (Skype)
Face-to-face
Telephone

Strengths of working
in a subject team

Shared skills and knowledge /collaboration(6 respondents)
Moral and physical support
Excellent for planning, motivation, support and peer review
Finding time to meet as a group to consolidate the work (8 respondents)

Weaknesses of
working in a subject
team

Limited time to discuss progression of work/help each other on content of units

Feedback received

Suggestions for modifications
Constructive feedback on strengths and weaknesses [of material] for improvement
Technical use of template

Additional support
respondents would
like to receive

More support with graphics and multi-media
More online training/Further assistance in using Moodle
Using and inserting links
Technical support for final putting together of the material
Equipment and technical support for development of AV materials

Most respondents indicated that the consultant has provided clear directives for the
project. The consultant was reported to have provided a wide range of support on
both technical issues and materials development sing Basecamp, email, Skype,
telephones and even face-to-face. The consultant is also providing feedback to the
teachers on the materials.
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Respondents indicated that they wanted the consultant to provide further support
with graphics and multi-media, Moodle, using and inserting links and technical
support for putting the final materials together.

Section 5: Moodle
Nine respondents have used Moodle and eight respondents reported that they had
participated in the online sessions.

Module

Was the training that
you received
satisfactory?

Did not
do
module

Yes

No

1.Instructional Design: COL Moodle ODL Template

5

0

0

2. Working with images and digital photography – using
gimp

3

0

1

3. Creating digital illustrations

4

1

0

4. Audio editing using audacity

4

0

0

5. Video editing using movie maker

4

0

0

6. Introduction to Moodle Learner Management System

5

0

0

7. Moodle course management features (resources,
activities and blocks)

5

0

0

8. Moodle learner management features (enrolment, keys,
logs, scales and calendaring)

4

0

0

9. Moodle administration features

5

0

0

10. Incorporating Web 2.0 technologies into Moodle
learning management system (Wikis, Blogs, RSS Feeds)

4

0

0

In general, satisfaction with the online Moodle training appears to have been limited.
Half of the respondents were satisfied with the modules on instructional design,
introduction to Moodle learner management system, Moodle course management
features and Moodle administration features.
Respondents were least satisfied with the module on working with images and
digital photography.
Challenges in completing tasks in Moodle included:
•

One respondent indicated that some of the commands seemed to not be
working properly

•

Another respondents indicated that working with tables and assignments
was challenging

•

Several respondents mentioned that limited internet access was a problem.

Respondents were requested to indicate any challenges they experienced in applying
Moodle in their course design.
•

A bit of difficulty maneuvering through the template; and

•

Slow internet - uploading is time consuming.
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Requests for additional training or support needed to effectively use Moodle in
course design included:
•

More practical sessions;

•

Multi-media training; and

•

Designing quizzes online.

Section 6: Second training workshop evaluation
Respondents participating in the second training workshop were requested to
complete this section of the questionnaire evaluating the success of the training
sessions. The training took place over a two week period in late 2009

Satisfaction with second training workshop
Respondents were very satisfied with the second training workshop, as can be seen
in the table that follows.
Strongly
Disagree

Disagree

Not Sure

Agree

Strongly
Agree

1.

The workshop was well
organized

0

0

0

3

5

2.

The workshop objectives
were clearly stated.

0

0

0

3

5

3.

The
venue/accommodation
was good

0

0

3

5

4.

The facilitators were
knowledgeable and
helpful

0

0

0

2

6

5.

The training
methodologies were
conducive to learning

0

0

0

2

6

6.

The workshop was
practical and hands-on

0

0

0

2

6

7.

The course materials are
useful

0

0

0

2

5

8.

The workshop time was
sufficient to cover the
content

0

3

3

1

1

9.

The workshop met its
stated objectives

0

0

1

3

4

0

Respondents were satisfied with all aspects of the workshop mentioned above except
for the sufficiency of the time to cover the workshop content.

Expectations of second training workshop
The next table presents the results for the number of respondents that expected
certain content from the workshop, and the number of respondents that felt that their
expectations were met.
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Expected from the
workshop

Expectations were
met

1.

Further training on Basecamp

3

1

2.

Further assistance following Moodle
online training

8

4

3.

COL Template

8

4

4.

Power Point

3

2

5.

Including audio materials

8

3

6.

Working with graphics

8

4

7.

Pod casting

2

2

Most respondents expected the training workshop to provide further assistance
following Moodle online training, further assistance with the CoL template,
including audio materials and working with graphics. However, only about half of
these respondents felt that their expectations had been met.

Anticipated challenges for completing the materials
Anticipated challenges in designing and developing materials included:
•

Adequacy of time to research, develop and complete the materials;

•

Working online (uploading the template); and

•

Inserting the materials in the template.

Anticipated challenges in collaborating using the platform included:
•

Sufficient, reliable access to the internet; and

•

Time to meet for ensuring consistency.

Anticipated challenges in using multi-media included:
•

Lack of expertise in the area; and
“The content specialist should be assisted by multi-media experts to produce the
required materials such as images, photos, videos, podcasts. It is extremely time
consuming for the content expert to be fiddling around with equipment and
extremely frustrating to come up with mediocre results”

•

Availability of equipment.

Further training and support required for the completion of the materials
Requests for further training and support required for the CoL Template included:
•

Support in the final formatting and editing; and

•

More training required in inserting quizzes, graphics and powerpoint
presentations.

Requests for further training and support in using Moodle included:
•

Additional support to master the various navigation components;

•

Additional training; and

•

Sufficient access to the internet.
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Requests for further training and support in using incorporating multimedia
included:
•

Assistance from a technical, locally-trained person; and

•

Access to necessary equipment.

Section 7: Support provided by the open schools
The open schools were meant to ensure that all teachers had access to computers and
the internet:
•

•

•

Access to computers:
o

Six respondents indicated that they used computers at work;

o

Eight respondents indicated that they used computers at home

o

The consultant reported that one master teacher (unfortunately the
teachers with the least computer skills) still did not have access to a
computer, but that NIE had assured her that they would attend to the
issue

Access to the internet
o

Six respondents indicated that they had internet access at work

o

Four respondents had internet access at home

o

Six respondents mentioned that the internet access was insufficient –
either too slow or unreliable. The consultant mentioned that during
the second workshop something tangible was done to solve this
problem, but did not elaborate on what was done.

Respondents were asked whether they would be provided with any
monetary incentives and all respondents indicated that they had received
money following the first workshop.

“It would help us to get internet access”
Respondents were asked whether they had dedicated time during working hours for
materials development and nine indicated that they had dedicated time. The
consultant commented that the teachers did not have sufficient dedicated time
during working hours for materials development.
“We are doing this work in our own time as the time allocated during working hours
is insufficient”
The number of hours per week spent on developing materials ranged from 4 to 10,
with an average of 8 hours per week. Two respondents reported that they were
working on the project on an almost full time basis.

Summary
The group from the Seychelles had considerable teaching experience but differed
widely in terms of materials development experience. This fact points to the
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necessity of a strategy to be employed to address the range of materials development
abilities in the group.
The project centres around the use of a collaborative platform called Basecamp. This
is a platform where people can communicate and collaborate with each other and
with the consultant and where materials can be uploaded and downloaded.
However, this type of collaboration may have been limited due to problems with the
reliability and sufficiency of internet access. Respondents feel they there is also a
necessity to meet face-to-face to ensure consistency and for the process of putting the
materials together, but that lack of time and distance between people were limiting
factors.
For access to computers, some respondents indicated that they had access to
computers at work and some indicated that they had access to computers at home.
According to the consultant, only person had no access to a computer. Internet access
was also either at work or at home, but tended to be insufficient in either case.
The teachers have been using existing OERs and other materials in developing the
materials. In this process, they feel they have gained skills and competencies in a
range of areas of materials development, and this view is supported by the
consultant who has been reviewing their work.
In terms of support, respondents were positive about the consultant and stated that
she provided clear directives. The consultant has provided both technical and
materials development support including the internet, use of Basecamp, the use of
Moodle, using multi-media, and other factors surrounding materials development.
The consultant reported that she had received sufficient professional support from
CoL to a considerable extent to enable her to successfully carry out her tasks. She
elaborated further that there were some differences in the training that the
consultants received as opposed to the training that the master teachers received and
what they had to give them further training on. She went on to say that feedback on
issues from the technician did not always happen very promptly
Most of the group appears to have participated in the Moodle training and about half
appeared to be satisfied with some of the modules, though they seemed to struggle
with the more technical, complex modules. Respondents reported technical problems
such as internet access as challenges to them being able to complete the modules
affectively. Overall, the Moodle training appears to have been insufficient, as most
respondents still requested additional support to use Moodle in their tasks.
In terms of the second training workshop, most respondents appeared to have been
satisfied with the workshop itself, although they felt that the time was insufficient to
cover all the workshop content. However, only about half the respondents felt that
their expectations were met for working with Moodle, working with the template,
and working with graphics.
Anticipated challenges in completing the materials reported by respondents included
using multi-media, where respondents had reported limited expertise and limited
access to equipment, and competing work demands, where respondents reported
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insufficient dedicated time to work on the materials as well as insufficient and/or
unreliable internet access.
Important focus areas for further training and support included improving internet
access, using Moodle and using multi-media. For multi-media, a request was made
for a more technical, multi-media person to assist the respondent to produce the
required materials.
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Appendix A4: Country specific report – Lesotho
Eight (8) respondents completed evaluation forms for Lesotho. The respondents
come from various secondary schools and institutions in the country including
Lesotho Distance Teaching Centre, Ministry of Education, Lesotho College of
Education, Curriculum Development Centre and St Catherine’s High School.
They were requested to indicate the subject in which materials were being
developed:
•

4 respondents are developing materials for Science Grade 12;

•

3 respondents are developing materials for Mathematics Grade 12;

•

1 respondent is developing materials for English Grade 12.

Section 1: Years of experience
In terms of experience:
•

Teaching experience in this group ranges from 8 years to 22 years, with an
average of 17 years.

•

Materials development in this group ranges from 0 years to 17 years, with an
average of 5 years.

More specifically:
Teaching

Materials Development

0 years experience

3

1 to 5 years experience

3

6 to 10 years experience

2

11 to 15 years experience

2

16 to 20 years experience

1

Over 20 years experience

3

Total

8

1
1
8

This shows that whilst most teachers from Lesotho have considerable teaching
experience, much fewer have materials development experience.
To cater for the range of materials development abilities in the group, the consultant
reported that he provided individual feedback and that individual also worked in
teams to establish a cooperative learning approach.

Section 2: Skills and competencies
Respondents were requested to answer three questions relating to a list of skills and
competencies:
•

SAIDE

Did they receive any training and/or support in this area since the first
training session;
101

•

Did they feel they had gained this skill/competence since the first training
session; and

•

Had they started to use the skill/competence in the classroom or work
situation.

Skills and competencies were divided into two areas – materials development and
‘other’.
The results are presented in the table below:
Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

Materials
Development

1. Embedding the “teaching
voice” in the materials

4

7

3

2. “Scaffolding” learning

5

6

3

3. Reflection and
consolidation of learning

6

6

3

4. Pitching assignments and
assessment tasks at the
right level

6

6

4

5. Ensuring congruence
between stated outcomes
and assessment tasks

6

6

3

6. Developing assessment
tasks that require higher
order skills to complete

5

5

3

7. Clearly developing and
setting out a learning
pathway in the course

6

7

4

8. Pitching the level of
content in the material
appropriately for the target
group

6

7

4

9. Using appropriate
language levels for the
targeted students

7

4

7

10. Promoting an active
learning approach in the
materials

7

7

5

11. Developing learnerfriendly introductions,
linking and summarizing
passages that motivate
students and provide
coherence of materials

4

7

4

12. Editing skills

4

4

3

13. Computer skills

7

7

6

Other
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Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

14. Use of internet (sourcing
relevant curriculum
support materials)

5

5

5

15. Use of Basecamp

3

6

2

16. Integrating mixed
media such as video and
animation

2

1

0

17. Formatting styles

2

4

4

In materials development, the areas in which most respondents received training and
support, and indicated that they felt they had gained skills and competence in,
included:
•

Using appropriate language levels for the targeted students; and

•

Promoting an active learning approach in the materials.

The consultant agreed that participants had gained skills and competence in these
two areas, and added that skills and competence had been achieved in
•

Embedding the ‘teaching voice’ in the materials;

•

Pitching the level of content in the material appropriately for the target
group;

•

Developing learner friendly introductions, linking and summarizing passages
that motivate students and provide coherence of materials; and

•

Principles of online learning.

A high number of respondents indicated that they had received training and support
in computer skills, that they felt they had gained skills and competence in this area,
and that they had started to use these in the classroom/work situation.
Six respondents indicated that they had gained skills and competence in the use of
Basecamp since the first training session.

Section 3: Basecamp
Six of the eight respondents reported that they were using Basecamp.
Specifically, respondents were using Basecamp for:
o

Obtaining information about project progress;

o

Sending and receiving messages to the consultant and other people on the
project; and

o

Uploading and downloading files.
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Challenges in using Basecamp included
o

Communicating with other teachers;

o

Regular connectivity to the internet; and

o

Slow speed of internet, meaning that uploading and downloading large files
is slow.

Section 4: Consultant support
Respondents were requested to evaluate the support they had received from the
consultant. Specifically, respondents were requested to comment on:
•

The extent to which the consultant had provided clear directives for the
project;

•

The types of support the consultant had provided and how this support was
provided;

•

The strengths and weaknesses of working in a subject team;

•

The nature and type of feedback they received from the consultant;

•

Any additional support they would like to receive.

Responses, which are direct quotes from respondents, are provided below:
Question

Quotes from respondents

Clear directive
provided

Directives provided by the consultant were clear

Types of support
provided

Clarifying some of the content
Copyright issues
How to make online learning materials
Downloading of software for use in the project
Efficient use of Microsoft Office
Following up with the CMC to ensure that teachers had all the required resources
Detailed feedback and supportive comments

How was this support
provided

Email
Workshops
Basecamp
Telephone

Strengths of working
in a subject team

Sharing ideas, concepts and skills with team members

Weaknesses of
working in a subject
team

Not being able to meet and then having difficulties using Basecamp (remark from one
respondent)

Diverse views

Some members produce work at a slower rate than others
Having to meet with team members over weekends as they had no internet access

Feedback received

Timely comments with lots of comments. I must say he is a perfectionist

Additional support
respondents would
like to receive

Additional resources
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Respondents indicated that the directives provided by the consultant were clear. The
consultant appears to have provided the respondents with a range of support using
Basecamp, email and telephone. The representative view was the consultant
provided a thorough review of the units in a timely manner. The consultant added
that his feedback included the instructional rationale for comments, so that learning
would occur. However, some of the respondents reported that at times the
consultant was quite demanding, and there was a lot of back and forth on the editing
process.
Respondents indicated that they would like the consultant to assist them in securing
additional resources for the project, most likely in the form of internet access and
equipment for multi-media.

Section 5: Moodle
Seven respondents indicated that they participated in the online training sessions
and one respondent reported to have actually used Moodle.
Module

Was the training that
you received
satisfactory?

Did not
do
module

Yes

No

1.Instructional Design: COL Moodle ODL Template

5

1

2. Working with images and digital photography – using
gimp

3

3

0

3. Creating digital illustrations

1

4

1

4. Audio editing using audacity

6

1

0

5. Video editing using movie maker

1

5

0

6. Introduction to Moodle Learner Management System

1

4

1

7. Moodle course management features (resources,
activities and blocks)

3

2

1

8. Moodle learner management features (enrolment, keys,
logs, scales and calendaring)

3

2

4

9. Moodle administration features

4

1

1

10. Incorporating Web 2.0 technologies into Moodle
learning management system (Wikis, Blogs, RSS Feeds)

0

4

1

Satisfaction with the online Moodle training appears to have been mixed.
Respondents were most satisfied with the module on the first module on
instructional design and the module on audio editing using audacity.
Respondents were least satisfied with the more complex modules, especially the
modules on video editing using movie maker and Moodle learner management
features.
Requests for additional training or support needed to effectively use Moodle in
course design included:
•
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•

Suggestion that “Moodle be taught in a face-to-face workshop or that at least all
master teachers be together during training even if it is still online for support
and assistance to each other.”

