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ABSTRACT 
 

Assessment is a crucial component in the learning and teaching environment. Many 

educators often go about assessment design by emulating their own teachers or 

predecessors. Gronlund (1993:1) argues that “despite the widespread use of achievement 

testing and the important role it plays in instructional programmes,  many teachers receive 

little or no instruction on how to construct good achievement test.” Gronlund (1993) posits 

that the result is that there is no innovation towards good tests construction because many 

educators do not study the principles that guide effective test construction. Carey (1994:1) 

says that “effective teachers must also be proficient in testing, and proficiency in testing 

requires the synthesis of many different skills.” 

In Limpopo Province, especially in the under-resourced regions, the actual on-site practices 

by educators suggest that there are problems with the implementation of school based 

assessment tasks as prescribed by the National Curriculum Statement (NCS) through the 

Curriculum and Assessment Policy Statement (CAPS). This problem is further echoed in the 

sentiments of some academics that are skeptical about the authenticity of marks generated 

by educators and schools. This loss of confidence in the assessment practices impacts 

negatively on the worth of the education of the learners and their readiness to take their place 

in the academic and vocational spheres. 

 
The purpose of this study is to find the degree of success and failure in the implementation 

and management of school based assessment (SBA) in English Additional First Language in 

Grade 10 classes. Grade 10 is a crucial level of entry into the Further Education and Training 

(FET) Phase in schools because it lays the foundation for focused, rigorous and career- 

oriented high school learning in South Africa. 
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CHAPTER 1: INTRODUCTION AND BACKGROUND TO THE STUDY 

 
1.1 Introduction 

 
Assessment is an integral part of teaching and learning and it is used to appraise and 

measure the success of an educational system. It is through assessment that teachers are 

able, among other things, to gauge the amount of knowledge acquired by learners and detect 

the gaps obtaining. Rowntree (1977:1) posits that in order to discover to what extent the 

hopes and ideals, aims and objectives are propagated by an education system, one has to 

scrutinise the assessment process. Rowntree (1977:1) argues that the “spirit and style of 

student assessment define the de facto curriculum” and this necessitates that any curriculum 

design must consider the role of assessment. Worthen, Borg and White (1993:3) argue that 

“To some educators, tests and other measures are very helpful – even essential – tools that 

support a host of important decisions about teaching, counselling, and placing students. To 

others, they are merely something to be tolerated, endured and even criticised.” 

A number of studies including, those by Van der Berg and Sheperd (2010), Jansen (2012), 

Nduna-Watson (2005) and Kanjee and Sayed (2013), have been made about school based 

assessment in South Africa. Most of these scholars agree that, fundamentally, school based 

assessment is a good thing, though some of these scholars emphasise that the 

implementation and management of school based assessment is wrought with flaws. The 

actual on-site SBA practices by teachers suggest that there are problems with the design of 

school based assessment tasks. 

It is important for schools to develop and administer tests that are credible so that all 

stakeholders can have confidence in the education system. The assumption is that sound 

content knowledge and good assessment skills are crucial elements that are required to 

make a teacher to be effective. 

In South African schools, SBA tasks are crucial because they contribute 25% towards the  

final summative mark of a learner in a subject. 
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1.2 Statement of the Problem and Rationale for the Study 

 
Most of the School Based Assessment (SBA) tasks in South African schools in the Further 

Education and Training Band (FET) are not of an acceptable standard and quality 

(Department of Basic Education 2011:37). The Department of Basic Education (DBE) argues 

that this situation is attributable to poor conformity to official guidelines as evidenced in the 

Department’s technical report on National Senior Certificate (NSC) Examinations of 2011. 

This state of affairs weakens the public’s confidence in the South African Education System. 

 
Broudy (1982:575) argues that the age-old question initially posed by Herbert Spencer in the 

1860’s about “what knowledge is of the most worth?” has preoccupied educators over the 

years. The question that is paramount in the present education scenario is whether school 

based assessment tasks assist teachers to deliver an education that is of the most worth for 

learners and communities or not. In post-apartheid South Africa, Herbert Spencer’s question 

has an important and direct bearing on the pertinent issue of ‘quality’ because it encourages 

professional introspection on the part of teachers and education managers. Arcaro (1995:15) 

concedes that ‘quality’ is an elusive concept and often leads to ambiguous definitions, but 

generally, it refers to how good or bad something is, based on its inherent or distinguishing 

features. It is also a concept that embraces issues of compliance with set criteria, prescripts 

and standards. Arcaro (1995: 16) further projects the philosophical assertion that “quality 

means moving away from the information factory where the teacher pours facts into passive 

heads and students spew the same facts on tests”. 

 
In South Africa, the criteria of what is of the most worth in educational delivery is determined 

by the National Department of Education via the Curriculum and Assessment Policy 

Statement (CAPS) and the Examination Guidelines (Official Languages: Home Language  

and First Additional Language, 2014). School Based Assessment (SBA) tasks are summative 

in nature because teachers use the termly results to report to parents, learners and the 

Department of Education about each learner’s performance. The annual cumulative marks 

have a direct bearing on promotion or progression of learners from one grade to the other. 

Some teachers seem to rely on the extensive use of previous question papers when they 

prepare school based assessment tasks for their learners. At times, full examination papers 

from previous assessments are used to test learners in a particular year. This could  suggest 

that the teachers are not confident in setting their own original and standardised tasks, or are 
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reluctant to do so. This practice of using previous question papers gives an unfair advantage 

to those learners who would have seen the question papers. Learners write tests that are 

based on question papers that were already in the public domain, and this practice 

undermines the validity of the tests. 

Jansen (2012:1) argues that there are, therefore, concerns about the quality of learners 

coming from high schools and going into the tertiary system. In addition, there is a diversity of 

assessment tasks across schools in the respective provinces because individual teachers are 

free to set their own tests. 

 
Different environments, availability or lack of resources, training and the experience of 

teachers are factors that determine the quality of school based assessment tasks. Language 

errors and inaccuracies of such tasks also disadvantage learners. It is on the basis of these 

premises that the envisaged study argues that some school based assessment tasks do not 

comply with the criteria set by the Department of Basic Education through the CAPS and the 

Examinations Guidelines Official Languages: Home Language & First Additional Language 

(2014). 

 

1.3 Purpose of the study 

 

 
The aim of the study is to determine the compliance of Nokotlou Circuit’s Grade 10 English 

First Additional Language School Based Assessment Tasks with the Curriculum and 

Assessment Policy Statement. 

 

1.4 Objectives of the study 

 
The objectives of the study are as follows: 

 

 To assess the content coverage of Grade 10 English First Additional Language SBA 

Tasks. 

 To classify language structures and conventions (grammar) according to Bloom’s 

taxonomy of cognitive domain. 

 Classify literature and comprehension SBA questions according to Barrett’s taxonomy 

of comprehension skills. 