Section 6: Second training workshop evaluation
Respondents participating in the second training workshop were requested to
complete this section of the questionnaire evaluating the success of the training
sessions. The training took place over a two week period in late 2009

Satisfaction with second training workshop
The results for satisfaction with the second training workshop are mixed, and many
respondents seemed unsure as to whether they were satisfied with the training
workshop or not.
Strongly
Disagree

Disagree

Not Sure

Agree

1.

The workshop was well
organized

2

5

2.

The workshop objectives
were clearly stated.

1

4

3

3.

The
venue/accommodation
was good

4

4.

The facilitators were
knowledgeable and
helpful

3

4

1

5.

The training
methodologies were
conducive to learning

3

4

1

6.

The workshop was
practical and hands-on

7.

The course materials are
useful

8.

The workshop time was
sufficient to cover the
content

9.

The workshop met its
stated objectives

3

6

1

Strongly
Agree

1

7

2

4

2

1

8

Respondents were most satisfied with the practical hands-on nature of the workshop
and the usefulness of the course materials.
Respondents were most unsure of the extent to which the workshop met its stated its
objectives.
Respondents were least satisfied with the venue/accommodation, the facilitators and
the training methodologies.
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Expectations of second training workshop
The next table presents the results for the number of respondents that expected
certain content from the workshop, and the number of respondents that felt that their
expectations were met.
Expected from the
workshop

Expectations were
met

1.

Further training on Basecamp

6

0

2.

Further assistance following Moodle
online training

7

1

3.

COL Template

4

4

4.

Power Point

6

7

5.

Including audio materials

7

7

6.

Working with graphics

7

1

7.

Pod casting

4

2

Most respondents expected the training workshop to provide further assistance
following Moodle online training, including audio materials and working with
graphics.
Expectations were most met for including audio materials and working with Power
Point.
There was some expectation from the training that the consultant would guide them
through transferring at least one unit into Moodle. They were referred to Nicholas
Kimolo, but were still struggling.

Anticipated challenges for completing the materials
Anticipated challenges in designing and developing materials included:
•

Combing the separate units into Moodle ;

•

Creating graphs for Science; and

•

Obtaining quality illustrations and pictures, given copyright issues.

Anticipated challenges in collaborating using the platform included:
•

Problems with internet connectivity; and

•

Some team members reported that they had no internet access and so other
team members could not contact them.

Anticipated challenges in using multi-media included:
•

Accessing the appropriate software; and

•

Accessing the appropriate resources such as a digital camera.

Further training and support required for the completion of the materials
Requests for further training and support required for the CoL template included:
•
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•

Sufficient internet access.

Requests for further training and support required for using Moodle included:
•

“A residential workshop during the course of the transfer for all teams to enable team
mates to help each other with difficult concepts and to enable working until late at
night to speed up the process” ; and

•

Sufficient internet access.

Requests for further training and support required for incorporating multimedia
included:
•

A technical officer to help with taking videos, and editing audio and video.

Section 7: Support provided by the open schools
The open schools were meant to ensure that all teachers had access to computers and
the internet:
•

•

•

Access to computers:
o

Four respondents indicated that they used computers at work;

o

Five respondents indicated that they used computers at home

o

The consultant reported that computers or access to computers were
provided, but only about 4 ½ months after the teachers completed the
first workshop.

o

The consultant stated that the teachers should have been provided
with laptops. This would cater for several teachers (such as those in
the CMC) who only had access to computers during working hours or
for teachers who traveled as part of their work or for a teacher who
had no electricity at his house.

Access to the internet
o

Four respondents indicated that they had internet access at work

o

One respondents had internet access at home

o

The consultant indicated that internet access was provided, but
initially only about 2 days of air time was provided. This was used up
quickly and it was a long time before more was provided, which again
was a limited amount that was used up quickly. The consultant
reported that these delays in receiving airtime significantly impacted
the work on the project (However, some respondents still reported
that they had no internet access).

Respondents were asked whether they would be provided with any
monetary incentives and all respondents indicated that they would be
provided with monetary incentives once they had submitted the completed
units.
“The most important thing is professional development but the most demotivating part is lack of support”
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Respondents were asked whether they had dedicated time during the day for
materials development and 4 respondents indicated that they had dedicated time.
However, the consultant stated that teachers in high schools were expected to work
on their own time and that teachers in the CMC did not seem to have been provided
with dedicated time as their regular duties were not reduced.
The number of hours per week spent on developing materials ranged from 10 to 25.

Summary
The Lesotho group has considerable teaching experience but differed widely in terms
of materials development experience. Additionally, there appear to have been some
changes as one person reported being new to the group. These facts points to the
necessity of a strategy to be employed to address the range of materials development
abilities in the group.
The project centres around the use of a collaborative platform called Basecamp. This
is a platform where people can communicate and collaborate with each other and
with the consultant and where materials can be uploaded and downloaded.
However, this type of collaboration may have been limited due to problems with the
reliability and sufficiency of internet access.
Some respondents reported that they used computers at work, and some reported
that they used computers at home. The consultant reported that computers or access
to computers were provided several months into the project. For access to the
internet, most respondents indicated that they had internet access at work.
According to the consultant, internet access was provided, but the air time provided
was generally used up quickly and there was often a delay before more was
provided. However, some respondents reported in their questionnaires that they did
not have any internet access.
The teachers have been using existing OERs and other materials in developing the
materials. In this process, they feel they have gained skills and competencies in a
range of areas of materials development, and this view is supported by the
consultant who has been reviewing their work.
In terms of support, the consultant has provided support for the technical aspects of
the project such as using Basecamp and Moodle, and support for the materials
development process.
Most of the group appears to have participated in the online Moodle training, and
reported satisfaction with the introductory module on instructional design and one
other module - audio editing using audacity. However, satisfaction with the other
modules appears to have been limited. Respondents cited unclear instructions as
challenges and there was a suggestion that a face-to-face training session would be
beneficial in further assisting them to use Moodle.
In terms of the second training workshop, responses were mixed and many were
unsure whether they were satisfied with the training or not. Whilst some
expectations were met (such as using Power Point and including audio materials)
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some important expectations appear not to have been met – especially as regards
Moodle training, but also further training in Basecamp and working with graphics.
Anticipated challenges in completing the materials reported by respondents included
the lack of reliable and sufficient internet access, lack of dedicated time during
working hours to spend on materials development, using Moodle and using multimedia.
Important focus areas for further training and support included improving internet
access, using Moodle and using multi-media. For multi-media, a request was made
for a more technical, multi-media person to assist the respondent to produce the
required materials.
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Appendix A5: Country specific report – Trinidad
and Tobago
Six (6) respondents completed evaluation forms for Trinidad and Tobago. The
respondents come from various secondary schools and institutions in the country
including the Ministry of Education, St Stephen’s College, Bishops High School, San
Juan North Secondary School and Signal Hill Secondary School.
They were requested to indicate the subject in which materials were being
developed:
•

2 respondents are developing materials for Agricultural Science;

•

3 respondents are developing materials for Technical Drawing;

•

1 respondent is developing materials for Principles of Business.

Section 1: Years of experience
In terms of experience:
•

Teaching experience in this group ranges from 10 years to 31 years, with an
average of 22 years.

•

Materials development in this group ranges from 0 years to 27 years, with an
average of 11 years.

More specifically:
Teaching

Materials Development

0 years experience

1

1 to 5 years experience

1

6 to 10 years experience

1

11 to 15 years experience

1

16 to 20 years experience

1

Over 20 years experience

3

1

Total

6

4 (2 unspecified)

1

This shows that teachers in Trinidad and Tobago have many years of teaching
experience, but that there is a wide range of materials development experience.

Section 2: Skills and competencies
Respondents were requested to answer three questions relating to a list of skills and
competencies:
•
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•

Did they feel they had gained this skill/competence since the first training
session; and

•

Had they started to use the skill/competence in the classroom or work
situation.

Skills and competencies were divided into two areas – materials development and
‘other’.
The results are presented in the table below:
Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

Materials
Development

1. Embedding the “teaching
voice” in the materials

6

6

4

2. “Scaffolding” learning

4

4

3

3. Reflection and
consolidation of learning

5

4

3

4. Pitching assignments and
assessment tasks at the
right level

6

6

4

5. Ensuring congruence
between stated outcomes
and assessment tasks

6

6

5

6. Developing assessment
tasks that require higher
order skills to complete

5

5

5

7. Clearly developing and
setting out a learning
pathway in the course

6

6

5

8. Pitching the level of
content in the material
appropriately for the target
group

6

6

5

9. Using appropriate
language levels for the
targeted students

6

6

5

10. Promoting an active
learning approach in the
materials

6

6

4

11. Developing learnerfriendly introductions,
linking and summarizing
passages that motivate
students and provide
coherence of materials

6

6

5

12. Editing skills

6

6

4

13. Computer skills

6

6

4

Other

SAIDE

112

Category

Area

(a) Received
training/
support since
1st training
session:

(b) Gained
skills/
competencies
since 1st
training
session?

(c) Started to use
skills/competencies in
classroom/ work
situation?

14. Use of internet (sourcing
relevant curriculum
support materials)

5

5

2

15. Use of Basecamp

4

4

2

16. Integrating mixed
media such as video and
animation

6

6

5

17. Formatting styles

6

6

5

Respondents indicated that they had received training and support since the first
workshop in almost all areas of materials development listed, that they had gained
skills and competencies in these areas. and had even started to use some of these in
the classroom/work situation.
A high number of respondents had received training and support in computer skills,
integrating mixed media such as video and animation and formatting styles.
Respondents also indicated that they felt they had gained skills and competence in
these areas, and had started to use these in the classroom/work situation.

Section 3: Basecamp
Five of the six respondents reported that they were using Basecamp.
Specifically, respondents reported that they were using Basecamp for:
o

Posting of written units;

o

Responding to the consultant;

o

To post messages for others to see and comment; and

o

To check on milestones overview.

Challenges in using Basecamp included
o

Occasional interruption in internet services.

Section 4: Consultant support
Respondents were requested to evaluate the support they had received from the
consultant. Specifically, respondents were requested to comment on:
•

The extent to which the consultant had provided clear directives for the
project;

•

The types of support the consultant had provided and how this support was
provided;

•

The strengths and weaknesses of working in a subject team;
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•

The nature and type of feedback they received from the consultant;

•

Any additional support they would like to receive.

Responses, which are direct quotes from respondents, are provided below:

Question

Quotes from Respondents

Clear directive
provided

Four respondents stated that clear directives had been provided:
“A lot of effort went into explaining the work, outlining objectives and
setting deadlines for certain activities”
“We were given clear directives on what to expect at the beginning of the
project”

Types of support
provided

Course writing and course editing
Structuring of lessons in the unit
Guidance on preparing assessments and assignments (2)
Feedback/Review of lessons developed with helpful comments to improve them (2
respondents)
Sources of additional resource materials
Both individual and collective support

How was this support
provided

Email
Face-to-face
Basecamp
Handouts/ hard copies

Strengths of working
in a subject team

Members who understand what is required and are willing and disciplined

Weaknesses of
working in a subject
team

Members not having the same level of commitment
Members who do not do their share of the work (3 respondents)

Feedback received

Concise feedback on materials

There is collaboration to complete tasks, and encouragement can be provided to others
where needed (3 respondents)

Not being able to meet face-to-face in order to bounce off ideas (2 respondents)
Two respondents said that the team had been blamed for lack of effort and for
being slow and unproductive
“At first, we received some critical and strong comments from our consultant, but
after other submissions, they became less and less. We were told as a general rule to
pay attention to the sequencing of the process, and when writing teaching material,
you have to be conscious all the time of communicating in a way that allows students
to internalize the meanings of the technical language”

Additional support
respondents would
like to receive

Further training in using AutoCAD to enhance drawing presentation in Units,
especially in Technical Drawing
Time away from the classroom to concentrate solely on the development of the
material

Four respondents indicated that the consultant had provided clear directives for the
project. A range of support was provided by the consultant using Basecamp, email
and even face-to-face. The consultant was also providing feedback on the material.

SAIDE

114

Respondents indicated that they wanted the consultant to provide further support in
using AutoCAD and to assist in trying to secure them additional dedicated time
during the working day to work on the materials development.

Section 5: Moodle
All six respondents reported that they had used Moodle, and all six reported to have
participated in the online training
Module

Was the training that
you received
satisfactory?
Yes

Did not
do
module

No

1.Instructional Design: COL Moodle ODL Template

6

2. Working with images and digital photography – using
gimp

3

1

1

3. Creating digital illustrations

2

3

1

4. Audio editing using audacity

0

3

2

5. Video editing using movie maker

0

2

2

6. Introduction to Moodle Learner Management System

4

1

1

7. Moodle course management features (resources,
activities and blocks)

5

0

1

8. Moodle learner management features (enrolment, keys,
logs, scales and calendaring)

3

0

2

9. Moodle administration features

4

1

1

10. Incorporating Web 2.0 technologies into Moodle
learning management system (Wikis, Blogs, RSS Feeds)

0

2

2

Respondents were most satisfied with the first module on instructional design but
were less satisfied with the other modules. In particular, respondents were least
satisfied with the modules on creating digital illustrations and audio editing using
audacity.
Challenges in completing tasks in modules included:
•

Unavailability of the internet at times;

•

Extremely slow server; and

•

Insufficient time.

Respondents were requested to indicate any challenges they experienced in applying
Moodle in their course design:
•

The system is slow and so uploading takes long; and

•

Some features were easy, but it can be time consuming and menial work.

Requests for additional training or support needed to effectively use Moodle in
course design included:
•

Ongoing training; and

•

The ability to add drawings and illustrations into Moodle directly from a
CAD programme.
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Section 6: Second training workshop evaluation
Respondents participating in the second training workshop were requested to
complete this section of the questionnaire evaluating the success of the training
sessions. The training took place over a two week period in late 2009

Satisfaction with second training workshop
Respondents were very satisfied with the second training workshop, as can be seen
in the table that follows:
Strongly
Disagree

Disagree

1.

The workshop was well
organized

2.

The workshop objectives
were clearly stated.

1

3.

The
venue/accommodation
was good

1

4.

The facilitators were
knowledgeable and
helpful

5.

The training
methodologies were
conducive to learning

6.

The workshop was
practical and hands-on

7.

The course materials are
useful

8.

The workshop time was
sufficient to cover the
content

9.

The workshop met its
stated objectives

Not Sure

1

2

Strongly
Agree

4
2

1

1

1
2

Agree

1

1

1

3

4

4

2

3

2

3

3

2

3

2

1

3

From the table it can be seen that respondents were the most satisfied with the
facilitators, and the practical, hands-on nature of the workshop.
The respondents were the least satisfied with the sufficiency of the time to cover the
workshop content and the extent to which the workshop met its stated objectives.

Expectations of second training workshop
The next table presents the results for the number of respondents that expected
certain content from the workshop, and the number of respondents that felt that their
expectations were met.
Expected from the
workshop
1.

Further training on Basecamp
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2.

Further assistance following Moodle
online training

6

4

3.

COL Template

3

3

4.

Power Point

2

2

5.

Including audio materials

4

1

6.

Working with graphics

3

2

7.

Pod casting

2

1

Most respondents expected the training workshop to provide further assistance
following the Moodle online training, and some respondents indicated that this
expectation was met.

Anticipated challenges for completing the materials
Anticipated challenges in designing and developing materials included:
Using AutoCAD software competently and confidently
•

Copyright issues in using photographs and videos;

•

The capacity to post complex drawings in Moodle;

•

Completing materials in the limited time frame;

•

“Developing diagrams for Technical Drawing is different to other subjects as these
diagrams need to be done in CAD first, and then taken into the main document.
There also needs to be uniformity between the different diagrams in the different
sections”

Anticipated challenges in collaborating using the platform included:
•

Unproductive team members.

Anticipated challenges in using multi-media included:
•

Creating the multi-media or even sourcing available materials;

•

Availability and access to multi-media equipment in schools; and

•

The size of files that can be posted in Moodle.

Further training and support required for the completion of the materials
Requests for further training and support required for the CoL template included:
•

The ability to post complex CAD drawings in the template

Further training was also requested for using Moodle and for incorporating multimedia.