 To recommend a model for effective incorporation of Barrett and Blooms taxonomies  

in the appraisal of SBA tasks. 
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1.5 The Significance of the Study 

 
Assessment is an integral part of teaching and learning. Hughes (1989:1) maintains that the 

effect of testing on the process of teaching and learning is called ‘backwash’ and goes on to 

argue that backwash can be harmful or beneficial. This can happen when the skills taught  

and assessed are at an inappropriate level. This study is significant in that it seeks to 

establish compliance of assessment in English FAL in Grade 10 so that it can help teachers 

to reflect on assessment practices, standards and cognitive levels required by CAPS. 

 
The education system will benefit because this study will encourage efforts for improvement 

and make recommendations regarding improvement strategies. Learners will benefit because 

deliberate, improved and intense focus on assessment practices will ensure that they receive 

positive backwash through the minimisation of inaccurate testing. The research aims to find 

information that will generate a body  of  knowledge regarding  implementation  of  SBA  and 

to suggest  possible  solutions  and alternative measures to address such problems. 

 

1.6 Theoretical Framework 

 
The proposed study largely draws from the Communicative Language Approach (CLA) and 

the text- based approach. In South Africa, curriculum in Further Education and Training 

Phase (Grades 10 – 12) is prescribed and driven by the Curriculum and Assessment Policy 

Statement (CAPS) of 2012. The application of these theories is entrenched in the DBE/CAPS 

(2012:12) so that teaching and assessment can be communicative and integrated. 

 

1.6.1 The text-based approach 

 
According to Mickan (2012:16) the text-based approach is the latest and more innovative in a 

series of language teaching approaches that sought to add a communicative aspect to the 

teaching of grammar. The quest for an all-inclusive, comprehensive language teaching 

method moved from the grammar approach to the situational language, the audio- 

visual/lingual, the communicative, the task-based and the genre-based approaches. 

Mickan (2012) argues that over the years the language teaching approaches were 

characterised by the teaching of grammar rules and structural forms where sentences and 

dialogues were decontextualized. This resulted in the repetitive practice and rehearsal of 

grammatical structures without any meaning. Ho and Henry (2014:1) make the following 

assertion: “In short, students need to be aware that language is not a system to be  mastered 
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in discrete parts, but that language is itself meaning-making and can be exploited as a 

powerful tool for communication.” 

Language teaching can be difficult and frustrating, and hence many teachers are unsure of 

the right approaches to language teaching. The Department of Basic Education’s policy 

document entitled Curriculum and Assessment Policy Statement: English FAL (2012:12) 

arguesthat the text-based approach “involves listening to, reading, viewing, and analysing  

texts to understand how they are produced and what their effects are”. The document 

DBE/CAPS (2012) advocates for the text-based approach because of the conviction that 

authentic texts are good sources that can offer decent content and context. It is through 

decent content and context that a teacher is able to foster a communicative and integrated 

learning environment. It is also the premise of this study that learning grammar through 

isolated and disjointed sentences and words is tedious, meaningless and generally less 

effective. 

Mickan (2012) continues to argue that the text-based approach empowers learners of foreign 

or additional languages to use a target language in ways recognisable to them, and by 

necessity, these texts must be authentic, purposeful, and functional. The text-based  

approach is a complete break from structural teaching of language that is characterised by 

isolated and senseless language exercises. The implication for assessment is that testing 

must be grounded within texts that are whole and meaningful. 

According to the website Venngage (https://infograph.venngage.com/p/47900/a-text-based- 

approach-to-language-teaching), by exploring the interaction between the language learner 

and a given text, the text-based approach manages to achieve its purpose of developing 

learners into “competent, confident, critical readers, writers, viewers and designers of texts.” 

According to the text-based approach, the development of learners into competent language 

users is done through the analysis of texts and fostering an understanding of how texts are 

produced and ultimately, how learners, because they are readers, relate to these texts. 

The website Venngage (https://infograph.venngage.com/p/47900/a-text-based-approach-to- 

language-teaching) sums up the text-based theoretical stance as follows: “Language is 

explored in texts and texts are explored relative to their contexts.” In short, learners must 

know, understand and produce a variety of texts by using appropriate forms, structure, 

grammar and register. The skill to do all these is acquired from interactions with meaningful 

texts. 

https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching
https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching
https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching
https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching
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The implication for assessment is that testing must be contextualised so that learners can 

create communicative texts. 

 

1.6.2 The Communicative Language Approach 

 
Richards and Rodgers (2001:4) argue that as the literate world moved from the teaching of 

Latin, the curriculum of the ‘modern’ languages of European institutions continued to use the 

same basic language teaching procedures that were used for the teaching of Latin and 

consisted of statements of rules of grammar, vocabulary lists, and sentences that were 

prepared for translation. The main aim was to teach and foster knowledge of the grammatical 

rules of the target language. There were many reactions against the Grammar and 

Translation Method. The scholar, Firth (1957:220), says that language texts must be 

attributed to participants in some context of situation in order that its models of meaning may 

be stated at a series of levels, which taken together, form a sort of linguistic spectrum”. 

Savignon (1972:69) posits that “Communicative competence may be defined as the ability to 

function in a truly communicative setting – that is, in a dynamic exchange in which linguistic 

competence must adapt itself to the total informational input, both linguistic  and 

paralinguistic, of one or more interlocutors”. Byram and Hu (2013:134) argue that “the central 

theoretical concept in communicative language teaching is communicative competence…’’. 

Communicative competence is an expression or label that was introduced into debates on 

language use and deliberations on second or foreign language learning in the early 1970s by 

scholars such as Savignon (1972:69) and Hymes (1974:4). These scholars argue against the 

Grammar Translation method and remain in favour of the Communicative Language 

Approach. Hymes (1974:4) argues that: 

“As to basis, one cannot take linguistic form, a given code, or even speech 

itself, as a limiting frame of reference. One must take as context a 

community or network of persons, investigating its communicative activities 

as a whole; so that any use of channel or code takes its place as part of the 

sources upon which members draw”. 

Hymes (1974:46) goes on to argue that “Of course, a person may have grammatical 

knowledge and be unable to use it; but the thrust of linguistics has been toward an image of a 

person who both has the knowledge and is unimpeded in its use”. The Communicative 

Language Approach underpins arguments and postulations in this study. The Communicative 

Approach strongly correlates to the notion that language is inextricably linked to context. To 

this   end,   Bachman   (1990:84)   defines   Communicative   Language   ability   (CLA)      as 

https://www.google.co.za/search?tbo=p&amp;tbm=bks&amp;q=inauthor%3A%22Michael%2BByram%22
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“…consisting of both knowledge, or competence, and the capacity for implementing, or 

executing that competence in an appropriate, contextualised communicative language use”. 

In the same vein, Savignon (1991:208-209) makes the following argument about 

Communicative Language Teaching: 

“Derived from neo-Firthian systemic or functional linguistics which views language as 

meaning potential and maintains the centrality of context of situation in understanding 

language systems and how they work, a threshold level of language ability was 

described for each of the languages of Europe in terms of what learners should be 

able to DO with the language. Functions were based on assessment of learner needs 

and specified the end result, the ‘product’ of an instructional program”. 

Richards and Rogers (2006:159-160) cite Halliday (1970) regarding the seven basic  

functions for children learning their first language as follows: 

 “the instrumental function: using language to get things.” 

 “the regulatory function: using language to control the behaviour of others” 

 “the interactional function: using language to create interaction with others” 

 “the personal function: using language to express personal feelings and meanings” 

 “the heuristic function: using language to learn to discover” 

 “the imaginative function: using language to create a world of the imagination” 

 “the representational function: using language to communicate information” 

 
 
The basic functions apply equally well to children and adults who pursue the learning of a 

second language. Savignon (1991:261) argues that it is no longer sufficient to see a 

discourse as merely encoding and decoding, or merely perceiving the language skills 

(listening, speaking, reading, and writing) within the active/passive dichotomy where  

speaking and writing were seen as ‘active’; and reading and listening were seen as ‘passive’ 

skills. Savignon (1991) argues that communication competence is worried about the 

interconnectedness of a series of utterances or written words or phrases to form a text and 

not with isolated words or phrases - the idea is to communicate a meaningful whole. 

 
To the extent that we agree that discourse interconnectedness is a great measure of the 

communicative approach, Tarone and Yule (1995:17) argue that “there has been a change of 

emphasis from presenting language as a set of forms (grammatical, phonological, lexical) 

which have to be learned and practiced, to presenting language as a functional system which 
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is used to fulfil a range of communicative purposes. This shift… should be described as 

communicative competence.” 

 
On the same note, Paltridge (2013:7) argues that discourse is the “social construction of 

reality”, and for this reason, texts are communicative units that are moulded and implanted 

within social and cultural practices. Howatt and Smith (2014:90-91) posit that the 

Communicative Approach “...made considerable use of activities like role-playing, 

improvisation, simulation and cooperative problem-solving or task-based work, an activity  

that proved versatile in a language context.” To this end, Howatt and Smith, argue that 

teachers are then able to know whether learners are engaged in practices that will allow them 

to cope with the demands of being able to effectively communicate in a foreign language. 

Bachman (1990:81) argues that the development and use of language test must be based on 

a theoretical framework and makes the assertion that communicative language ability (CLA) 

“involves both knowledge of and competence in the language, and the capacity for 

implementing, or using this competence.” Larson-Freeman and Anderson (2011: 121) 

maintain that one of the principles of Communicative Language Teaching (CLT) is that 

“grammar and vocabulary that the students learn follow from function, situational context and 

the roles of the interlocutors.” 

The implication of adopting the communicative language teaching approach in our schools is 

that teachers must be able to select grade-appropriate, structure-appropriate and register- 

appropriate texts that are meaningful to learners. 



9  

CHAPTER 2: LITERATURE REVIEW 

 

 
2.1 Introduction 

 

Wiggins (1990:2) maintains that tests ‘are enabling and forward-looking, not just reflective of 

prior teaching.’ Wiggins (1990) further argues that it is incumbent for the educator to assess 

what learners have studied, but equally important to assess whether they will cope with new 

additional content. Gronlund (1993:2-3) reasons that there is a natural and necessary 

relationship between teaching (instruction) and achievement tests; and as a consequence, 

effective teaching requires that teachers must commit themselves to the teaching-learning- 

testing process. Gronlund (1993) considers testing to be a fundamental part of any teaching 

programme because test results provide crucial information that helps to evaluate the 

appropriateness of teaching objectives, methods and materials. 

 
Gallavan (2009:7) posits that assessment is important because it drives learning, teaching, 

and schooling. Gallavan (2009) maintains that the curriculum design and instruction must 

state what the learners must know and what they must do to show their learning. Klenowski & 

Wyat-Smith (2014:5) argue that the alignment of assessment, curriculum and pedagogy 

function as a vital driver in the quest for improvement of education. Trice (2000:5) maintains 

that assessment tests require students to produce observable bevahiour or activity. This 

behaviour, Gronlund (1993), argues, is a necessary condition that helps teachers to review 

the effectiveness of the learning-teaching process so that they can make decisions. 

 
According to Gronlund (1993), the first decision is related to activities at the beginning of the 

teaching process where the teacher must establish prior knowledge, and this helps with the 

selection of content and teaching methods. 

 
The second decision, which usually comes from what is called formative assessment, relates 

to activities during teaching where tests are used to diagnose progress and challenges, 

especially where content is delivered in small units of instructions. The third decision is very 

important to this study. The third decision comes from testing that is normally called 

summative assessment, and this testing is about making a judgement about students’ 

mastery of the content over a long period of time - be it a term, a semester or the whole year. 
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It is premise of this study that education, in its formal and informal variations, is  

fundamentally a human phenomenon that is goal-directed. It is in this goal-directedness that 

testing or assessment becomes inextricably linked to instructional activities to test whether 

any learning has taken place. Testing helps to evaluate and verify the attainment of 

educational goals. Tests that are designed properly inevitably reveal the curriculum of an 

education system because they focus on the content that is deemed worthy of teaching. 

 
This study thus focuses on whether school based assessment tasks are designed in such a 

way that they have validity, reliability and fairness. 

 

2.2 The Functions of Educational Assessment 

 
 

In order to determine and appraise the success of an educational system, one has to subject 

learners to some form of regular assessment. Educational systems often come under  

scrutiny for various reasons and usually it is the assessment procedures that get the most 

attention because of the high stakes involved. 

 
Hogan (2007:8) maintains that there are various users of educational assessment, among 

which are teachers, school administrators, parents, the public, educational researchers, and 

learners. Hogan (2007) is of the view that assessment must be used for planning, predicting, 

feedback, motivating, research, and to certify what and how students have learned. Worthen, 

Borg & White (1993:5) argue that assessment must be purposeful and focused, and argue 

thus: “We believe that tests and other assessment instruments are essential to the 

educational process, but only to the extent that they are well designed and appropriately 

applied by qualified people”. 

 
To a large extent, assessment reveals the content and nature of an education system. 

Worthen, Borg and White (1993) posit that “the public will always demand evidence that 

teachers and schools are effectively educating learners”. This demand for proof that sound 

educational practices are in place is increasing, and the public holds the belief that test  

scores are the most credible indicators of learners’ achievement. Parents are used to being 

given test scores as evidence that appropriate assessment has taken place. Thus, 

dependence on information from tests and other assessment strategies is likely to increase 

rather than decrease in the years to come. Rowntree (1977:1) maintains that in order to 

understand  the  extent to  which  the  hopes, ideals,  aims,  and  objectives  of  an education 
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system are enshrined, one has to look into that system’s assessment practices. To this end, 

Nitko & Brookhart (2011: 3) argue that: 

 
“Assessment is a broad term defined as a process for obtaining information that is 

used for making decisions about students; curricula, programs, and schools; and 

educational policy. When we say we are ‘assessing a student’s competence,’ for 

example, we mean we are collecting information to help us decide the degree to which 

the student has achieved the learning targets.” 

 
Scholars such as Bachman (1990:84), Worthen, Borg & White (1993:68), Spolsky (1995:7) 

and Klenowski & Wyatt-Smith (2014: 12) believe that assessment is crucial and therefore any 

design of an instructional or teaching objective must consider the role of assessment. 