Section 7: Support provided by the open schools
The open schools were meant to ensure that all teachers had access to computers and
the internet:
•

Access to computers:
o
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Two respondents indicated that they used computers at work and at
home;
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o
•

•

Four respondents indicated that they had used computers at home.

Access to the internet
o

Three respondents indicated that they has internet access at work

o

Three respondents had internet access at home

o

One respondent reported that internet speed was sometimes slow and
uploading large files was sometimes problematic

Respondents were asked whether they would be provided with any
monetary incentives and five respondents said they were provided wth
monetary incentives for the work, though some reported that it was
insufficient.
“My motivation is that my hard work in producing drawing material over
the years has finally paid off by being called to a team to produce material for
distance learning”

“Monetary reward can be an incentive if it is adequate and timely. However,
I view this course writing exercise as a labour of love for the benefit of
learners and I really value the professional enhancement I am receiving”.
Respondents were asked whether they had dedicated time during working hours for
materials development and four respondents said they had dedicated time.
Few respondents provided an exact number of the hours they spent per week on
developing materials, but most reported that materials were developed before or
after work or on weekends.
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Appendix B1
Materials evaluation summary report: Lesotho Grade
12 English
Section A
Congruency between Course Blueprint and Unit 1 of the
Grade 12 English materials
1. Learner Profile
The unit examined is Unit 1 of the Grade 12 English COSC in Lesotho. The focus of
the unit is described as “ Verb Tenses” though the unit itself deals w ith other
grammatical phenomena that have nothing to do w ith tense.
Course Outcomes are clearly stated in the Blueprint. This unit is assumed to respond
th
to the 6 Course Outcome, Apply the correct use of English grammar in both academic and
social settings. The unit has its ow n set of outcomes and there is a close match
betw een stated outcomes and actual course content.
The language used in the unit is fairly simple and undemanding, suggesting an
attempt to reach the envisaged learners w ho are older students, dropouts or those
repeating Grade 12, or adults hoping to improve their employment prospects. The
content level is also simple, too simple in places. This is particularly evident in some
of the activities and exercises (A ctivity 7, exercises 1.2, 1.3, and assessments 3 and 4)
w hich are really so simple as to provide no opportunity for learning at all. In these
activities and exercises the task is to change present tense to past tense, or identify
w hich tense the sentence is in. This is a good example of meaningless, routine drill,
placing undue emphasis on an aspect of the w ork (in this case the tense) w hich is not
actually the point. In the use of the past progressive tense, for example, asking
learners to change sentences into the present progressive tense (as in Exercise 1.2)
fails to test the key feature of the past progressive w hich is to describe w hat w as
happening w hen something else happened.
The materials are gender sensitive and fairly w ell matched to the demographic
spread envisaged in the Blueprint. This unit uses many sentences as examples of verb
forms and tenses – as one w ould expect – and many of these suggest a school-going,
younger learner. This is appropriate for the majority of envisaged learners w ho are
described as “ school dropouts” . H ow ever, in terms of catering for employed adults,
the other significant group in the target market, there are perhaps not enough
examples of activities from the w orkplace.
M ore significant is the complete failure of the materials to address one of the key
challenges identified in the Blueprint, namely that of learner isolation. It is
understood that the envisaged learner is not attending formal classes in the company
of other learners, hence opportunities for cooperative, ‘social’ learning are restricted.
The learners are thus entirely dependent on these materials. Since the learners are
also described as lacking in the w ill and skills for independent study the materials
become crucial as the learners’ only opportunity to develop their skills and
know ledge. In this sense the materials are extremely limited, consisting entirely of
contrived examples to demonstrate grammatical rules and provide practice. Without
recourse to authentic examples of, say, active and passive voice as one finds in
new spaper reports, these learners are unlikely ever to think of the skills they are
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learning as anything more than ‘academic’ know ledge required to pass an
examination.
2. Assignments and Assessments
The materials include a number of formative assessments along the w ay, and an
assignment and assessments at the end of the unit. The unit also provides feedback
in the w ay of answ ers. H ow ever, as described above, the level of these assessments is
often either too low to be of any consequence, or misdirected in some w ay. In general
the assessment approach in the unit lacks creativity.
3. Instructional design
The unit has been designed in accordance w ith Gagne’s Events w ith notable
omissions and w eaknesses. While sections generally start w ith some attention
grabbing strategy, these do not provide an introduction to the w ork at hand. To
illustrate, the unit opens w ith a fairly successful ‘hook’ to the w orld of verbs w here
the w riter cleverly uses verbs to draw attention to the importance of understanding
verbs. But subsequent sections begin more bluntly, simple announcing ‘w hat’s next’
rather than providing a rationale or motive. The unit does state its outcomes clearly,
but fails to provide for recall or retrieval since there is no attempt to link to previous
w ork or prior know ledge. Then content is presented and taught – though w ith little
guidance – follow ed by practice, feedback, assessment and a limited form of transfer.
On the w hole, then, the materials follow Gagne quite closely but in the omission of
linking w ith previous w ork or building on prior know ledge the materials miss
valuable opportunities to personalise the w ork.
There is reference to the possibility of additional materials in the context of the online course only, and since access is seen to be extremely limited this seems a hollow
promise. This aspect has not been though through at all. It is not clear w hy the print
version (the only viable one in reality) should not be accompanied by
complementary enriching materials. The inclusion of authentic new spaper, magazi ne
and other print materials is likely to have a pow erfully positive effect in the learners’
grow ing understanding of English as a cultural medium rather than a ‘subject’.
The Blueprint refers to ‘periodic face-to-face tutorial contacts’ but this has not been
incorporated into the design at all. There is also reference to a ‘tutor’s guide’ but no
evidence of such a document.
There is little reference to time allocation. The duration of the entire course is pegged
at tw o years, and the designer envisages learners spending ‘1 hour per day, 5 days a
w eek for 38 w eeks’ of the year, totalling 190 hours. N o attempt at micro-timing (of
assignments, or activities) has been made.
In summary: While the materials seem to be a fairly good match w ith their intended
learner population they do not in fact satisfy requirements for distance learning in
resource-poor environments. The materials restrict understanding of verbs and verb
tenses to contrived ‘text-book’ examples and make no attempt to locate grammar in a
broader w orld of w ork and life. The teacher’s voice – w hile present – is mostly
restricted to social, emotional ‘team-talking’ rather than ‘teaching’, e.g.I hope you are
doing well; I am sure you have enjoyed and perfectly understood the present perfect tense. I
did myself! A nd so on. M any of the examples and exercises set do not test the
skill/ know ledge in question, and are too simple for Grade 12 A dditional Language.
In essence, the absence of meaningful time allocations as w ell as a sense of coherence
and progression relegates these materials to a series of tenuously collected exercises
and activities rather than a ‘unit’ of w ork.
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Section B
Evaluation of print-based materials
Context and Content
The materials do cover the outcomes; in fact the materials seem to have been quite
carefully planned to align w ith the outcomes.
There are no explicit links to follow ing units. In this sense the unit seems selfcontained. Since the follow ing unit (Unit 2) covers parts of speech one w ould
expected reference to it. M oreover, the absence of recall or connection w ith prior
know ledge (as reported in
Section A ) strengthens the notion that the unit is not perceived as one step in a
‘course’ at all. Its relevance for and to language study in general is not explored.
The content is not entirely accurate. The w riter’s claim (on page 4) that “ you cannot
add –ing to state verbs” is not entirely correct. Clearly all the verbs listed above (love,
mean) can take –ing thereby becoming gerunds or adjectives. It is in their verbal state
that they cannot take –ing, that is, after adding the auxiliary. Finally, one has to
w onder w hy w e’re grappling w ith verbs of state and action w hen the unit is about
“ Verb Tenses” .
M ore errors crop up in the answ ers to A ctivity 2 (page 5), w here marching,makingand

drinking are incorrectly listed as verbs, and could stop is omitted.
Errors also occur in the handling of the present progressive. H ere the materials
incorrectly propose I am teaching at the National University of Lesotho as a valid use of
the present progressive, w hen the meaning is clearly I teach at the … In fact, the
materials (ironically) fail to provide practice in this common confusion, choosing
instead to drill the entirely inconsequential changing of present progressive to past
progressive.
Some of the explanations are also incomplete or simplistic. A n example is the effect
of the use of passive voice w hich the text suggests is appropriate for scientific
w riting. Of more significance is the use of passive to avoid having to name an agent ,
such as in “ mistakes w ere made” . A lertness to this effect opens the door to critical
language aw areness.
In spite of these inaccuracies and omissions, the materials have tried hard to define
key concepts clearly and accurately. Verb tenses are notoriously difficult to define
and the materials have tried to get this right. Sometimes the exact placement of the
key ingredient of a definition could be improved. A n example is on page 8 w here the
key difference betw een the present and past progressive (the auxiliary changes tense)
should be mentioned earlier.
The content is not sequenced in any particular w ay suggesting a series of exercises
and activities rather than a ‘unit’ of w ork, or a course. The absence of sequencing
suggests an inadequate grasp of the challenges posed by tense in English. A possible
approach w ould be:
Deal briefly w ith simple present and past tense in English – this w ould be
picking up in prior know ledge and preparation for w hat is to come. One may assume
that Grade 12 learners are no longer struggling w ith simple tenses.
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Then focus on the tw o tenses that present difficulties, progressive and perfect
tenses. Deal w ith present progressive first because it is simpler and more commonly
used (and also more commonly mis-used, and then build tow ards past progressive.
N ext focus on perfect tenses, again starting w ith present w hich is more
common and also quite subtle, and finally past perfect.
The unit w ould in fact excl ude distinguishing betw een verbs describing action that
can be seen and not seen, and verbs that describe either action or state. The unit
spends considerable time on these matters w hich is frankly a w aste of time. These are
not verb forms that are in any w ay problematic or challenging to learners, nor do
they have any connection w ith tense w hich is the theme of the unit.
The matter of learner profile has been dealt w ith in Report A . In summary, the unit is
fairly w ell geared tow ards its envisaged learner population. The language level is
also suitable, being fairly simple and clear.
Approach to teaching and learning
The unit’s adoption of Gagne’s Events has been discussed in Report A . In general the
unit does w ork according to Gagne – as claimed – though there are some key steps
omitted or misunderstood.
Teacher ‘voice’ has also been discussed at some length in Report A .In essence, the
voice needs to be more ‘teacherly’ talking the learners through the unit, providing
coherence as w ell as (importantly) a rationale for w hy the phenomena in question are
w orth studying. So, for example, the section on progressives could begin by
reminding learners w hy progressive tenses are so important in English and w hy it is
possible to ‘get them w rong’. Instead of this kind of ‘commentary’ the unit currently
simply announces that ‘w e have dealt w ith w ords that show actions … now w e w ill
learn …’
The unit follow s a transmission style of ‘telling’ follow ed by activities w hich test how
w ell learners have ‘listened’. In fairness it has to be conceded that grammar is by and
large pretty convergent in its procedures: there is usually only one w ay of getting
grammar right. To w hat extent the materials could really be ‘open-ended’ and
present know ledge as changing and debatable is therefore limited.N evertheless,
w ithin these confines, the unit fails to utilise the few opportunities that do arise to
look at how grammar affects meaning and intention. One of these – the effect of the
passive voice – has been discussed in Section A . A nother w orth mentioning here is
the use of the present progressive to indicate future tense, as in I am going to town
tomorrow. In summary, w hile the nature of the content limits opportunities for
exploration and discussion, the few that do arise are not acted upon.
A s discussed earlier the content provides no link to w hat is already know n. In this
case the unit could start by ‘reminding’ learners of the simple present and past.
The content generally prepares learners for the activities that follow . The high
number and frequency of activities also suggests and activity-based approached. The
Blueprint describes the materials as ‘highly interactive’. What is debatable is w hether
the activities and assessments w ill lead to active learning. This is because the
activities, like the examples, are contrived, decontextualised sentences. The true
nature and function of a tense – such as the present progressive – is best learned in
authentic usage. Since oral ‘practice’ is impracticable the next best context is one in
w hich the learner needs to w rite a paragraph, or a few sentences, show ing the correct
use of the tense. N aturally ‘open-ended’ assessments such as these w ill require
special management but since the Blueprint envisages ‘face-to-face tutorial contacts’
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this should be possible. In general, both in terms of materials provided for learning
as w ell as those produced by learners, the unit seems happy to w ork w ith
inauthentic, specially created, ‘dead’ linguistic exhibits.
Activities, assignments and assessment
The materials exhibit a limited range of activities. This is part of the w eakness of the
unit. A ctivities typically ask learners to identify a verb form, or change a verb form.
Extended usage of language show ing mastery of verb forms is not required, not any
more creative assessment of this element of grammar (such as creative w riting,
w here the challenge may be to use strong present participles). A ssessment tasks are
clearly expressed and in general do develop the learners’ ability to achieve the stated
outcomes. They do not, how ever, test higher order skills for reasons already
discussed. The few opportunities that do arise to investigate how grammar affects
meaning, tone and intention are not pursued.
Editing and layout
There seems to be considerable consistency in the use of fonts and layout of materials
generally. There is a slight degree of format deterioration – such as single lines
becoming double). Icons seem to have been used consistently. The unit seems w ell
edited. The follow ing errors w ere noted:
•
•
•
•
•
•

Page 1 – line 3 – “ put us to action” is unidiomatic
nd
Page 2 2 last paragraph – one hardly needs “ tw o” as w ell as (2)! This is not a
legal document.
On several occasions the w riter tells the learners to “ continue on” w hich is
unidiomatic (tautologous).
Page 12 2nd line:L “ the difference w ould be i n (not on) …”
Page 15 6th line: “ tw o examples of …”
Page 17 sentence b) Experiments have been conducted by the sci enti sts to
test …