Worthen, Borg & White (1993) define evaluation as follows: “At its most general level, 

evaluation is the determination of a thing’s worth, value or quality”. 

 
Klenowski & Wyatt-Smith (2014: 12) argue that there is a need for high quality assessment 

standards in education and posit that “…defined standards can inform professional 

judgement of systems-level expectations. This has implications not only for efforts to realize 

curriculum intent and the design of quality assessment tasks, but also for understanding of 

the relationship between curriculum and assessment in a standards-referenced system”. 

Spolsky (1995:7) expresses the basic importance of assessment as follows: “The purely 

pedagogical test use, then, is any form of testing used by teachers and learners to check on 

the learner’s progress in order to modify the course or nature of instruction”. 

Karamustafaoğlu, Sevim, Karamustafaoğlu & Çepni (2003:1) posit that “Improving students 

conceptual understanding depends on the question types asked in exams by the teachers”.  

In a study involving Turkish high schools, Karamustafaoğlu, Sevim, Orhan, Karamustafaoğlu 

& Çepni (2001) found out that 96% of questions in a high school Chemistry subject were of 

low-order cognitive skills type. At the same time, the researchers found out that more than 

50% of the questions in Chemistry University Entrance Examinations were of the higher order 

type. They argue that this scenario yields a contradiction that often causes a  problem 

between high school assessment and university assessment. 

http://pubs.rsc.org/en/results?searchtext=Author%3ASevilay%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASerkan%20SEV%C4%B0M
http://pubs.rsc.org/en/results?searchtext=Author%3AOrhan%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASalih%20%C3%87EPN%C4%B0
http://pubs.rsc.org/en/results?searchtext=Author%3ASevilay%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASerkan%20SEV%C4%B0M
http://pubs.rsc.org/en/results?searchtext=Author%3AOrhan%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASalih%20%C3%87EPN%C4%B0
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2.3 A Brief History of Assessment in Second Language 

 
Sax and Newton (1997:3) trace the history of measurement and testing from the early 

Chinese years through the Gileadites pronunciation test that is recorded in the Bible, to the 

pioneers of modern measurement. Sax and Newton (1997) say that the first Chinese formal 

oral assessment was noted from around 2200 B.C when it was used by the Chinese Emperor 

Ta Yü to test the competency of civil servants in the empire. These government officials were 

either promoted or fired after going through a three-cycle of competency tests. Sax and 

Newton (1997) argue that the Chinese were the first to implement formal assessment, but 

other civilisations also used assessment to discriminate, like the Gileadites (Judges 12: 5-6) 

who used a pronunciation tests to establish the identities of friends and foes. Sax and  

Newton (1997:36) argue that Great Boston Survey led to the formation of the College 

Entrance Examination Board (CEEB) in the United States of America in 1900 because 

“…college admittance was so dependent on the curriculum of a particular secondary school; 

many students were denied a college education. College officials were also confused about 

the competency levels of their entrants, and a good deal of student suffering was the result.” 

 

2.2.1 British and European Perspectives 

 
Howatt & Smith (2014: 78 - 93) give an overview of the teaching of language, and 

consequentially an overview of assessment from British and European perspectives by 

dividing the period from 1750 to the present as follows: 

 The Classical Period (1750 – 1880) 

 The Reform Period (1880 – 1920) 

 The Scientific Period (1920 – 1970) 

 The Communicative Period (1970 – 2000+) 

 
2.2.2 The Classical Period 

 
According to Howatt & Smith (2014) the Classical Period (1750 – 1880) was concerned with 

emulating the teaching and assessment of classical languages, namely Greek and Latin. The 

preferred teaching method was the grammar translation method is a grammar-based 

approach where accuracy is rated very highly and students are expected to be accurate in 

their translations during assessment. Richards & Rodgers (2001:6) maintain that the    period 
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spanning from the 1840’s to the 1940’s, saw the advent of ‘modern’ languages that came 

after the demise of Latin. Since the teaching of languages focused on grammar, the task 

became a tedious and rigorous practice of translation that this major teaching method 

required. According to Richards & Rodgers (2001), this method came to be known as the 

Grammar and Translation Method. Richards & Rodgers (2001) highlight the following aspects 

as some of the major characteristics of the Grammar and Translation Method: 

 The method is geared towards the learning of a foreign language and emphasises 

detailed analysis of the grammatical rules of the target language. This gave rise to 

memorisation of grammar rules. 

 The method focuses on reading and writing with little attention to speaking or 

listening. 

 Vocabulary is often taught out of context, often requiring translation from the target 

language to the native. 

 Accuracy is rated very highly and students are expected to be accurate in their 

translations. 

 Grammar is taught deductively, as such leaners do not internalise process but  

have to put the rule before the production: remember what the rule is, and then 

they construct the sentence. 

 Learners use their native language extensively and thus, lose vast opportunities to 

practice and use the target language. 

Assessment during the Classical period consisted of unrelated sentences for translation and 

extensive testing of grammar without contextualisation or any effort to make intelligible 

meaning of such texts. 

 

2.2.3 The Reform Period 

 
The Reform Period (1880 – 1920), according to Howatt & Smith (2014) was concerned with 

the spoken language because speech was regarded as the cornerstone of all language 

activity and was thus embraced by the European Reform Movement as it championed foreign 

language teaching. Howatt & Smith (2014) maintain that the approach was characterised by  

a “shifting the main pedagogical emphasis away from traditional topics like grammar and 

literature and towards a practical command of the modern spoken language”. The preferred 

pedagogical approaches were the Natural Method and the Direct Method that foregrounded 

the foreign language and used texts of the target language to provided intensive oral tasks. 
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From the arguments above, it is clear that the Reformists wanted to move from away a 

theoretical knowledge of languages towards a more practical, functional knowledge of a 

language. The postulation by William Lake (January 31, 2013) about the Direct Method is 

notable as he argues that “One major disadvantage for this method is that it is works on the 

assumption that a second language is learnt exactly the same way as the first. Second 

language acquisition varies considerably from first language acquisition.” Total immersion of 

a learner into a new language requires resources and ample opportunities to learn from a 

fluent mentor in an ideal situation where there are few learners. Assessment during the 

Reform Period, a period that championed the Direct Method, ignored the written work and 

reading activities and sought to foster only the spoken word. This had limitations regarding 

acquisition of new vocabulary as the method relied on real objects that can be brought into 

the classroom. 

 

2.2.4 The Scientific Period 

 
The Scientific Period (1920 – 1970), according to Howatt & Smith (2014), was concerned  

with a scientific basis for language instruction as a reaction against the oral approach 

(listening and speaking) of the Direct Method. Howatt & Smith (2014) continue to argue that 

this period is notable for promoting the Oral Approach, the Situational Approach and the 

Audio-lingual approach. 