Overall comments
These materials are unlikely to promote effective self-study. This is because the w ork
is presented as meaningless, self-contained exercises and activities, w ith no reference
to how this aspect of language occurs in the real w orld and w hy it may be important.
Opportunities for exploring relevance and social importance are left unexplored. The
unit presents grammar rules for their ow n sake. Since learning is envisaged as
happening only w ithin the narrow confines of the materials it follow s that learning is
likely to remain limited and ‘academic’. In the absence of a teacher voice ‘leading’ the
learner through a systematic set of learning experiences learners are likely to live up
to the depressing expectations set out in the Blueprint, namely that “ only a small
minority w ill be sent to the final part of the course” and that “ most students are not
sufficiently prepared to sit the examinations and succeed.”
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Conclusion
The most significant w eakness of these materials in terms of their potential to
promote self-study is the absence of “ a teacher” . Distance materials can only succeed
if the materials take on the role of teacher and these materials fail in this regard. They
fail in especially tw o w ays:
Because the unit has not been conceptualised as a coherent series of learning
opportunities that build on each other (see page 3 for an example) there is no
meaningful guidance through the unit. The various sections of the unitare separate,
apparently disconnected activities rather than logical steps tow ards an outcome. The
teacher-voice is unable to provide ‘content’ guidance or even a rationale for w hy it is
important to learn about tense (and voice) and hence provides mainly
social/ emotional support.
The unit’s failure to move beyond its ow n contrived examples of sentences
restricts the materials’ ability to teach ‘about language’ and how it is used in real life.
In the context of distance learning it is particularly important to move beyond the
confines of inauthentic learning materials into the real w orld w here language occurs
naturally, and this unit fails to do this. It is clearly not enough to suggest that the online version of the course w ill include supplementary materials, particularly w hen
one is aw are that Internet access is extremely limited. The print-based materials also
need to provide supplementary texts draw n from everyday life.
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Appendix B2
Materials Evaluation Summary Report: Lesotho
Mathematics (Grade 12)
Section A
Match between Course Blue Print and Course Materials
Learner Profile:
The stated learner profile in the blueprint indicates that the learners are made up of a
mixed group – both with respect to age and gender – and that the majority of them
would come from urban areas. Three challenges that the learners may face are
identified: isolation from other learners (as distance learners); lack of skills needed
for independent study and lack of competence in English as a language of
instruction.
The level of English language used in the materials would be appropriate for second
language English speakers. There is very little “language” present in this unit – it
appears that the writers thought that by using very little “spoken” English and rather
sticking to numeric calculations following standardised steps, this would facilitate
learning. I don’t agree with this decision on the part of the writers, and would
recommend a more conversational tone, and bubbles with text in them alongside the
algorithmic mathematical steps to offer explanations to the learner while at the same
time offering some encouragement or other information to keep up the learners’
interest in what they are doing.
The content level stated is grade 12 and the content in the unit is appropriate for this
level. The unit outcomes are clearly stated in both the blueprint and the unit. The
first two content outcomes stated in the blueprint are adequately covered. “Problem
solving”, is stated in the blueprint separately as the third “outcome” under Standard
Notation (which is Unit 4 in the blueprint statement of unit outcomes). This is not
mentioned in the ACTUAL unit outcomes as an objective. Although there are some
“word problems” at the end of most of the activities in the text, these are not given
any particular “problem solving” status, not do they qualify adequately as such.
The materials do not show particular attention to the gender or other characteristics
(e.g. age, rural/urban, culture, language). This characteristic of the materials may
result from a conscious choice on the part of the writers NOT to favour any specific
“type” of learner, but the end result if a rather “characterless” set of materials, which
is mathematically sound but which does not appeal to an audience in any particular
way. Most of the questions are purely numeric, those that are contextualized relate to
the planets and the solar system, they do not present a “representative spread”.
The challenges identified in the blueprint relate essentially to capabilities of the
students (to study independently) and their language ability. The first and second
bullets in the blueprint (It starts with clear, measurable, achievable learning
outcomes; and, Content is presented in manageable chunks, which helps ensure
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success and increase confidence) were kept very clearly in the minds of the writers
and evidence of design with this in mind is strong in the materials. This is good, as it
does assist students to work through materials (especially maths materials) step-bystep and grow in confidence. The third bullet however was not well actualized in the
materials. (The material is highly interactive. The learner never does a lot of reading
before they have to actively work with or think about the content.) Interactivity
requires more than just “not a lot of reading before action” (I think that one could say
that this interpretation of interactive materials IS evidenced in the text.). BUT
interactivity requires that the students can discern the voice of an encouraging
teacher, guiding them though the materials, that ultimately inspires greater
confidence and motivates them to continue working through the text.
Assignments and Assessments
The stated formative evaluation activities and summative unit assignment are
present in Unit One. The “formal assessment” (summative) mentioned is NOT
present in the unit.
The blueprint states that “feedback will be provided for each activity”. The
“feedback” is present in the form of meticulously worked step-by-step solutions, but
again a “guiding voice”, which could be more evident in such feedback, is absent.
The guide is authoritarian – the steps are inflexible and followed in exactly the same
way each time. There is no room for questioning or investigation or alternative
approaches. This feedback is re-assuring in some way (in that it is repetitive and
unchanging), but it may not reach a wider group of students, since it lacks a
conversational tone. Feedback really needs to be more than just a worked solution.

Instructional design
The blueprint sates that Gagne’s nine events of instruction are used as a guide for the
materials design. This approach is exemplified to an extent in the materials – but
without sufficient “life”. The steps are followed, technically, but the voice of the
teacher is not “alive” enough to communicate effectively with the reader, and so the
tone becomes one of pure authoritarian instruction rather than drawing a student
along through a mediated learning pathway.

Time allocations
There is an overall time given for the full course in the blueprint (2 years – 1 hour per
day, 5 days a week fro 38 weeks, a total of 190 hours of study is recommended.) No
mention of time is made in the actual materials.

Learner Support
The statement about learner support in the blueprint indicates that “learner support”
is envisaged more as an “outsider” role, carried out by a tutor. The blueprint
mentions a “section where you can write to your tutor seeking clarification about the
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content of the corresponding workbook” but there is no evidence of this in the actual
unit. The blueprint also mentions time-tables for face-to-face sessions, which are not
present in this unit but would more likely be present in another general guide for the
course.

General comments:
Content-wise there is a good overall match between the blueprint and the actual unit.
The aspect of problem solving is not adequately covered in the text of this unit but
this could be addressed by improving the range of problems included in the text.
Feedback and guidance offered on the problems also needs to be more interactive,
treating them as problems and talking the learners through approaches to solving the
problems.
Interactivity (as mentioned in the blueprint) is not sufficiently well interpreted – it
has been interpreted more as DOING maths in a step-by-step follow the routine type
of approach, rather than a voice that guides the student through the text, anticipating
problems, suggesting solutions and so on. This will be expanded in more detail in the
next section of the report where some examples of ways of changing this aspect of
the text will be given.
Feedback, as mentioned in the blueprint, is given, but it also lacks substance, merely
repeating the methods laid out in the instructional part of the text several times over,
in exactly the same way, using the exactly same words as in the initial explanations.
Improved, more conversational and varied feedback, would serve as “built-in”
learner support (in the materials) rather than leaving learner support to contact with
a tutor, which may or may not happen, as is often the case with distance learning.

Section B
Evaluation of course materials: Unit One: Standard Form
Context and Content
As mentioned in the report on the matching of the unit outcomes to the blueprint
outcomes (for the unit) the main content of the unit is adequately covered but the
aspect of problem solving was glossed over to an extent and requires further
attention. The content is accurate and well stated (mathematically) but in a way
which may be difficult for a person who is not mathematically proficient to follow.
The definitions and methodological explanations are written concisely – using
mathematical language, there is not much “interpretation” offered to a non-maths
reader. The sequence is logical, and the use of “language” has been limited, to that a
diligent reader, who follows the working in the given examples and perseveres
through the rest of the examples in the activity matching methodological steps as
they go along should be able to do the work. But the conceptual understanding
gained from such activities may be limited. Particularly because the activities are
very similar to each other (numerically) – this does not allow learners to move away
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from the “given” examples to other examples which are completely different, when
they encounter such examples.
Links to related theory (in this case the use of exponents) are made. In the
introduction a brief mention is made of the prior knowledge of writing numbers as
“powers of ten”. This introduction could be improved by using an example (such as
the two it uses in the opening sentence) – and relating the introductory explanation
to this example, rather than linking it to the simple notion that “1000 can be written
as 10 3 ”. Other links made to the theory of exponents (the use of the laws of
exponents) are made throughout the text – but with very little real explanation –
things are just stated – and then used. There is only one “fact” that is given special
status as is noted each time it is applied, which is the relationship between positive
and negative powers: the following comment “(Remember that 10 − 4 =

1
)” is
10 4

given each time conversion between a ower in a fraction and a negative power is
made. All other manipultations are carried out as if the learner is able to perform
them without any difficluty.
The contextual development of word problems requires further attention – this
section lends itself to contextualisation (in more than just the area of the solar
system). The writers could source problems from other areas (such as medications,
food/health (vitamins), mass (of very large and very small cars/trains/trucks, etc.)
This could be done with greater recognition to the learner profile.
The sense I get from reading the text is that language has been avoided to “simplify”
reading. But I don’t think that this works – it actually makes the text less accessible to
a person who knows no maths but may be interested in reading it. I think that a more
friendly tone, using short, simple phrases to explain steps in working and to expand
on dense mathematical definitions would be useful and open the text up to a wider
audience.

Approach to teaching and learning:
As indicated in the blueprint match report, the writers stated that they were guided
by Gagne’s nine events of instruction in the writing of this unit. They say that “Each
unit will contain an introduction, learning outcomes, terminology, the content,
activities, feedback, a summary, an assignment, and an assessment. This essentially
follows Gagné’s nine events of instruction.” (Blueprint, p.18). If one reads through
the unit, each of these nine events is present. The problem is that the “energy” of
interpretation of these events and translation into ODL materials is lacking. For
example, in the first step, the idea is to “capture the attention of the student” (Kruse,
p.1). The purpose of this is stimulate curiosity, which in turn will “motivate students
to learn”. The dry, decontextualised introduction to Unit 1 is not likely to stimulate
much curiosity on behalf of a diverse learner group. The basic information given is
essential – but it needs to be added to if it is to really captivate/enthuse its readers.
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Throughout the text, the dry, authoritarian voice of spells out how everything is
done. There are no conversations, the reader is not actively engaged bar from
working through the repetitive examples, which are VERY repetitive, since even the
numbers hardly vary in the examples. To change this requires just a little more work
on altering the activities which have been pasted, so that at least one is not
recognisable as a paste from the other.
The “voice” could be introduced more often using speech bubbles alongside the
algorithmic working, explaining (where necessary) the steps, or adding comments
which might motivate the learner. The sentence above the working, which sets out
(very correctly) what follows in the working, is not really an adequate explanation
for a learner who is unfamiliar with the work. This is the style followed in every
worked example, and I do think it could be improved. For example (the next
example is taken from Unit 1, only the speech bubbles have been added, to show an
example of what I mean by a “friendly guide”):
12 334 becomes 1.233 4 if it is divided by 10 000, which is equal to 10 4 ; so multiply 12

10 4
, and simplify to a × 10 n where, a is one or any number, in decimal form,
334 by
4
10
between one and ten; n is an integer.
12 334
First, we multiply 12 334 by
= 12 334 ×

=

10 4
10 4

12334
× 10 4
4
10

12334
=
× 10 4
10000
= 1.233 4 × 10 4

10 4
(remember, this is
10 4

sometimes called “one in disguise” because it actually
equals one). We do this because we have worked out
that if we divide 12 334 by 10 000 we can change it into
a number between 1 and 10.

Next, we split up the

10 4
, so that we can do the dividing that
10 4

we want to do. Look carefully at the two steps involved here.

Now we have written 12 334 in standard notation, as a number
between 1 and 10 multiplied by a power of ten.
The style of the unit at present is very much typical transmission style – facts and
definitions are given, methods of calculation are demonstrated and then examples
exactly like those demonstrated are given for the learners to work through. Now in
maths, this is often what happens, since things are well defined and methods are
tried and true, but I do think that this text needs a stronger friendly voice to guide
the learners through their activities. This voice can also make the links to prior
knowledge and other content more accessible to learners, and enable the learners to
more successfully undertake the activities.
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I do think that the writers have tried to write for “activity-based” learning, in that
they have written examples, followed by “guided examples” followed by an activity.
If the worked examples were expanded with improved guidance, the style of the
“guided example” that follows could be altered, and together this may provide a
better lead-in to the activities that follow. There is not adequate opportunity for
“structured reflection” that could assist in consolidating new material built into the
materials. One idea that could be used to allow for reflection is to provide a worked
solution and to ask learners to find the error in the working. If they are able to find
an error in another persons’ working, they demonstrate understanding of what is
required.

Activities, Assignments and Assessment
The activities systematically cover all content introduced. As mentioned above
though, they are too similar to each other, (as a result of cutting and pasting) but this
can easily be remedied by taking time to more effectively change the pasted
examples so that they are unrecognisable as a paste from the previous activity.
Learners need to work with as wide a range of examples as possible, and this
includes the number range in the tasks set. The technicalities of the shift from (for
example) addition to subtraction are not mere “technicalities” to the learners, and a
real shift from the one activity to the next would be better.
Tasks are very clearly Lid out and instructions are very clear. Learners would be very
sure about what they are meant to do when and where. The tasks do cover the work
introduced in the prior activities, and do build the learners’ ability to achieve the
sated outcomes. As stated above, I do think the style of writing and voice embedded
in the materials could be improved to reach a wider target audience other than the
diligent person who proceeds without question to follow instructions, who is
unafraid to work out how definitions are being applied and what mathematical steps
have been carried out, without a guiding “voice” to reassure him/her what they are
doing and what they should do next. As illustrated above, I think this voice can be
added without significant change to the maths in the text, which is sound, logical
and correct, but possible alienating to a reader who is afraid of maths and doing
maths.
There are no tasks that call for higher order skills – no real problem solving, no
opportunity for critical thinking or analysis. This could be added, with the addition
of even just one problem per activity, phrased in a slightly different way, requiring
interpretation before rote repetition of the standard algorithm, and it would be
beneficial to the learners.
I also just need to note, in case it was forgotten, that the summative assessment task
is not present at the end of the unit (as indicated in the blueprint). If necessary, this
needs to be written and included in the unit.
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Editing and Layout
The layout is very professional and the template has been effectively used. There is
no scrambling of text. (Just one of the “subtext messages” came up in the printing of
the document (on the first page – a message appears in the introductory text which
reads “Error! Reference source not found”. I am not sure why, but this needs to be
removed.)
There are no illustrations (etc) and quotations/extracts as such. There is one table
illustrating the difference between “correct and incorrect” standard form (it appears
on pages 4 and 26 of the unit). This may have been taken from a source (not
referenced). (On page 26 the decimal point in the table is not correctly formatted.)
The language used is good and there are very few typographical errors, though there
are a few. (p. 4 – check spelling of “twenty” in (a); all cases where units of
measurement are written – they should not be in bold, and there should be a space
between the numeral and the symbol for the unit of measurement; all numerals for
numbers greater than 1 000 need to have the spaces indicating the grouping in
thousands, millions (etc). In equation editor the manner in which spaces can be
inserted between numerals is by pressing “control space” (I think this is where the
problem arises.); p. 10 – at the bottom of the page – rather write the heading of the
sub-section “Multiplying numbers in standard form” than what is written there –
this is consistent with all other similar paragraphs); p.18 solution to worked example
−
 4
8
NOT 0.5 × 10 −9 (as in the text). This error needs to

2 – NB – there is an error in the calculation -   × (10 − 5 − 4 ) - the simplification of the
powers here results in 0.5 × 10 −1
be followed through and corrected in the rest of the working of this example; this
same maths error is repeated on page 20 and needs to be corrected.) I do think the
unit was carefully edited and it is very carefully written and well presented.

Overall comments
The main attention in revision needs to be given to the inclusion of the “voice” of the
guide, greater variety in the numbers of the successive activities and more conscious
inclusion of problem solving requiring higher order thinking. There are two other
points not yet mentioned that need to be raised and considered in the revision of the
unit.
The measurement terminology which is given immediately after the outcomes is
given without explanation why it is there. I can see, when I get to the end of the
activity for the first sub-section, that it is there because units of measurement are
introduced in the word problems. I do think this needs some overt explanation in the
text, and that in the context of the working of the word problems, even further links
could be made to systems of measurement, their units and so on.
The unit indicates that “no calculator” is allowed. For the best part, this is not a bad
idea, but some of the numeric calculations are complex and would require long
multiplication/division, which may distract from the purpose of this unit. I would
suggest simplifying the numbers OR (preferably) allowing calculators when the
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numbers do not simplify easily. (In realistic settings, numbers are not always
“simple” so we rather allow the use of the calculator to enable working with “real”
examples.) I think the writers need to give it some thought and decide what they
think needs to be done about this.

Conclusion
The points that have been made above can be summarized as follows:
The content in this unit is accurately explained and provides many activities to allow
learners the opportunity to consolidate the learning of the algorithms presented.
Thus to a certain extent the materials could promote effective self-study. However, as
already mentioned, this effectiveness is limited by the poor development of the voice
of the “guiding tutor” who speaks to the learner as he/she reads and works through
the materials. The voice needs to be more friendly, make better links and vary the
explanations in order to reach a wider audience.
As mentioned above, the numeric variety in the examples could be improved. Even
for the diligent learner described above, the similarity between numbers in the
successive activities may not be adequate to allow full generalization of the concepts.
These are in many cases small changes that will greatly enhance the quality of the
text. There are typographical errors (noted above) that should also be seen to.
The use of a calculator in this particular section (standard form), where very large
and very small numbers from real life can be used in problem situations would be
advisable. The curriculum requirements of the countries for which the materials are
being developed would need to be consulted to confirm this, but calculators are
being used more, in certain cases, and this might be one of those cases.
The “problem solving” aspect of the unit needs attention – this is work that learners
are known to need extra guidance with – it cannot just be assumed that they will
read and interpret word problems. Also, some problems should be set that require a
little “extra” thought. Learners must be given the opportunity to develop real
problem solving skills.
The position of this unit (named Unit 1, but identified in the blueprint as Unit 4)
needs to be considered. It requires a good base of knowledge of indices and working
with the laws of exponents. I do think that this unit should follow after a unit on
indices (indicated in the blueprint as Unit 3).
I hope that what I have written will enable the writers to improve on a very well
written first draft of a unit and that it will also be useful for them to consider as the
flesh out the writing of the remainder of the course.
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Appendix B3
Materials Evaluation Summary Report: Namibia Life
Science Grade 10
Section A
Match between Course Blue Print and Course Materials
Overall there are a number of gaps in the match between the Course Blueprint and
the Course Materials.
Learner Profile
The Learner Profile is not present in the Course Blueprint. The only information
provided is that the learner will be at a Grade 10 level. In the section on
Learner/Instructional Support in the Course Blueprint there is some information on
the method of delivery which provides some information about the learners – some
may be doing the course purely as self-study and others will be doing the course at a
conventional school (why do these learners need this particular course?). Also there
is no indication of what challenges the learners face.
The following questions need to be answered:
•
•

•

Are the learners doing the course for the first time or are they repeating
the course, having failed at school?
What is the proficiency of the learners in English? Are they used to
instruction in English or have they previously had instruction in their
home languages?
What challenges do the learners face – Will they have problems getting
the course materials? Will they have the resources to successfully work
with the course material? Will they have enough time to study? Will they
be able to access the learner support centres? Etc.

The Learning Outcomes (course and unit outcomes) need to match up. The unit
outcomes are clearly stated in the Course Blueprint and the Course Materials. There
is a comprehensive list of outcomes but they do not match up in Unit 5. Most of the
unit outcomes listed in the Course Materials are missing from the Course Blueprint
and one set of unit outcomes (the ones relating to blood and the circulatory system)
are missing from the Course Materials. These will also have to be checked in other
units.
Not all the unit outcomes given in the Course Materials are covered by the content.
For example, the unit outcomes ‘suggest how different levels of activity can influence
the rate of breathing’ or ‘discuss the influence of drug abuse on families and
communities’ on page 1 are not discussed or explained in the unit.
There is very little match between the context of the learners and the presentation of
the content. The content could be given to learners anywhere in the world. There
has been little or no effort made to place it in the county or culture of the learners. A
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few examples use a Namibian context (e.g. mention of alcoholic drinks in Namibia
on page 49 and examples of drugs on page 51). In this unit there are many potential
opportunities for the use of examples within a Namibian context to be used,
particularly in the choice of diagrams and photographs.
Assignments and assessments
The whole issue of assignments and assessment is confusing. Although a discussion
on assignments and assessment appears in the Course Blueprint, it is not detailed or
comprehensive and does not provide sufficient guidance for the team developing the
course material.
The following problems need to be dealt with in both the Course Blueprint and the
Course Materials:
•

•

•

•

Assignments are presumably done at the end of each unit. It is not clear
whether the assignments are summative or formative or who will assess
them. It is also not clear what the results of the assignments are used for.
Assessments are supposed to be built into the course but it is not clear
who will be doing the assessment (although self assessment is mentioned
in the Course Blueprint on page 9) and feedback given (from who if the
assessment is assessed by the learner in self assessment?). It is not made
clear whether assessments are formative or summative.
Activities are mentioned in the assessment section but there is only one
activity given in Unit 5 (a practical activity on page 11) and there is no
assessment discussed in the Course Materials. It is not made clear
whether activities are formative or summative or who will assess them.
‘The duration of each assessment activity will be dealt with as indicated in
the Course Blueprint’ is written on page 9 of the Course Blueprint, but
there is no evidence of this in either the Course Blueprint or the Course
Materials.

The types of assessments also need to be far more varied. All the assessments
(except the activity) in the Course Materials follow the same approach – simple
traditional content-based questions. There needs to be more practical investigations,
analysis of data, case studies, research assignments etc. to get a much more balanced
and broad evaluation of each learner.
Instructional design
There is no evidence that any learning theory or any other approach to teaching or
learning was used in the design of the materials. None are mentioned in the Course
Blueprint in the section on instructional design and none are evident is in the
development of the material in Unit 5 of the Course Materials.
However there is quite a lot of information provided about the provision of the types
of materials that will be developed or used to compliment the print-based materials.
A comprehensive list of multimedia resources are provided on the last two pages of
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the Course Materials giving a number of websites that provide additional
information, animations and illustrations, most of which learners will find interesting
and useful.

Time allocations
An overall time frame is given for the course in the section on Course Structure and
Recommended Learner Schedule on page 12 of the Course Blueprint. However the
details are missing. There needs to be a plan that learners can follow which will tell
them how long to spend on each unit, how long to spend on each activity and how
long to spend on each assessment and the assignment for the unit. They also will
need a list of due dates for their assessments and assignments. They will need this
information so that they can organize their time effectively.

Learner support
Although there is a list describing learner support on pages 11 and 12 of the Course
Blueprint, there is no mention of how this will be provided in the Course Materials.
The team needs to make sure that this information is present in subsequent units so
that the learners know what to do, where to go and who to ask for support at the
different stages of their progress through the coursework.

Conclusions and recommendations
The Course Blueprint has sufficient detail in some sections (e.g. the unit outcomes
and leaner support) but needs to provide far more information in other sections (e.g.
the missing section on the Learner profile, the section on assessment and
assignments and the section on instructional design).
All administrative and course information that needs to be present in the Course
Materials also needs to be present in the Course Blueprint in the form of a detailed
and comprehensive plan. This plan, if followed will match up the Course Blueprint
and Course Materials much more effectively than at present.

Section B
Evaluation of course materials: Unit 5 The Human Body
– Part 1
Context and Content
There is no learner profile, and very little attempt has been made to contextualise the
content for Namibian learners. This would not have been difficult to do as
pictures/photographs of local people doing familiar things are easily inserted into the
material, and case studies or data response questions using local material could have
been sourced from newspapers or local websites and then used in activities or
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assessments/assignments. Only one or two examples mentioned in the unit are
actually placed in a Namibian context (e.g. examples of drugs on page 51).
Learning outcomes/objectives are provided for both the course and the units. Some
of the unit outcomes are missing from page 2 in the Course Material – specifically all
the unit outcomes from the topic ‘blood and circulation’. None of the course
outcomes are addressed in Unit 5 and some of the unit outcomes are not covered by
the content of the unit. For example, the unit outcomes ‘suggest how different levels
of activity can influence the rate of breathing’ or ‘discuss the influence of drug abuse
on families and communities’ on page 1 are not discussed or explained in the unit.
The content or knowledge in this unit is accurate but it is not explained very well. It
is presented in a very old-fashioned way and it is not linked very well or developed
in a logical, developmental and scaffolded sequence. Learners are more likely to get
more out of a well written and illustrated textbook than these notes.
Unit 5 is a very content heavy unit of work and many new words or terms are
introduced to the learners. They need to be led into the content more gradually. A
good introduction would remind them of the content that they learned in previous
grades. When new words or terms are introduced they should be explained in the
body of the text, and then an activity or questions should be given to the learners to
make them processes these words and to learn to use them correctly. The content
could be made more relevant to the learners by adding activities that are based on
practical investigations, that encourage them to apply their knowledge in real world
case studies or examples (in a Namibian context where possible) or that show them
how to do research to find out about recent advances in the field (with guided
questions and resources provided in the material). Each topic should start off with
easier material and then work towards more difficult ideas or knowledge, so that
even weaker learners will be able to make some progress at their first attempt.
There are very few links connecting the different topics in the unit, although all the
topics in this unit can be connected (all topics cover systems that function together in
a human body). For example, the words ‘haemoglobin’ and ‘red blood cells’ are
introduced in the first topic on respiration (but not defined, explained or discussed)
and then are brought up again in a later topic on blood and circulation where they
are described in more detail but with no reference to the first topic.

Approach to teaching and learning
There is no evidence that a particular learning approach underpins the design of the
Course Materials.
There is a pleasant teaching voice that occasionally asks learners questions or asks
them to think about an idea or a process but this only emerges occasionally from
pages and pages of unrelenting text.
The approach is very old-fashioned and the content only consists of factual
information with a few, well used diagrams or illustrations. There is no new
methodology apparent in the development of the material. There is no development
of critical thinking skills or practical skills or application to the real world. There are
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no opinions or points of view given on controversial topics to get the learner to ague
for or against an issue.
There is only one activity in this unit of 77 pages. A self study course should be
largely activity based, to keep the learners interested and involved with the material
that they are studying. It is reasonable to expect at least one activity every two
pages, even if the activity consist of answering questions or comparing two processes
or drawing a flow diagram. Other activities in Life Science should be practical
investigations. It would be easy, for example, to include an investigation to find out
the effect of exercise on the heart rate or to investigate different reflex actions.

Activities, Assignments and Assessment
Activities need to form part of the assessment process. Some of the skills developed
by a learner in this subject can only be assessed in a practical task. It is not clear
whether the learners will be formally assessed during activities that they carry out in
resource centres or with their tutors (reference page 11 of the Course Blueprint). If
they are to assess themselves, they need to be given guidelines or criteria to use.
Assessment tasks are given at the end of each topic and an assignment at the end of
each unit. These take the form of straightforward questions – the type of questions
that traditionally would have appeared in tests and exams, for example, label, draw,
compare, discuss etc. The questions do not assess higher order skills but are based
on the lower levels of Bloom’s taxonomy. Not all of the unit outcomes (and none of
the course outcomes) are assessed in the assessment tasks. For example ‘discuss the
importance in maintaining a balance between intake and loss of water’ is a unit
outcome that is not assessed in any of the assessment tasks or the unit assignment.

Editing and layout
On the whole, the editing is fine. However the page layout is not well thought out –
it appears as a single column in the middle of the page. There is a lot of wasted
space.
There should be far more diagrams or illustrations to make the content a lot easier to
read and to assist the learner in picturing a lot of the more difficult material.
Annotated diagrams would also be very helpful.
None of the diagrams are referenced.

Overall comments
Overall strengths:
• Accurate content and diagrams.
• Good narrative voice.
• Good set of references/resources at the end of the unit.
Overall weaknesses:
•
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•
•
•
•
•

Not enough explanation in the text for learners to get a comprehensive
understanding of the material.
Not enough diagrams/illustrations.
Needs far more varied activities.
Not all outcomes are assessed.
Assessment/activities/assignments do not include higher order questions.

Conclusions and recommendations
In its present form the Course Materials is not suitable for self study. Learners
would be better off with one of the many activity based textbooks that cover the
same curriculum.
The team must review what they have done so far and plan the unit more effectively.
The content must be far more learner-centred, activity based and must cover all the
course and unit outcomes. It must also be contextualised (for Namibian learners)
and must motivate and challenge the learners.
There should be far more illustrations in the unit and annotations instead of dense
text. More activities (and different kinds of activities) should be put into the unit to
develop skills and to provide opportunities for the learners to engage with and
reflect on new knowledge. Assessments should assess all the course and unit
outcomes.

Overall Conclusion
The content of this unit is not suitable for a self study program for Grade 10 learners
for some of the following reasons:
•

•
•
•
•
•
•
•
•
•
•
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It is based on a plan (the blueprint) that is missing some important
information (namely Learner profile, the section on assessment and the
section on instructional design)
It is not put together very well – unit outcomes are missing from both the
Course Blueprint and the Course Materials
The timeframes are also missing from both Course Blueprint and the
Course Materials
The unit from the Course Materials is very old fashioned in its delivery
It does not establish what is already known before introducing new
knowledge
It does not link or integrate different sections
It does not appear to scaffold knowledge or skills
It is not contextualised for a Namibian leaner
It is boring – there is very little to interest or motivate a twenty first
century learner
There are not nearly enough diagrams in the Course Materials to help
develop the knowledge of the learners
There are not enough activities/different types of activities to develop the
learners
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Not all course or unit outcomes are assessed.
Assessment/activities/assignments do not include higher order questions
and they are all the same type of assessment – there is no variety or
assessment of different skills.

140

Appendix B4
Materials E valuation S ummary R eport: Namibia
E nglis h for G rade 10 – Unit 1
S ec tion A
C ongruenc y between C ours e B lueprint and Unit 1 materials .
L earner profile
N o detailed learner profile is supplied apart from the description under A : “ English.
Grade 10. N o prerequisites required.”
This suggests a course open to all learners w ith Grade 9 A dditional Language
English. The language items chosen for the first unit – Simple Present and Prefixes/
Suffixes - are appropriate to learners beginning a course and review ing know ledge.
The level of passages chosen for comprehension and cloze exercises how ever stays
on a bland factual or narrative level w hich is too simple for learners at this level. Eg:
“ M y name is A gnes and I have lived here w ith my family for many years. It is a
good place to live…” or: “ M ary and I w ork in the same office but w e are completely
different…” or “ But it is difficult to get hold of books. They cost a lot of money. A nd
in many places there are no libraries…” In addition the level of some questions is
inappropriately simple. Eg: Three retrieval questions for “ Comprehension” and ten
multiple-choice spelling questions for Simple Present Tense. M ixed w ith these
simple passages and exercises are other exercises and language rules w hich are
inappropriately complex for self study at Grade 10 A dditional Language level, and
w hich are expressed in technical language w hich may be beyond learners at this
level. Eg: “ In the present tense if there is no auxiliary verb w e use do or does
beforehand.” Words in the exercises on prefixes and suffixes include transatlantic,
substandard, monorail, cautionary and shrinkage. Learners are not likely to have met
these w ords before nor are they relevant to any of the passages or to the theme of the
w hole unit (Life in N amibia), so there is no obvious rationale for introducing them.
The impression is of materials that have been cobbled together from different sources
w ithout much sense of audience. These rules need to be rew orked in more accessible
language and mediated through texts w ith relevant vocabulary. While course
outcomes have been clearly stated, and the unit does include practice in reading,
language, listening and w riting as indicated, the materials are unlikely to achieve the
outcomes as stated.
The Unit theme – Life in N amibia – attempts to make the materials relevant to the
learners, but the theme has not been maintained beyond the brief first passage w hich
describes a rural N amibian experience. This is not contrasted w ith other experiences
or cultures in N amibia. The cloze passage is on w orkplace interaction, and the audio
passage is on the SA CH ED libraries in Beaufort, Eastern Cape.
M aterials are not gendered apart from a description of gender-differentiated labour
practices in N amibia. This is presented unproblematically.
The cognitive level of the materials as a w hole is uneven.
As s ignments and as s es s ments
A t the end of Unit One is a section of “ A nsw ers” to w hichlearners are referred for
self-assessment, but there is no checklist / rubric for the longer piece of w riting, the
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formal letter. The informal letter seems to be for tutor assessment but this is not
made clear in the materials.
A lthough the Course Blueprint refers to “ A ssessment and other formative
evaluation” (p 19) it does not seem to supply formative evaluation apart from the
self- corrected single w ord exercises. It proposes three formal assessments (M ay,
June and July), but seems to supply a tutor-marked assessment at the end of Unit
One. Unit One does not contain an example of the three proposed formal
assessments.
The summative assessment w ill be an examination consisting of four papers in
October / N ovember. A lthough a mark allocation is provided (p15) the time
allocation is ambiguous, both referring to “ 1 hour per paper” and to “ Paper 1: 2
H ours.” There is no indication of w hat w ill be assessed in each examination.
The assessment aspect of the materials has been insufficiently developed, especially
in terms of distance learners needs for formative assessment.
Ins tructional des ign
The Course Blueprint does not refer to a specific approach to learning and teaching
and does not give the impression of an overall principle guiding the design.
The materials express a conception of language w hich is rule- and vocabulary-based
and best learned through decontextualised drill exercises. Eg: multiple choice
spelling for simple present tense, matching prefixes to w ord stems, suffix rules and
spelling rules w hich cover 2½ pages, follow ed by exercises completing w ord tables
(34 examples in all). Letter w riting is preceded by a table comparing formal and
informal letters and their formats.
A udio and or visual material w ith activities is planned for each Unit. While these are
mentioned under F: “ Instructional design,” there is the parallel assumption that
many learners w ill not have access to the technology. Therefore provision is made
for contact w ith tutors at centers w hich w ill “ preferably “ be equipped w ith a
computer lab, internet connectivity, multimedia projector, TV sets w ith VH S/ DVD
players, radio cassettes and school library (p18). The materials have been
conceptualized as a distance course through print materials supplemented by other
media for those w ho have access to technology. In addition the course design
proposes tutors based at school “ Centers.” The Centers w ill “ afford learners face-toface interaction and give tutors a chance to facilitate group interaction. Each tuition
centre gives then five hours per w eek per subject” (p18). There w ill also be vacation
tutorials. This suggests the materials have been conceptualized as a “ platooning”
course, and explains to some extent the unmediated nature of the materials
themselves: there is an assumption that tutors w ill be present to mediate the
materials as a text book.
Insufficient attention has been paid to the specific needs of learners w ho w ill not
have access to media or tutors at the Centers.
T ime alloc ations
N o time allocations are provided apart from the general information that
assessments w ill take place at the end of every third unit: 30 M ay, 30 June and 30 July
and at the end of the year, indicating that 9 units w ill be completed by the end of
July, and the other 6 before the summative exams in October / N ovember. This is
possible if Unit One remains in its present form, ie: superficial and rule-based; not if
the materials are deepened and strengthened. In that case the number of Units might
have to be reduced.
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There is no time allocation for the sections of w ork in the unit.
L earner s upport
Tutorial support w ill be provided through NA M COL tuition centers – 5 hours per
w eek per subject – w ith vacation tutorials (see Instructional Design above). There
w ill also be telephone and sms feedback from tutors on assignments. N o guidelines
are provided about accessing this support in the Unit.
G eneral c omments
The Course Blueprint suggests Outcomes and Unit themes that w ould produce a
w orthw hile course for self study, ie: the planning phase seems generally satisfactory
(see “ A dditional Comments” below ). H ow ever the unit presented for evaluation
seems to have been developed w ithout sufficient attention to the needs for distance
learners. In addition the material and activities are unlikely to achieve the stated
Outcomes. A simple example is “ Read and understand different types of selected
texts,” w hen only one text is provided. I suggest that the w riters should be
constantly aw are of matching activities to the Outcomes they are meant to achieve.
In summary: there is a gap betw een the planning and the realization of these
materials w hich seems to come from tw o sources. Firstly, Unit One gives the
impression of materials w hich have been hastily assembled for course requirements,
making them uneven and “ undigested,” and w ith little real sense of audience.
Secondly, the strong tutorial support proposed in the course outline means that Unit
One has been w ritten as a textbook chapter rather than distance learning materials.
M ore careful selection of texts is necessary. A ctivities should focus on the use of
language rather than the production of drill routines and should build carefully on
each other. Explanations need to be given in simple terms, in small chunks and w ith
examples draw n from the texts in the Unit.
Additional c omment
Units 10 – 15 described in the Course Blueprint have a literature focus. The outline of
content provided by the Course Overview (pages 4 - 6) lists the content of these units
as a series of chapter summaries. This is highly problematic for literature study and
as a means to the stated Outcomes (pages 10 – 14). Some of the Outcomes are equally
problematic as appropriate in a study of literature texts. In fact, some could be
achieved w ithout any reference to the novel, eg: “ Describe the value of guide dogs,”
or “ Comment on the importance of family support” (p13). Others focus on
identifying parts of speech, eg: “ Use homophones correctly” (p13). I w ould like to
flag these Units and their Outcomes for revision and possible reconceptualisation.