 
During the time that the Audio-lingual approach was in favour, assessment relied on drill 

works and computer laboratories, and this was against the notion that language learning 

must be contextualised, integrated and communicative. Regarding assessment, Lorber and 

Pierce (1990:149-150) argue that: 

 
“First, pencil-and-paper tests present the same questions to all students under the 

same test conditions. This means that the test results provide a reasonable basis for 

comparison. Second, pencil-and-paper tests generate products (students’ responses) 

that are easily stored. This means that tests and the results can be kept readily 

accessible for analysis or review either to improve the test or to explain to students and 

or parents how a grade was determined. Finally, pencil-and-paper tests can be used 

equally well to broadly sample students’ knowledge or to probe deeply into a more 

narrow area.” 

http://blog.about-esl.com/author/will/
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Pencil-and-paper tests helps to eliminate the limitations of an oral examination. Oral exams 

induce increased levels of anxiety and stress as the candidate will have to think on his feet 

and struggle to make a good impression. 

 

2.2.5 The Communicative Period 

 
 
According to the Ludescher (2004), the roots of Communicative Language Teaching (CLT) 

can be traced to the revolutions in the British language teaching convention that dates from 

the late 1960s. Savignon (1991:208) says the term communicative competence was 

introduced in the early 1970’s as part of deliberations in language learning. 

 
Howatt & Smith (2014) argue that the definitive aim of communicative language teaching is 

the effective interaction of the second or foreign language student into the real world and not 

an imagined scenario. Mickan (2014:16) argues that the communicative approach to 

language teaching makes use of authentic texts and original communicative phrases to 

encourage the creation of oral and written texts that are meaningful. The production of new 

texts is done with a purposeful mastery of form, register, grammar rules and language 

structures. Ludescher (2004) says “Both American and British proponents now see it as an 

approach (and not a method) that aims to (a) make communicative competence the goal of 

language teaching and (b) develop procedures for the teaching of the four language skills 

that acknowledge the interdependence of language and communication.” The 

Communicative approach to language teaching, from which this study largely draws, is 

discussed comprehensively in Chapter 1. 

 

 
2.4 The ‘Banking’ Concept in Education 

 

In his renowned work, ‘The Pedagogy of the Oppressed’, Paulo Freire (1970) analyses the 

relationship between the teacher and the student and comes to the conclusion that in 

education, the teacher is a narrator while the student is a passive listener. Freire (1970:52) 

says that the narrated content is lifeless thus making education to suffer from a narration 

sickness. Freire (1970:53) argues as follows: “Education thus becomes an act of depositing, 

in which the students are the depositories and the teacher the depositor. Instead of 

communicating, the teacher issues communiqués and makes deposit which the students 

patiently receive, memorise and repeat. This is the ‘banking’ concept of    education, in which 

the scope of action to the student extends as receiving, filing and storing the deposits.” 
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Micheletti (2010) argues that “What Freire means by this is that the banking concept imposes 

a schism between a person (teacher and/or student) and the ‘real world’, resulting in the 

evident demise of his or her true consciousness, since the former can only be realized 

through the relationships and connections the individual draws from the material to their life.” 

 
Freire (1970:53) maintains that the banking practice in education is fundamentally oppressive 

because the teacher projects “an absolute ignorance onto others” since his mission is to fill 

the receptacles to the brim. Learners are merely required to regurgitate what they managed 

to store without interrogating the meaning of the data. 

 
The website Wikipedia (2017) argues that Freire (1970) makes a call for education to stop 

using the ‘banking’ strategy or methodology because it treats learners as empty vessels 

instead of treating them as co-creators of knowledge.  This stance is echoed by Freire (1972: 

56) postulation that “From the outset, her (a humanist, revolutionary educator) efforts must 

coincide with those of the students to engage in critical thinking and the quest for mutual 

humanization.” These learners create knowledge when they interact with texts and have to 

appraise the value of ideas or material in those texts. It is through this appraisal of texts that 

students become co-creators of knowledge. 

 

2.5 The South African Perspectives on Assessment: 1994 to the Present 

 

This section seeks to provide an understanding for the need for change in South Africa after 

the 1994 democratic elections and focuses on the salient issues of transformation. The 

advent of democracy in South Africa saw the National Department of Basic Education (DBE), 

then called the Department of Education (DoE), battling with a daunting task of amalgamating 

different departments of education from the apartheid era. Prior to the 1994 dispensation in 

the country, there were four departments of education managed by the then independent 

states, six education departments of the self-governing national states, one education 

department for Asians in the House of Delegates and another for Coloureds in the House of 

Representatives. Furthermore, there was one education department for blacks who were 

living in ‘white areas’ and one education department for whites within those white areas. 

 
The former Minister of Education, Professor S. Bengu launched the National Curriculum 

Statement (NCS) in 1997 through the NEP Act of 1996. The National Curriculum Statement 

was  legislated  and  given  the  brand  name  of  Curriculum  2005,  or  C005,  and   adopted 
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Outcomes-Based Education (OBE) as the preferred teaching and learning approach. 

Advocacy started in 1997 across the country and continued during and after implementation. 

The implementation started in 1998 in the Foundation Phase and progressed throughout the 

GET and FET bands through parallel or simultaneous implementation. The implementation 

was planned to culminate with a review in 2005. 

 
In Limpopo Province, it was only in November 2000 that a policy on assessment for the GET 

Band was released through a document entitled Northern Province Department of Education, 

Provincial Assessment Policy, GET Band, November (2000:6). This document was released 

to all schools and was used to anchor advocacy for Outcomes-based Education in Limpopo 

Province. The Northern Province Department of Education, Provincial Assessment Policy, 

GET Band (2000) describes Outcomes-based Education as being “a learner-centred, result- 

oriented approach to education and training that builds on the notion that all learners need to 

and can achieve their full potential, but this may not happen in the same or within the same 

period.” On assessment, the Northern Province Department of Education, Provincial 

Assessment Policy, GET Band (2000) articulates as follows: “Assessment in OBE focuses on 

the achievement of clearly defined outcomes, making it possible to credit learners’ 

achievement at every level, whatever pathway the may have followed, and at whatever rate 

they may they may have acquired the necessary competence.” 

 
Assessment in the Outcomes-based Education (OBE) approach is meant to consider the 

individual’s learning pace and this placed a strenuous load on the educator when he has to 

ensure that all learners are on the same level of knowledge and skills acquisition before 

assessment. What is notable though is that testing is not geared towards comparing learners, 

but to ensure that each learner is competent and has acquired the desired outcomes. In this 

way, OBE became a strong proponent for continuous assessment. 

 
According to the Department of Basic Education’s (2009:12) Report of the Task Team for the 

Review of the Implementation of the National Curriculum Statement: Final Report (October 

2009) the South African National Curriculum Statement (NCS) became a new curriculum in 

1998. Another report, The National Curriculum Statement: Final Report (October  2009) 

further notes that just two years after its implementation, there were outcries against the  

NCS. The National Curriculum Statement: Final Report (October 2009) states that “By early 

2000, the inherent flaws in Curriculum 2005 were becoming obvious, with specific complaints 

about children’s inability to read, write and count at the appropriate grade levels, their lack  of 
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general knowledge and the shift away from explicit teaching and learning to facilitation and 

group work. Teachers did not know what to teach. Academics, and the media, took up a call 

for a review of the curriculum.” 