S ec tion B
E valuation of P rint-bas ed materials
C ontext and c ontent
Reading practice in this unit is provided by a brief, bland passage and three
questions. Language learning is conceptualized as grammar, vocabulary and
spelling rules and decontextualised drill. Listening is provided by an audiotape
describing the SA CH ED libraries in the Eastern Cape and letter w riting is presented
as a contrastive style table and tw o format models before offering practice and an
assessment. It seems unlikely how ever that the materials w ill realize the Outcomes of
the Unit or the course. A lthough the Unit offers the activity it may not achieve the
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outcome associated w ith it. Eg: Outcome “ Read to extract information and ideas” is
supposedly realized through a half-page passage and three retrieval questions; “ Use
prefixes and suffixes meaningfully” is supposedly achieved through pages of
spelling rules w ith tw enty practice items. A t the same time these activities seem
unlikely to achieve the stated course outcomes of “ positive attitudes,” “ using
language w ith confidence,” “ interacting meaningfully.”
The content of this unit is accurate and up to date: rules and examples are correct and
the passages are relevant although unconnected to each other. N o links are made to
follow ing Units, nor are links made betw een activities in the Unit. For example, the
point could be made that you w ould make frequent use of the present tense in the
informal letter describing N amibia, eg: Namibia is a dry country; I livein a village near

Rundu… etc.
In addition, the language and requirements of the first reading passage and some of
the exercises is too simple – about a Grade Seven level – w hile the language of the
grammatical rules is too difficult and technical, eg: “ If the w ord has more than one
syllable and ends in a single consonant, but the stress is not on the last syllable, then
you do not need to double the last letter before adding a suffix.” These particular
spelling rules continue for 2½ pages and should have been placed in an addendum.
The vocabulary generated by the suffix / prefix exercises is too complex and
decontextualised, eg: transatlantic, hyperactive, monolingual .
The decontextualised passages, rules and exercises means that skills are not built up
through the unit. N or is there a sense of the purpose (or real usefulness) of these
language items.
N o reference has been made to the syllabi of other Commonw ealth countries.
Approac h to teac hing and learning
N o teaching approach is suggested or made explicit, and the design of each Unit is
based on a division into Reading, Language, Listening and Writing rather than cycles
of scaffolded learning. The Unit is exercise- rather than activity-based, follow ing a
pattern of rule - exercise – new rule – exercise, rather than giving opportunities for
learners to examine the rules in the context of more authentic texts or their ow n
w riting.
A ttempts have been made to insert a teacher’s voice, but w hile the tone is
encouraging it does not aid instruction or mediate rules: “ Welcome to Unit 1 of this
course … “ “ I am sure you found A ctivity 1 quite easy …” Very often the teacher’s
voice merely announces a change of direction: “ The next section is about prefixes and
suffixes.” Sections of the unit are not linked in any other w ay nor is the logic behind
the selection or usefulness of language items explained (w ith Present Tense and
Suffix/ Prefix it could be the building blocks of tenses and w ords). N o attempt has
been made either to link to learners’ probable previous experience.
Language is presented as a series of rules to master rather than as a system of
meaning making that has purpose and usefulness in learners’ lives. The w riter of the
Unit needs need to think about usage and to make sure that the learners practice
language in context.
Activities, Assignments and Assessment
The course has attempted to ensure variety by including reading, language, listening
and w riting in each Unit (the Course Blueprint omits the Summary and A nsw ers
from its design of Units One and Tw o but includes them in the materials). H ow ever,
these are not linked to each other or the learners’ probable life experience. Exercises
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have been presented for the sake of the rule and the focus seems to be on spelling
above all. If the w ords used for prefix / suffix exercises came out of the passage that
precedes the exercise, orif they could be used in the w riting exercise at the end of the
Unit, they w ould be more relevant. This is not the case.
Self-check answ ers have been provided and the learner is referred to them, but these
are mostly one-w ord answ ers. A formal letter is set as an activity and preassessment practice but the only feedback arrangement is: “ Did you consider the
points given in the table to help you w rite a good letter? Take note that there is no
feedback in the answ er section for this activity.” Unless there is some opportunity
for self assessment through a rubric or checklist this comment is pointless.
Unit One does not provide an example of the three formal assessments w hich w ill be
done at the end of each third Unit.

Questions
The questions of Unit One are clear but do not test higher order thinking. In
particular the first three comprehension questions are w oefully inadequate tools by
w hich to interrogate the text, eg: “ H ow many bundles of reeds does A gnes sell in one
month?”
The stated Unit Outcomes operate on a level w hich the questions and exercises are
unlikely to reach. For example: “ Use prefixes and suffixes meaningfully ” w ill not be
achieved through rules and matching tables w hich are neither about meaning or use.
Editing and layout
Icons have been used consistently but there are a variety of fonts. See page 1: rules
page 5: font A ctivity 5. Some rules are put in boxes and others not. The letter
formats (pages 17 and 18) have jumped around and need to put in a box to look like
the page of a letter. The photograph of A gnes is captioned w ith a quote rather than
labeled, but is clear enough and rules and passages have been referenced. The
passage on A gnes seems incomplete as there are vocabulary items that do not appear
in the text (vibrancy, intricate, decimate). The TERM IN OLOGY section contains w ords
w hich do not appear in the passage and explanations for w ords w hich do not appear
at all. A ctivity 3 has not been labeled. The follow ing errors w ere noted:
o
o
o
o
o
o
o
o
o

… In each UN IT there w ill be a reading text, A language focus …
Unit overview page 7 reverses listening and w riting; Unit overview p1 refers
to formal and informal letter w riting.
Vocabulary items have been left out of TERM IN OLOGY.
Simple present tense w ords in examples need to be bolded – H A VE, STA YS,
DRIVE etc.
Page 9 Example in question box needs to be completed: Do I / you PLA Y?
H ow did you DO IN the activity? (replace FA RE; add question mark)
Unit Summary: TH IS UN IT dealt w ith … SIM PLE PRESEN T tense ….
Prefixes A N D SUFFIXES w ere also …
Leave out explanation of prefix / suffix and put last tw o statements into full
sentences.
A N SWERS TO A CTIVITIES
2.1 a) w orks, d) flies, i) w atches,
5.1 (s) falsify (omitted)

This unit w ould benefit from more visual material – diagrams, maps, brochures etc.
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A note on the template: TERM IN OLOGY has been interpreted in this Unit as
VOCA BULA RY or GLOSSA RY. The distinction needs to be made clear to this w riter.
Overall Comments
The materials in Unit One are not yet suitable for distance learning for a number of
reasons. Firstly the sections are at different levels of cognitive demand: some too
easy, some too difficult. The rules in particular have not been simplified to the level
required for self-study. Secondly learners are not being “ taught” in the materials: the
teacher’s voice does not explain rules, make links betw een sections, justify choices or
suggest links to the learners’ ow n experience. Thirdly the language activities have
been conceptualized mostly as rules and drill. Fourthly,formative assessment for
longer pieces has not been developed. Finally the materials as they stand seem
unlikely to achieve the unit outcomes.

C onc lus ion
The course overview and the Unit Outcomes of the N amibian CoL print-based
materials have been developed in some detail and appear valid and achievable.
H ow ever, the example provided (Unit One) suggests a mismatch betw een the
intended outcomes and the materials w hich intend to achieve them.
Unit One of this course does not provide enough scaffolding for self study at an
A dditional Language Grade 10 level. Insufficient attention has been paid to the
specific needs of learners w ho w ill not have access to media or tutors at the Centers.
The unit does not provide an integrated, coherent progression of skills or levels
although the Outcomes appear valid and achievable. The level of the materials as a
w hole is uneven.
The decontextualised nature of the passages, the rules and the exercises means that
skills are not built up through the unit. Language is presented as a series of rules
rather than as a system of meaning-making that has purpose and usefulness in
learners’ lives. A focus on meaning and language in context is needed.
The need of distance learners for continuous formative and self-assessment other
than self-check lists has not been fully taken into account. Rubrics and other
assessment tools should be included.
These materials do not yet provide enough scaffolding and mediation for effective
self-study at a Grade 10 level. In particular there are problems w ith the mediation of
the rules and w ith the level of the rules themselves. Rules need to be presented in
smaller “ bites,” to be simplified and integrated into the w hole unit.
The different sections need to be w oven together, and developing the teaching voice
of the materials w ill be useful here. A ll texts and vocabulary of the unit should relate
to the same theme – passages, vocabulary, exercises, examples, additional material
etc should build and reinforce each other, and be of a similar level.
I suggest that passages should contain the language features that w ill be focused on
in the unit, for example present tense to used to express permanent states, present
tense negatives and questions, as w ell as examples of prefixes and suffixes. The
learner should be referred first to examples in the texts as each is introduced and be
asked “ baseline” questions about their use in context before being offered a rule or
further practice in context.
Questions on the passages must include some higher order questions.
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A ll practice or assessment must be done in context, not as lists or disconnected onew ord answ er exercises; practice should be short (not in groups of 20!)Practice and
assessment tasks should be prefaced w ith a clear example before the learner is asked
to complete the task.
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Appendix B5
Materials Evaluation Summary Report: Botswana
Geography Grade 12 BGCSE
Section A
Match between Course Blue Print and Course Materials
The Geography Grade 12 Course Blue Print has a total of 16 units. The unit selected
evaluation is Unit 2: Map Reading.

Learner Profile
Generally the level of language used in the material matches the average age of
learners specified in the Course Blue Print and is simple enough for learners who use
English as a second language. However this unit still need a good edit as there are
numerous language errors.
The content matches the course outcomes stated in the Course Blue Print. It also
matches the learning objectives of the unit stated in the in the Course Blue Print.
It was a requirement that the materials should be usable in other countries
participating in the project and that the Course Blue Print should take into account
the equivalent syllabi in those countries. Material developers were supposed to be
provided with syllabi from the different countries. Given the information provided
for this evaluation exercise, it is not possible to determine whether the Course Blue
Print accommodated Geography syllabi of other participating countries, and whether
indeed it is at par with the syllabi of those countries. In this evaluation it is therefore
not possible to establish the match between the material and the Senior Geography
levels of the other participating countries.
It is however questioned whether the content in this unit is in fact pitched at the
appropriate level or whether it should be pitched at a higher level?
The course outcomes are clearly stated in the Course Blue Print and learning
objectives are also clearly outlined at the beginning of every topic in the Unit. The
content dealt with in the topics enables learners to achieve the stated learning
objectives in all the topics.
One of the challenges identified in the Learner Profile is that some of them are rural
and yet they prefer teamwork/groupwork as a strategy for studying. It is not clear in
the materials how this challenge will be addressed.

Assignments and Assessments
The Course Blue Print states that throughout the topics of the learning materials,
learners will be given regular opportunities for self assessment with immediate
feedback. The materials conform to this norm in all the topics that were covered. It
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also states that at the end of each Topic, learners will be required to complete a self marked assignment with feedback provided at the end of the Unit. These end of topic
assignments do not appear in the material, although the author seems to be aware of
this requirement and refers to them at the end of Topics I and 2. The Course Blue
Print also states that at the end of each Unit learners will be required to complete a
Tutor Marked Assessment. This assessment task is included at the end of the Unit.
The questions in the task also conform to the summative examination to be
administered by the Botswana Examinations Council at the end of the two years of
study, as suggested in the Course Blue Print.

Instructional design
No specific approach to teaching and learning is set out in the Course Blueprint.
The Course Blue Print states that throughout the course, learners will use various
media in an integrative way. It also elaborates that where such secondary media are
not available, the course material will provide adequate content coverage to meet the
requirements of the summative assessment. There is an additional note in the Course
Blue Print to the effect that multi-media OER were deferred to the online conversion
phase which will take place after the print-based materials are completed.

Time allocations
The Course Blue Print only gives the duration of the entire course, and not time
allocations for assignments and assessments. The course material however indicates
how long learners should take to cover the material for each topic in the Unit. There
is no indication of how long learners should take to cover the assignment given at the
end of the unit. This omission needs to be addressed.

Learner Support
The Course Blue Print encourages that the material should specify the kind of
support learners will get and whether these will be optional or compulsory. It
specifically encourages material to specify whether there will be any study
groups/workshop/laboratory/online, face-to-face or media-facilitated tutoring, or
counseling. In the material, no indication of learner support strategies is given.

General comments
The material conforms to the requirement in the Course Blue Print to have unit
outcomes and topic objectives stated in the material. The Course Blue Print also
encourages the stating of high-level course outcomes in the materials. One therefore
expected the content to cover high cognitive skills throughout the unit. This was not
reflected in the self-assessment exercises given in the different topics covered. Most
of the self-assessment exercises in the material consist of a few short answer
questions which do not require much thinking on the part of learners. The questions
are typically the simple recall type. This does not prepare Grade 12 BGCSE learners
adequately enough for the final examination.
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It was not possible in this evaluation to establish the extent to which the Course Blue
Print took into account Geography syllabi of other countries participating in the
project. This is because no such syllabi were availed for this evaluation exercise.
Generally, there is match between the Course Blue Print and the material for the Unit
on Map Reading Skills.

Section B
Evaluation of course materials: Unit 2 - Map Reading Skills
Context and Content
The material has some teaching voice in some of the topics covered. In some cases, an
attempt is made to guide as well as motivate learners. For instance, at the beginning
of Topic 4 on page 59 the author writes: You have learnt about many types of landforms in
your Junior Certificate Social Studies Course or Geography. In your own locality, I am sure
there are many different types of landforms. Can you name some of the them?
On page 53 where feedback to the reflective exercise is given, the author writes: Did
you get them right? I hope you remembered to start with the east first and north second.
More of this teaching voice is however needed throughout the material, not just in a
few places. There is also very little on pre-empting learners’ queries. It is commented
in several places in the text that ideas and concepts presented are not being linked
adequately enough through introductions.
Generally the content covered in the various topics is sufficient to cover the stated
learning outcomes. The author also states very specific learning objectives for each of
the topics covered. There are, however a few instances where topic objectives do not
match the level for which the materials are developed- Grade 12 BGCSE. For
example, one of the learning objectives for Topic 4 is that learners will be able to state
the methods used to represent landforms on a map, such as spot heights, bench
marks, and trigonometrical stations. At senior secondary level, merely stating the
methods is not challenging enough; learners need to be able to identify altitude and
describe the terrain using the symbols. It is the application of these elevation symbols
which is more important than merely naming them. There is need to focus on high
cognitive skills like application, synthesis and evaluative skills when stating learning
objectives for the topics.
The content presented is very up to date and there is effective use of up to date
diagrams and maps. The main problem with the material is that there are too many
factual errors. These have been pointed out in the text; eg.
- that the earth takes 24 hours to complete its revolution – the author confuses
rotation and revolution in paragraph 1.7(p.56);
- that the direction of point C from point D is North East (p.25), feedback answer to
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question 1.
- that the bearing of Q from B is 450 (p.31); feedback answer to question 1a.
- that the bearing of point T from point B is 2450(p.32), feedback to question 1c.
- that the gradient from A to B is 1/3 (p.39), feedback answer to question 2a.
- that point X which lies on the Tropic of Cancer is 250 N (p.42), comment
referring to Fig. 25
Learners are bound to get confused because of these many errors. It is important that
the materials be thoroughly content edited before they are published for use by
learners.
Generally, the content is logically sequenced, except in Topic 2 where the section on
calculation of area of a piece of land should immediately follow that on calculation of
linear distance, before introducing direction and bearing. This is because calculation
of both area and linear distance requires learners to be able to use scale.
The learners’ general context was taken into account in developing the material; the
examples of rivers, hills, deltas, settlements and other features used in the material
refer to the Botswana context. There are many other instances where the author
refers learners to local examples. These examples will obviously need adaptation
where the material will be used in other participating countries.
The material is developed in simple language that is suitable for users of English as a
second language. One envisages that most of the target learners in Botswana and in
other Commonwealth Countries participating in the project use English as a second
language.

Approach to teaching and learning
While no approach is stated per se, generally the material may give the impression of
promoting activity- based learning. However, on close scrutiny, despite the many
exercises contained in the unit, these in fact are all require rote learned responses and
fail to truly engage the learner in any deep learning activity.

Superficially the approach used is very close to Gagne’s 5 nine steps of learning. But
the weakness in the way this learning approach is used is that the introductions of
new content dealt with in the various topics are not strong enough in terms of
motivating learners in order to arouse their interest to learn. The material is also
weak in terms of recalling learners’ prior knowledge on the concepts to be covered.
Self study materials should always have in built strategies for deliberately
encouraging learners to recall what they know before they start on new concepts.
The practice of linking new information to learners’ experiences and existing

5
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networks of knowledge facilitates encoding and storage of new information in long
term memory. This can best be done by embedding the teaching voice in the
material, and posing questions that are likely to take learners’ minds back to their
experiences and recall existing knowledge.
The author builds in a lot of exercises that are intended to help consolidate what is
learnt in each topic covered – although this is only achieved superficially due to the
rote nature of these exercises. There is also a summary of key concepts learned at the
end of each topic, although, as commented in the relevant sections in the text, some
of the summaries are not good enough to enable learners to fully consolidate all the
key concepts dealt with in a topic. There is however evidence that the author is
aware of the importance of building into the material activities that enhance
consolidation of whatever is learned in a topic.
It would also be good to provide learners with additional resources at the end of
each topic as recommended in the COL template.
An important pedagogical approach that is lacking in the material is the promotion
of collaborative (or social) learning. The material falls short on encouraging
discussion, group activities and peer support and interaction during the learning
process. Whilst the role of such social learning may be limited where print-based
materials are used, it is possible to anticipate situations where learners can meet in
small groups and have opportunities to share and interact during learning. There is
therefore need to encourage learners to utilize these occasions for collaborative
learning, and the material should make provision for this. The content is presented as
facts for learners to master, although learners are taken stage by stage through the
concepts and examples are widely used. As mentioned above, the social
constructivist approach to teaching and learning is clearly absent in the materials;
nowhere in the materials are learners required to work in pairs or in groups. All the
exercises given suggest that learners work through them individually; the same
applies to the content given.
An important point to note regarding the material is the ability of the author to use
illustrative diagrams and examples in the material. This was done very well and
helps in making the concepts clear enough for learners to master. Tasks contained in
this unit do not appear challenging enough for Gr 12 learners. These tasks should
have questions that test higher order learning skills like the analysis, synthesis and
evaluation skills. It is also ideal for such self-assessment questions to be graded in
ascending order of difficulty in any exercise.
A lot of the sections in the topics are not well introduced; learners need to be
smoothly led from one concept to another through some kind of bridges which
should be built through appropriate introductions. These are not adequately
provided in the materials.

Activities, Assignments and Assessment
The main strength of the materials lies in the numerous activities that are structured
for every concept that is covered. The author does this very well.
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There are no assessment tasks provided at the end of each topic and this makes it
impossible to determine the congruence of such assessment tasks to the learning
objectives for the various topics.
There are a lot of illustrations in the form of sketch maps, photographs and symbols
that are used in the material. Generally, these have remained well in position and are
legible. There are however a few cases where the text in the illustrating diagrams has
shifted and some of it has disappeared; an example of this is Fig. 54 on p.75. Another
example is Fig. 55 on page 76 where the values of contour lines are too small to be
legible. There are a few more such cases that need to be addressed.
An important point to note regarding diagrams is that where they are used, they
need to be fully labeled and they must have appropriate titles. There are many
instances in the material where either the diagrams are not fully labeled (eg. the
diagram on p.30 illustrating bearing, angle SAB cannot be identified because A is not
inserted in the diagram) or they do not have a title (eg the diagram referred to as Fig
16 on p. 28). There is also another diagram labeled Fig 16 on page 31, this obviously
confuses learners. Labeling of diagrams and providing them with relevant titles are
in themselves Geographical skills that have to be imparted to learners. Learning
materials need to teach this.
Another important point to note regarding diagrams, especially maps and
photographs is that where necessary, they should always be referenced. There are
several maps and photographs in the material that are not referenced. It is clear that
this unit has not been edited.

Overall comments
Where diagrams are used, they should have titles denoting what they are showing,
they should be referred to in the text, and they should be fully labeled. In all
instances, it should be very clear which diagram the text is referring to. It is
important that all content that is derived from other sources be acknowledged, this
includes diagrams, maps and photographs.
The assignments referred to at the end of Topics I and 2 do not exist in the material.
Also there are no assessment tasks at the end of Topics 3, 4 and 5.

Conclusion
For the material to be a sound ODL learning resource that promotes effective study,
the many errors in the resource need to be corrected, correct answers to the activities
provided need to be given, more teaching voice should be added to the materials,
and more challenging activity tasks should be introduced. There also needs to be
deliberate encouragement for learners to work in groups, or at least in pairs in some
of the activities in order to promote collaborative learning.
There is need for checking whether both the Course Blue Print and the learning
material took into account Geography syllabi of other participating Commonwealth
countries. This is important if the material is going to b easily adaptable to other
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country contexts. This also helps benchmark the standard of the course learning
outcomes in the Course Blue Print and the content in the material.
Topics and new concepts should be introduced in more exciting ways that generate
learners’ interest to learn whilst at the same time they evoke learners’ existing
knowledge.
Practice and reflective exercises given in the material should be challenging and
thought provoking.
All illustrative diagrams, maps and photographs used should be appropriately
referenced. The same applies to any citations from other publications.
The content presented and model answers for practice exercises included in the
material should be checked to ensure that they are accurate.
The material should encourage collaborative learning.
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Appendix B6
Materials Evaluation Summary Report: Seychelles
Coordinated Science Secondary 4 & 5 levels (Gr 10)
Section A
Match between Course Blueprint and Course Materials
The course Blueprint provides a guide with respect to the demographics of the
course, the time frame for completion of the 54 units, the course overview and
structure, the course outcomes, unit outcomes, assignments and assessment,
instructional design, learner/instructor support and a recommended learner
schedule.
As evidenced below, the course material produced by the writing team for Unit 1
(Biological classification) shows congruence with that which is stated in the course
Blueprint in certain areas.

Learner Profile
In general, the level of language used in the course material is appropriate. The
learners, of 15+ years of age, have received instruction in English for most of their
schooling.
The content level of the material is mostly suitable. Some of the activities, however,
are too simplistic, e.g. ‘list ten animals that you know’ (Activity 4.3 pg 38), ‘list five
birds that you know’ (Activity 5.6 pg 64).
The Course Blueprint clearly states the course outcomes. Learners using the unit will
only demonstrate some of these outcomes as it appears that the course material was
not designed with many of the higher level learning outcomes in mind, such as the
ability to generate hypotheses.
The course Blueprint clearly states the factual detail that needs to be covered in the
unit and this matches the content in the first 6 topics of the actual unit. However, the
main features used in the classification of the 6-kingdoms (pg 36) and plant
taxonomy, covered in topic 7, are not specified in the unit outcomes in the Blueprint.
Also topics 4 (Hierarchical classification), 5 (Vertebrates) and 6 (Invertebrates) are
lengthy and include extension material not specified in the unit outcomes.

Assignments and Assessments
The Blueprint provides details of the assignments and assessment tasks that are
designed to cover the material contained in more than one unit at a time. These are
summative tasks and are externally marked. The Course Blueprint makes no mention
of any forms of formative assessment and does not refer to the self assessment tasks
that are set out in the course material at the end of each topic. It is thus not clear
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whether the course material was designed to provide opportunities for both
formative and summative assignments and/or assessments.

Instructional design
The course Blueprint does not does not state any specific approach to learning and
teaching. It appears, however, that a systematic learning approach was used in the
design of some of the course material.
The Blueprint advocates the use of audio, video and the computer (CD-ROM, Power
Point presentations, Internet and e-mail) to supplement the print-based materials.
However, no reference is made in the print-based materials to any of these other
media that could support learning e.g. no reference is given to relevant Internet sites.

Time allocations
Time allocations for formal and self-study are recommended in the course Blueprint,
but no time frames are given in the actual unit for completion of the topics, activities,
self assessment tasks and the assignment.

Learner support
Learner support strategies are cited in the Course Blueprint but in the unit there is no
mention of resources or people to which students have access in order to facilitate
their learning.

Conclusions and recommendations
The course Blueprint and course materials would be more congruent if the writing
team took cognisance of the course outcomes when designing activities and
assessment tasks for the topics within the unit.
Activities, that focus only on rote learning, and are too simplistic, should be
supplemented with tasks that demand higher order thinking skills.
The course Blueprint should state a specific approach to learning and teaching for
use in the development of the course materials.
New terminology or concepts, need to be explained when they appear in the course
material. Where appropriate, scientific terminology should replace the nontechnical
term/s that is/are used, e.g. ‘uterus’ to be used instead of ‘womb’ (pg 69).
In parts, the language needs to be simplified to be level appropriate and to consider
the language ability of weaker students, e.g. ‘comprehend the numerous objects’(pg
11), ‘refine concepts’ (pg 11), ‘reflecting similarities’ (pg 11), ‘use features that are
available to the user of the key rather than varying or recurrent ones’ (pg 23), ‘you
may wish to verify your work’ (pg 32).
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A detailed and more elaborate description of the learning objectives within the unit
should be provided in the Blueprint to avoid unnecessary information being
included in the content of some of the topics, e.g. descriptions of molluscs and
annelids (pg 39), characteristics of the carnivora and mustelidae (pg 43), comparison
of the echidna and platypus (pg 70), description of marsupials (pg 71). A guideline
should also be provided in the Blueprint as to how many activities and assessments
there should be per unit. This would prevent the unit from becoming too long and
unable to be completed in the specified time frame.
In addition to assignments, the Course Blueprint needs to include information about
the different forms of formative assessment tasks, and the way in which assignments
and assessments (formative and summative) are to be set out in the course material.
Time frames should be specified in the course material for completion of the topics,
activities and self assessment tasks within the unit and a time frame for completion
of the assignments that are based on the course material of several units.
In the course material, mention should be made of other materials with which
learners could engage to enhance their learning, e.g. relevant Internet sites.

Section B
Evaluation of course materials: Unit 1 Biological classification
Context and Content
The course material covers all the learning outcomes stated at the beginning of the
unit. A considerable amount of additional material, that does not cover the learning
outcomes, is included. This additional content extends the unit considerably and may
pose a problem for learners needing to complete the unit within six hours of formal
study time.
The language is of a suitable level but not all key concepts and terms are defined or
are defined in a clear way. It cannot be assumed that all learners understand the new
subject-specific terminology or concepts that are introduced in the material where
there is no explanation given, e.g. ‘divided dichotomously into subsets’ (pg 8), ‘use
dichotomous keys’ (pg 8), ‘notochord’ (pg 38), ‘cold-blooded’ (pg 61), ‘warm
blooded’ (pg 64).
There is repetition of some of the factual content, e.g. characteristics of crustacea,
insecta and arachnida (pgs 40, 76, 82 and 83).
The topics are logically sequenced within the unit. However, within some of the
topics the content is disorganised and/or the content is poorly sequenced, for
example. dichotomous keys in Topic 2 (pgs 18 to 27) needs to be reworked – the use
of dichotomous keys and their construction need to be considered separately in the
material. Firstly, the use of simple dichotomous keys should be explained and
learners then provided with appropriate activities in which to practice identifying
organisms using these keys. Following this, learners should be instructed how to
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construct simple dichotomous keys and be provided with suitable key design tasks
in an activity. Generally, new subject knowledge is built from topic to topic within
the unit and the key concepts are scaffolded.
Some of the content is inaccurate and/or not up-to-date. Corrections of the
inaccuracies need to include: changing the number of hours for self-study (pg 9) to 4
and 2 respectively, inserting ‘types of’ in the headings before the word ‘bananas’ in
Figure 1 (pg 11) , altering the name of the naturalist (pg 29) to Carl/Carolus Linnaeus,
stating that crustaceans (pgs 40 and 83) have a pair of compound eyes usually raised
on stalks, stating that arachnida (pgs 40, 82 and 86) have 4 pairs of legs, writing the
species of the domestic cat in chart 2 (pg 45) as catus, stating that an adult
grasshopper (pg 78) has compound and simple eyes, stating that the new fern plant
after the spore germinates is called a gametophyte (pg 89) on which a new
sporophyte plant eventually forms, noting that petals are grouped in threes in the
description of a monocot flower (pg 98). The content that is not up-to-date mainly
pertains to the naming and hierarchical classification of organisms, especially with
respect to vascular and non-vascular plants in topic 7 (pg 87 to 95).
The learner’s general context has not been considered. More examples of plants and
animals endemic to the Seychelles should have been included in the course material.

Approach to teaching and learning
The material has largely been designed in a learner-friendly and coherent way. The
teacher’s voice is embedded throughout the unit.
There is some evidence within the unit that a systematic learning approach could
have underpinned the development of the materials. The material includes questions
and examples that capture the learner’s attention and motivate them to learn, for
example classification of mythical animals in Activity 2.1 (pg 15), the use of many
diagrams and photographs of different organisms to assist learning, the use of a
mnemonic (pg 33) to assist the memorising of the hierarchical classification system,
and activities and a self assessment task, with feedback, within each topic, to enable
learners to confirm their correct understanding of the material before moving onto
the next topic.