 
Botha (2002:2) argues that the legislation of Curriculum 2005 and the adoption of OBE 

ushered in one of the most controversial changes in the history of education in South Africa  

as the country sought to move away from the inequality fostered by apartheid. Botha (2002:2) 

notes the criticism made about OBE in South Africa, and argues that these disapprovals were 

about the fact that OBE could not impact fairly, evenly and equally across all communities in 

South Africa because of the legacy of inequality. Dreyer (2008:2) argues that in South Africa, 

legitimate concerns against NCS stemmed from the adoption of OBE as an education 

approach because teachers complained about situations that made it difficult to implement 

OBE. These problems, Dreyer (ibid) maintains, included, inter alia, overcrowded classrooms, 

limited resources, the complexity of the system, difficult vocabulary in the curriculum 

statements of all subjects, and the heavy load of assessment for both learners and teachers. 

 
Botha (2002:4) maintains that, despite challenges with OBE, the introduction of Curriculum 

2005 was a bold step towards restructuring education in South Africa because the 

implementation sought to create a single identity for education in the country. However, 

Outcomes-based Education (OBE) as an approach became very unpopular with teachers in 

particular and members of the public in general in South Africa, and this prompted several 

Ministerial reviews of the national curriculum. According to The Report of the Task Team for 

the Review of the Implementation of the National Curriculum Statement: Final Report 

(October 2009) the first curriculum review of NCS/C2005, came in through the Curriculum 

2005 Review Report (June 2000). The June 2000 Curriculum 2005 Review Report still 

entrenched OBE and failed to address the major problems against NCS/C2005. The 

Ministerial Review tasks team that was appointed in July 2009 came up with 

recommendations that culminated in the release of Curriculum and Assessment Policy 

Statement (CAPS), and this stabilised teaching and assessment practices in the country. 
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2.6 Efforts towards Objective Testing 

 

Davies (1990:1) maintains that there is a negative attitude towards language testing and this 

perception needs to be discouraged. This negative attitude is perhaps the reason why he 

argues that there is “(the) lack of thought given to the construction of most language 

examinations where the chief check is on the scoring rather than on the preparation.” 

 
Sax & Newton (1997:5) refer to the Great Boston Survey as one of the most important 

landmarks in the development of modern testing. According to Sax and Newton (1997), the 

Great Boston Survey introduced the first printed tests in 1845. The ability to have printed  

tests led to the formation of the College Entrance Examination Board (CEEB) in the United 

States of America in 1900, because as Sax and Newton (1997) argue, “…college admittance 

was so dependent on the curriculum of a particular secondary school, many students were 

denied a college education. College officials were also confused about the competency levels 

of their entrants, and a good deal of student suffering was the result.” The important role of 

the CEEB must be acknowledged, as Lorber & Pierce (1990:149-150) make the following 

assertion: 

“First, pencil-and-paper tests present the same questions to all students under the 

same test conditions. This means that the test results provide a reasonable basis for 

comparison. Second, pencil-and-paper tests generate products (students’ responses) 

that are easily stored. This means that tests and the results can be kept readily 

accessible for analysis or review either to improve the test or to explain to students  

and or parents how a grade was determined. Finally, pencil-and-paper tests can be 

used equally well to broadly sample students’ knowledge or to probe deeply into a 

more narrow area.” 

 
Worthen, Borg & White (1993) and Trice (2000) explain that in the United States of America, 

Horace Mann is regarded as the pioneer of the early scientific use of measurement in 

education. Mann criticized the system and criteria where the eight or nine years of schooling 

coupled with some oral examinations were enough to give high school candidates certificates 

or diplomas and a license to proceed to university. Stanley (1964) reiterates Horace Mann’s 

postulation that there were no scientific processes to conduct examinations at the time. 

Stanley  (1964:12)  accredited  Horace  Mann  “with  employing  those  concepts  which have 
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become the cornerstone of today’s theories, and which are now known as validity, reliability 

and usability.” 

 
According to Worthen, Borg & White (1993), it must be acknowledged that Horace Mann  

was an advocate of universal education. Worthen, Borg & White (1993) maintain that Horace 

Mann wanted students throughout the United States of America, and even beyond, to write 

the same examinations. In that way, the fate of the students would not be left in the hands of 

incompetent and subjective teachers. 

 
According to Bloom, Englehart, Furst, Hill & Krathwohl (1956), it was in 1948 at an informal 

meeting of college examiners in Boston, USA, where the seed for the development of what is 

now commonly known as the Bloom’s Taxonomy was planted. Outlining a brief history of the 

development of the classification of educational objectives by himself and his committee, 

Bloom, Englehart, Furst, Hill & Krathwohl (1956) say that “After considerable discussion, 

there was agreement that such a theoretical framework might best be obtained through a 

system of classifying the goals of the educational process, since educational objectives 

provide the basis for building curricula and tests and represent the starting point for much of 

our educational research.” It is now commonly accepted that the work done by Benjamin 

Bloom and his colleagues has left a sound framework for research and a rich legacy 

regarding the design and development of instructional objectives and testing criteria in 

education.  In describing the learning behaviours of the students, Bloom, Englehart, Furst,  

Hill & Krathwohl (1956) outline three learning domains, namely the cognitive, the affective 

and the psychomotor domains. 

 
Bloom, Englehart, Furst, Hill & Krathwohl (1956) define the cognitive domain as the domain 

that “… includes those objectives which deal with the recall or recognition of knowledge and 

the development of intellectual abilities and skills.” The cognitive domain was organised into 

six main classes that incorporate knowledge, comprehension, application, analysis, synthesis 

and evaluation. The theory that was espoused by Benjamin Bloom and his colleagues is that 

all knowledge can be broken down and classified into the six major classes. According to 

Bloom, Englehart, Furst, Hill & Krathwohl (1956), the affective domain “… includes objectives 

which describe changes in interest, attitudes and values, and the development of 

appreciations and adequate adjustment.” 
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It was the intention of Benjamin Bloom’s committee to develop a classification tool for all  

three domains, but only the classification of the cognitive domain was completed. The most 

important postulation by Bloom, Englehart, Furst, Hill & Krathwohl (1956) is that the same 

classes of educational behaviours can be observed across a range of subject matter and also 

across various levels of education. The work done by Bloom and his committee is still 

relevant to today’s education scenario and has laid the foundation for the enhanced 

development of educational or instructional objectives across all educational programmes 

and subjects. 

 

2.7 School Based Assessment (SBA) in South Africa. 

 

The post-apartheid South Africa required the unification of many different departments into 

one national entity. Naturally, assessment practices varied among the plethora of previous 

education departments of pre-1994. Efforts were then made to have common, more or less 

similar strategies for assessment for the whole country. To this effect, Nduna-Watson 

(2005:1) posits that Continuous Assessment (CASS) was incrementally introduced into the 

South African schooling system where three provinces led the CASS piloting programmes in 

1999, and an additional four were included in 2000. All the nine provinces in South Africa 

started implementing CASS from 2001. This decision was in line with the mandate given to 

National Ministry of Education by the National Policy Act, 1996 (No. 27 of 1996). Paragraphs 

3.(4)(l-m) have special reference relating to the mandate to determine the nature of 

assessment. 

 
The decision by the Ministry of National Department of Education to include school based 

assessment meant that the National Senior Certificate (NSC) comprised two fundamental 

components, namely the school-based assessment (SBA) which comprises 25% of the total 

mark; and an external examination which comprises 75%. The introduction of (CASS) was a 

deliberate effort to move away from the criterion-referenced testing to a broad and inclusive 

standards-based assessment that focused on skills and the inclusion of higher order thinking 

skills. 

 
Abbott (2014) maintains that the critics of criterion-referenced testing argue that “the overuse 

or misuse of standardised testing can encourage a phenomenon known as ‘teaching to the 

test,’ which means that teachers focus too much on test preparation and the academic 

content that will be evaluated by standardised tests, typically at the expense of other 

important topics and skills.” The National Department of    Basic Education sought to balance 



 

the negative impact of high-stakes tests with the introduction of school based assessment. 

Nduna-Watson (2005:5), citing the Gauteng Department Education’s Guidelines  for 

Outcomes Based Assessment in GET and FET Bands (August 2000) reiterates that the 

justification for the introduction of CASS at Grade 12 is based on seven principles as follows: 

 

 Firstly, learners will be assessed using different and appropriate assessment 

methodologies. The argument is that the use of different and appropriate assessment 

methodologies will provide a more valid assessment of learner’s performance.

 Secondly, assessment in a CASS environment will take place in an authentic context 

where the learner will be assessed in a realistic situation which is integral to the 

learning process.

 Thirdly, assessment will feed back immediately into the learning process, thus 

promoting the formative role of assessment.

 Fourthly, assessment provides opportunities that are impossible in a once-off, high 

stakes external examination.

 Fifthly, internal assessment allows for the assessment of a diversity of skills which 

otherwise could not be considered for assessment purposes during high stakes 

external examination.

 Sixthly, since CASS is an on-going process, learners are therefore compelled to work 

consistently throughout the year and the benefit of this is that assessment will 

contribute towards restoring the culture of teaching and learning.

 Lastly, the judgment of learner’s performance, especially the summative assessment, 

will now be conducted by the teacher who works closely with the learner in his charge.

 

2.8 Critique of the South African SBA Practice 

 

In South Africa, School based assessment (SBA) was implemented in the Further Education 

and Training band (Grades 10 –12) on an incremental basis. This assessment system started 

with pilot projects in three provinces from 1999 and later embarked on a full-scale 

implementation in 2001 in all the nine provinces. Jansen (2004:1) observed that this resulted 

in the lowering of standards as he argues that 

“The reason for more pupils passing (albeit poorly) is that marks are no longer 

awarded strictly on examination performance. Pupils receive marks for writing in a 

second language other than English and Afrikaans, and they receive up to a maximum 

of 25% of their marks before they even write    the final examination. The latter device, 
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called continuous assessment, is in principle a good thing – awarding marks for steady 

performance throughout the year. But the government does not have a reliable and 

valid protocol in place to ensure that such marks are standardised across the national 

education system. To put it bluntly, many schools will extract maximum gain from the 

opportunity to rate their own pupils.” 

 
In view of the statement above, Jansen (2012:1) further lamented about the large number of 

university students who drop out or repeat courses simply because of the government’s 

mistake of believing that a bachelor’s endorsement at Grade 12 means that a learner is 

qualified to study at university. Pityana (2004:2), commenting on the South African national 

matriculation results of 2003, argues as follows: 

“I believe that a judgement must be made that the results as announced represent as 

fairly as is possible the total capacity of learning from the class of 2003. For that, the 

endorsement of the results by UMALUSI is acknowledged. However, the integrity of the 

results must be put beyond dispute. Second, the results represent the status of 

education in the country at this particular time. 

More work needs to be done to better inform on the quality and content of our 

education. Fortunately, we are building on a good foundation.” 

If the optimism and positive note of the last sentence of the quote above are to be  

maintained, then educators have to ensure that the quality and content of their assessment 

tests remain beyond reproach. 

 
When the School Based Assessment (SBA) was introduced in South Africa, the abbreviation 

‘CASS’ was introduced to stand for Continuous Assessment. Studies by Van der Berg and 

Shepherd (2010:3) compared data from Continuous Assessment (CASS) marks and external 

examination marks to establish, among others things, the relationship between CASS marks 

and external examination marks. They also studied the impact of skewed (inflated and low) 

CASS. The studies observed that there was a great leniency in assessment in many schools 

because teachers do not look as if they are sincerely re-evaluating their own assessment 

standards by reflecting on the students’ examination marks. For this reason, the link between 

CASS and the curriculum standards has remained weak. 

 
Actual on-site practices by teachers suggested that there are problems with the construction, 

development and implementation of school based assessments. Van der Berg and Shepherd 
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(2010:29) posit that “The broad conclusions of this study are that continuous assessment 

accuracy was weakest in terms of the great leniency of assessment in many schools (inflated 

CASS marks), although unreliability of assessment also was a cause for concern in some 

cases. This requires targeted interventions”. 

 
According to Reyneke, Meyer & Nel (2010:289), SBA in South Africa faces many challenges 

because teachers do not have sufficient training in curriculum and assessment matters, there 

is a lack of support for teachers during and after implementation, and that schools do not 

have sufficient resources. Reyneke, Meyer & Nel (2010) further argue that teachers have 

heavy workloads and there is a lack of standards that is exacerbated by poor moderation of 

assessment tasks. Kanjee & Sayed (2013) posit that South African teachers, after many 

years of CASS and SBA implementation, still struggle to meet the demands of the Curriculum 

and Assessment Policy Statement. Kanjee & Sayed (2013) further argue that this challenge 

to meet the CAPS requirements has to be effectively addressed if the key goal of improving 

quality for all learners in South Africa is to be achieved. 

The South African Council for Quality Assurance in General and Further Education and 

Training (UMALUSI) in its report, Quality Assurance of the 2014 National Senior Certificate 

(NSC) Examinations and Assessment of the Department of Basic Education (December 

2014), discovered deviations from CAPS prescriptions in some assessment tasks during the 

2014 moderation and verification process. The Quality Assurance Report (December 2014:6- 

7) focused on Accounting, English FAL, Geography, History, Life Sciences, Mathematics, 

Physical Sciences and Life Orientation subjects. 

The UMALUSI Quality Assurance Report (December 2014: 8-9) indicates that, firstly, there 

was deviation from the CAPS prescription in terms of the weighting of the cognitive levels. 

Secondly, some content was assessed in one term but teaching took place in the next term; 

while the content of the current term was inadequately assessed. Thirdly, some assessment 

tasks placed an over-emphasis on some topics of the curriculum while other topics were 

avoided or neglected. Fourthly, the mark allocation in tests deviated from CAPS directives. In 

some cases assessment tasks were incomplete or without adequate instructions. 