Activities, Assignments and Assessment
There are a variety of activities and a self assessment task in every topic within the
unit. Most of these have been designed to consolidate the knowledge gained with
few questions being open-ended. The emphasis in these tasks is on factual recall
rather than on higher order skills.
Not all the outcomes are assessed. More types of assessment tasks should have been
included in the unit, such as those involving data analysis, problem solving and
hypothesis testing, rather than repeating the same type of skill in many activities,
such as making observations and doing drawings.
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No outcomes are stated for any of the assessment tasks. Several of the tasks are
poorly worded and it is sometimes unclear what is required, for example, the
method is poorly described in the germination practical in Activity 7.3 (pg 100).
Sometimes the given answers do not correspond to the question asked, for example,
in Activity 1.1 (pg 10) the question asked how things are classified and the answer
gave the type of items that are classified, the answer to self assessment question d (pg
13) gives an explanation that is not demanded in the question, question 1 (pg 26)
asked for four types of cats yet two are given in the answer.

Editing and layout
The unit needs to be edited once again, taking into consideration language, content
and layout.
The font differs in parts of the text, for example information on Study Time (pg 9).
The first, second and third level headings are not always consistent, such as for Sea
Turtles (pg 57) being a sub-heading of Reptiles.
Diagrams generally appear to be clear, enhancing the content, aiding learning and
adding visual interest to the unit. Figure 1 (pg 11) is not clearly (or correctly) labelled.
Figures 2 (pg 14) and 5 (pg 26) need to be redrawn without the extra gridlines. The
diagram illustrating the six-kingdom system in Figure 6 (pg 35) is confusing. There is
a lack of consistency in numbering the diagrams as some have figure numbers and
others do not. Labels for the cartilaginous fish are missing on pg 49.
In parts, the language usage is not grammatically sound and needs correction, as do
the several typo’s in the unit.

Overall comments
The materials in this unit have been designed in a learner-friendly way. The teaching
voice is embedded throughout, serving to instruct, to link concepts and to encourage
the learners. The numerous activities and assessment tasks throughout the unit
allow the learners to develop new concepts and to consolidate their knowledge.
However, most of these tasks are content- based, focusing on factual recall rather
than on higher order skills.
In their present form, the course materials are not entirely suitable for effective self
study. The learning pathway needs to be clearly defined in all of the topics. Activities
and assessment tasks need to be developed further to challenge the learners and
build their ability to achieve the course outcomes.

Conclusion
Analysis of the course Blueprint and course materials elicited the following positive
findings:
The Blueprint
•
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clearly states the overall course and unit outcomes.
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•
•

mentions other materials with which students could engage to enhance their
learning.
provides a time frame for formal study and self study.

The course materials
cover all the unit outcomes.
have been designed in a learner-friendly way with the teacher’s voice
embedded throughout the unit.
• appear to have been developed using a systematic learning approach.
• use language and factual content that are level appropriate.
• provide activities and self assessment tasks in each topic to assist the learners
in the consolidation of new knowledge built into the materials.
• contain clear diagrams that enhance the content, aid learning and add visual
interest.
Congruency exists between the course Blueprint and the course materials in certain
areas, but not in others.
•
•

As the course materials are at present not entirely suitable for self study, the
following recommendations are proposed for possible improvement to these
materials:
•
•
•

•

•
•
•
•
•
•
•
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The course Blueprint should specify a defined approach to learning and
teaching for use in the development of the materials.
A detailed and more elaborate description of the learning objectives within
the unit should be provided in the Blueprint.
In addition to assignments, the Blueprint needs to include information about
the different forms of formative assessment tasks, the way in which
assignments and assessments (formative and summative) are to be assessed
and how they are to be set out in the course material.
All new terminology or concepts need to be explained in a clear way when
they appear in the course material. Where appropriate, scientific terminology
should replace the nontechnical term/s that is/are used
The sequencing of content in some of the topics needs improvement, such as
Topic 2 (Classification keys) that needs to be reworked.
Inaccuracies need to be identified and corrected and content that is not up-todate needs to be modernised.
More examples of organisms endemic to the Seychelles should be included in
the course material.
Outcomes need to be provided for all of the assessment tasks in the course
material.
Tasks that are poorly expressed and unclear are to be reworded to ensure that
the learners know what is required.
All answers need to correspond to the question that is asked.
More types of assessment tasks should be included in the unit, such as those
involving data analysis, problem solving and hypothesis testing, in order to
build the learner’s ability to achieve the outcomes of the unit (rather than
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•

•
•
•
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repeating the same type of activity several times, such as making
observations and doing drawings).
Time frames should be specified in the course material for completion of the
topics, activities and self assessment tasks within the unit and a time frame
for completion of the assignments that are based on the course material of
several units.
In the unit mention should be made of other materials with which learners
could engage to enhance their learning, e.g. relevant Internet sites.
Illustrations / diagrams/ tables need to be appropriately referenced.
The unit needs to be re-edited for language, content and layout.
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Appendix B7
Materials Evaluation Summary Report: Trinidad and
Tobago Agricultural Science Grade 12
Section A
Match between Course Blue Print and Course Materials
The Course Blueprint is meant to be a framework for the development of the course
materials. It provides the structure for the course and if adhered to, will ensure that
all the units fit together as a unified whole and deliver a well structured, consistent
learning program.
One of the problems with the Course Blueprint for this course is that it does not have
all the information that it should have – specifically, the time frames for the course
should have been included but were not.
Learning outcomes/objectives for the unit do not seem to produce a satisfying/logical
whole. In addition, they were not well written and therefore could be interpreted
differently. Other authors would probably have written different material to the
material produced by the authors of this unit.
With this in mind, how did the Course Materials match up with the Course
Blueprint?

Learner Profile
On the whole the language level seems fine. A first language English speaker at
Grade 12 should be able to cope with the terminology and style of the material.
However, in the Course Blueprint, the learner profile indicates that weaker learners,
who may already have failed are part of the target group. This type of learner needs
more support and needs to be addressed using shorter sentences and simpler words,
as well as more comprehensive and detailed explanations.
The content level is not appropriate for a grade 12 learner. It is more suitable for a
Grdae9/10 learner. This is because the material is almost entirely factual/content
based with no material that challenges or stretches brighter learners who are
operating at higher cognitive levels.
The overall course outcomes are stated in the Course Materials, and unit outcomes
are given for three out of the four lessons. The content matches up with the unit and
lesson outcomes, but as the outcomes are not very satisfactory, the content is not very
good either. For example ‘Distinguish between the internal structure and external
structure of roots’. All that this outcome requires of the learners is to give the
differences between the internal and external structure, features that are very
different and that should not really be compared. This outcome does not take into
account the functions of the different parts of the root and why they are important in
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the overall functioning of the plant – much more important information for the
learners to know and understand.
The content is not linked to any contextual issues either social, cultural or
environmental. The material could be used anywhere in the world – no one would
guess that it is aimed at West Indian learners. Given that this unit is part of an
Agricultural course, there could have been links or references to plants or crops
grown in Trinidad and Tobago. These could also have been referred to in
photographs or illustrations which are conspicuous in their absence.

Assignments and assessments
It is not clear whether the unit assessment is part of the formal assessment program.
It is not stated in the Course Blueprint or the Course Materials.
As a result of this it is not clear whether the course materials provide opportunities
for both formative and summative assignments. Self assessment should be
formative, but the activities that are self assessed are incredibly basic and are
unlikely to provide any formative development in a Grade 12 learner. If the unit
assessment is supposed to be summative then benchmark standards must be added
to the assessment program so that it is clear exactly what learners have be able to do
to pass or excel in this subject. The benchmark standards for Grade 12 should be at a
much higher level than those of the assessments in this unit.

Instructional design
There is no mention of any specific approach to teaching or learning in the Course
Blueprint in the section on instructional design. There is no evidence that any design
has been used in the development of the materials.
Although various other materials are listed that complement the print-based
materials none are mentioned in the Course materials, even though there are many
interesting and relevant multimedia resources available.

Time allocations
No time frames are given in the Course Blueprint, but the time needed to complete
the unit is given in the Course Material. This is an overall time frame but there is no
indication of how much time should be spent on each lesson, activity or assessment.

Learner support
A mention of what will be provided for learner support is stated in the course
Blueprint (pages 24/25) but there is no evidence of what there are or references to
them in the Course Material.
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General comments
The Course Material follows the unit outcomes/ objectives of the Course Blueprint
but does not match up with all the other elements of the Course Blueprint. This is
partly due to the fact that there are deficiencies in the Course Blueprint, and partly
due to the fact that the content of the Course Materials unit needs a lot more input.

Conclusions and recommendations
There are problems with the Course Blueprint as well as the Course Material.
The Course Blueprint must be evaluated and some of the problems that have been
identified must be addressed and dealt with before any future units are written. .
The learning program should be based on some kind of design or instrument to give
it structure and consistency across all the different units.
The unit outcomes need to be clear and concise and must together link up to provide
a complete set of concepts/ideas and not isolated ‘bits’ of information
A detailed time frame for the course and each unit will provide a guide for the
authors who will then have a better idea of how much to write for each unit and how
much time should be allocated to activities and assessments.
Benchmark standards for assessments should be present in the Course Blueprint.
One of the reasons that the assessments are pitched at such a low level is that there
are no guidelines on what learners have to achieve as a minimum requirement. A
complete assessment plan with details of the formative and summative assessments
that need to be completed should be present in the Course Blueprint or how will the
authors know what assessments to build into their units?
If there is more guidance in the Course Blueprint them the content of the Course
Materials should improve. Recommendations on the Course Materials will be given
in Section B.

Section B
Evaluation of course materials: Unit 4 Plant morphology and
Physiology – Part 1
Context and Content
There is no evidence that any learning theory has been used in developing the
material in this unit – no mention is made of a specific leaning theory and no steps
indicating the use of a learning theory could be identified.
The language of instruction is not friendly or engaging – it is analytical and
impersonal. There is no attempt to make any connection with the learners or to
develop a relationship with them. The information provided in the material is
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factual and is not contextualised with respect to the learner’s country, culture or
background. The content is not even presented in an agricultural context i.e. there
are very few examples of plants which the learners would be learning about in other
units in the curriculum.
Most of the content is scientifically correct but some mistakes were identified e.g. it is
stated that that the cell wall is the outer membrane that encloses the plant cell, and it
is implied that a waxy cuticle is only found on the upper epidermis of a leaf (not the
lower epidermis) and that stomata are only found on the lower epidermis (and not
the upper epidermis). Scientific names have been written in plain font – the
convention is to write scientific names in italics.
Given that the material is for self study there should have been far more
photographs, flow diagrams or annotated/labelled diagrams included, to make the
information easier for leaner to understand and to make it more interesting and
engaging. The diagrams that are present are of a very poor standard and are of no
use to either the learner or the artist charged with reproducing them. The diagrams
have been drawn on the computer and are inaccurate and (in some cases, for
example in the diagram of the internal structure of a mature stem showing annual
rings) incorrectly labelled. Accurate diagrams should have been selected from
reputable (and referenced) sources.

Approach to teaching and learning
As previously stated, there is no friendly, accessible teaching voice. The language,
while correct, is not appropriate for the target group of learners. The language
should be simpler – shorter sentences should be used and far more explanation
given. Learners should be questioned often, and answers to the questions given in
the text.
The level of the content is fine with respect to facts, however there are no challenges
for the learners to encourage them to think and process the material at a higher
cognitive level – there are no open ended questions, no debates or discussions and no
problem solving exercises.
The content is not learner-centred. The content is presented and then one or two
activities are given which do not stretch the leaner or really encourage him/her to
really engage with the content. No opportunities are provided for the learner to
reflect on new knowledge or to consolidate it.

Activities, Assignments and Assessment
There very few activities in the unit. A self study unit should have many activities –
some of them developing new ideas or concepts, some of them giving learners the
opportunity of applying the content to real life situations, some of them practical
(vital in a science subject) and some of them consolidating new knowledge.
Activities should be well thought out and have comprehensive sequenced
instructions that leave no room for uncertainty. For example in Activity 1 far more
information should have been provided to make the activity more effective SAIDE
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instructions should have been given to examine the leaf once it was collected, to
collect different kinds of leaves and to compare them with respect to their
characteristic features and to draw and label one of the leaves using the labels in the
diagram as a guide.
There are very few activities in this unit and they do not seem to be built in – they
just seem to be tagged on. This would not have been the case if the whole unit had
been planned with activities and assessments as part of an integrated package.
There should be many different kinds of activities included in this unit. Although
practicals are difficult to organise in a self-study course, learners should have been
provided with photomicrographs of, for example, sections of roots, stems and leaves
and asked to identify parts, calculate sizes and to compare different structures - just
as they would have to do in a practical where they would be looking at real
specimens under a microscope. Links to websites or other resources could be given
with questions that make the learner engage with these resources. For example,
there are some good animations on the internet on photosynthesis which could be
used as a resource, and an activity could be based on one of these.
No outcomes are given for any of the assessments. The unit outcomes and the
assessments are so basic that it is really not difficult for the learners to achieve the
unit outcomes. However, not all the unit outcomes are assessed (for example
describe the process of photosynthesis and explain the importance of transpiration
and respiration in plants). The main problem with the assessments however is that
they only assess the learners on the lowest levels of Bloom’s taxonomy. There are no
higher order questions – the level of the assessment is more suitable for Grade 8 or 9
learners rather than for learners in Grade 12.

Editing and layout
On the whole the editing and layout was not done particularly well. There were a
few instances where the font type and size suddenly changed (different font for the
heading on page 1 and different font size on the bottom of page 2), but otherwise it
seemed to be consistent.
The diagrams need to be completely redone – they have nearly all been drawn on the
computer and as a result, they are amateurish and inaccurate. The labels are mostly
correct, but some labels are not. None of the illustrations are referenced.

Overall comments
Overall the material in this unit is not really suitable for self study. It doesn’t follow
a proper learning pathway and there are many gaps in the text which will leaves
learners confused.
The text doesn’t speak to or motivate the learners and there is very little for the
learner to engage with – it is most definitely not learner-centered.
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There are no references to interesting multi-media resources. There are many
resources available on the internet for example: David Attenborough’s ‘Private Life
of Plants’ and other videos on YouTube, animations on photosynthesis, and websites
showing sections of the parts of a plant etc.

Conclusions and recommendations
This unit must be planned properly and rewritten. The unit needs to have a
comprehensive set of outcomes/objectives that link up to create a complete picture of
what they learner must know and be able to achieve.
There must be evidence that some kind of learning theory has been followed which
should be used in the planning and design of the unit. The content must be user
friendly, contextualised and must motivate and challenge the learners.
There should be far more illustrations in the unit and annotations instead of dense
text. More activities should be put into the unit to develop the learner’s skills and to
provide opportunities for them to engage with and reflect on new knowledge.
Assessments should be more rigorous and should be the appropriate level.

Overall Conclusion
The content of this unit is not suitable for a self study program for Grade 12 learners
for some of the following reasons:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
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It is based on a plan (the blueprint) that is flawed
It is not designed or planned in an integrated way and is not very well
organised
It is very old fashioned in its delivery
It does not establish what is already known before introducing new
knowledge
It does not link or integrate different sections
It does not appear to scaffold knowledge or skills
It is not contextualised
It does not speak to the learner - there is no sense of personal
connection from the writer to the learner
It is boring – there is very little to interest or motivate a twenty first
century learner
The diagrams are very poor and not particularly interesting
There are not nearly enough diagrams to help the learner
There are very few activities or types of activities to develop the
learners
There are no references or other resources provided for the learners
The level of the assessments is not the correct standard for Grade 12
learners
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The Course Blueprint must be evaluated and some parts of it (notably the learning
outcomes/objectives) stated more clearly and comprehensively. There should also be
more guidance for the development of course materials provided in the Course
Blueprint. A detailed time frame for each unit of the course should be provided as
well as how much time should be allocated to activities and assessments within the
unit. Benchmark standards for assessments should also be present in the Course
Blueprint.
The material should be rewritten addressing all the issues listed above.
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