 
Grade 12 subjects are generally and frequently verified and moderated by schools 

moderators and subject advisors. It is the premise of this study that when such deviations 

pertain in Grade 12, then the nonconformities should be even more serious in Grades 10 
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because the latter is rarely subjected to rigorous moderation and verification by schools 

moderators and subject advisors. 

The South African Council for Quality Assurance in General and Further Education and 

Training Report (Dec 2014:7) argues that SBA moderation, monitoring and verification is 

important because these processes help UMALUSI to “justify the authenticity, validity and 

reliability and credibility of learners’ SBA marks.” 

 

2.9 The Curriculum and Assessment Policy Statement (CAPS) 

 

The official DBE document, the Curriculum and Assessment Policy Statement (CAPS), 

English First Additional Language (2011:4) says that the National Curriculum Statement 

Grades R - 12 serves the purposes of: 

 “equipping learners, irrespective of their socio-economic background, race, gender, 

physical ability or intellectual ability, with the knowledge, skills and values 

necessary for self-fulfilment, and meaningful participation in society as citizens of a 

free country”

 “providing access to higher education”

 “facilitating the transition of learners from education institutions to the workplace”

 “providing employers with a sufficient profile of a learner’s competences.”

The first aim of CAPS suggests that the South African education system is geared towards 

delivering a learner that is confident and ready to operate at the local and international levels. 

The second aim has to do with giving learners the requisite transitional knowledge from high 

school to tertiary institutions; while the third aim purports to make learners ready for the world 

of work. 

 
The last aim raises the issue of assessment and the requisite evidence of what learners can 

do. One of the specific aims of the CAPS (DBE 2011: 9) is that English First Additional 

Language (EFAL) learning must enable the learner to “listen, speak, read/view and 

write/present the language with confidence and enjoyment”. The CAPS document (DBE 

2011) goes on to maintain that the listening, speaking, reading/viewing and writing skills and 

attitudes shape  and outline the basis for life-long learning. 



 

2.10 Definitions of Frequently Used Concepts in Assessment 

 
The Cambridge Advanced Learners Dictionary say that when we assess, we “judge or decide 

the amount, value, quality or importance of something.” Nitko & Brookhart (2011:1) argue that 

the terms assessment, test, measurement and evaluation are different but related. This 

section looks at the terminology that is pertinent in this study and seeks to offer views of 

different scholars on the terminology in this field of study. 

 

2.10.1 Assessment 

 
Scholars such Cangelosi (1990:3), Hogan (2007), Nitko & Brookhart (2011) broadly define 

assessment as a process for obtaining information that is used to make decisions about 

students, curriculum implementation, education programmes, schools and educational policy. 

Wright (2008: 4-5) maintains that assessment is a way of providing an accounting of how 

much learners learn in school and equally important, what resources are consumed on 

achieving those learning outcomes. 

 
Wiggins (1990:1) argues that authentic assessment happens when educators examine 

student performance on tasks that are intellectually worthy. For Wiggins (1990) authentic 

assessments are geared towards establishing whether students produce “polished, thorough 

and justifiable answers.” From these arguments it is apparent that assessment makes use of 

tests to collect information about student learning. 

 

2.10.2 School Based Assessment (SBA) 

 
The Hong Kong Examinations and Assessment Authority (2014:3) defines school based 

assessment as an assessment which is rooted in the teaching and learning process and 

argues thus: 

“… the assessment process should be linked to and be a logical outcome of the normal 

teaching programme, as teaching, learning and assessment should be complementary 

parts of the whole educational experience (i.e. the SBA component is not a separate one- 

off activity that can be timetabled or prepared for as if it were a separate element of the 

curriculum)” 

 
The Hong Kong Examinations and Assessment Authority (2012) argues that school based 

assessment “involves  the  teacher  from  the  beginning  to  the  end:  from  planning    the 

assessment programme, to identifying and/or developing appropriate assessment tasks right 
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through to making the assessment judgments.” The Queensland Curriculum & Assessment 

Authority of Australia (2014:4) defines SBA as a system in which teachers are responsible for 

the assessment of learners where the teachers’ judgement of learner performance is made 

against the given standards descriptors. 

 

2.10.3 Evaluation 

 
Educationists and scholars often make a distinction between assessment and evaluation 

because of the different shades of meanings. Nitko & Brookhart (2011) view evaluation as a 

procedural activity that involves making a value judgement about the student’s product or 

performance in a particular knowledge area. Harlen (2007:11) and scholars such as 

Aspinwall, Simkins, Wilkinson & McAuley (1992:2) view evaluation as a way of putting value 

on things. Aspinwall, Simkins, Wilkinson & McAuley (1992) maintain that “Evaluation is part  

of the decision making-making process. It involves making judgements about the worth of an 

activity through systematically and openly collecting and analysing information about it and 

relating this to explicit objectives, criteria and values.” 

 
Sax & Newton (1997:21) define evaluation as a process in which a value judgement or 

decision based on different observations where the evaluator’s background and training is 

important. Sax & Newton (1997) maintain that a test may be deemed to be good, but there 

will always be a need to it and its subsequent results. Carey (1994:76) says that evaluation is 

a process that is used to determine the quality of something, and this procedure will always 

require some criteria or standards that can be applied to the phenomenon so as judge its 

worth. A different view is held by Ornstein & Hunkins (2009: 274) who maintain the 

arguement that assessment is synonymous to evaluation as both processes allow people to 

gather information in order to make decisions. At its best, evaluation is about making 

judgement for the paramount reason of aiding decision–making. 

 
It is the premise of this study that assessment is about collecting information about 

knowledge and skills acquired while evaluation is about putting value on the information that 

was collected. Therefore, to the extent that interests the teacher as an assessor, the  

pertinent question is, ‘What does the learner know?’ On the other hand, it is prudent for the 

evaluator to discover whether the learner knows enough about the content or whether the 

knowledge is worth its value. 
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2.10.4 Measurement 

 

Nitko & Brookhart (2011) posit that when we measure, we assign numbers to a particular 

attribute or characteristic of a person in order to describe the degree of that attribute. Carey 

(1994) maintains that measurement refers to the process of quantifying, or giving a number 

value that expresses the degree to which a characteristic is present in a person. 

 

2.10.5 Tests 

 
Gronlund (1993:162) posits that “a test is always a sample of the many questions that could 

be asked in a domain of knowledge.” Sax and Newton (1997) define a test as a task or a 

series of tasks that are geared towards obtaining observations that are representative of 

education attributes. Sax and Newton (1997) argue that the effectiveness of teacher-made 

tests is dependent on the skills and knowledge of the teacher constructing those tests. 

 
Trice (2000:4) argues that a test is as assessment activity of a sample or a subset of those 

facts and skills that are in the curriculum and which the students are expected to have 

learned. A test may be biased because the assessor has changed focus, but Trice (2000) 

maintains that a test becomes unbiased and objective when it is a random sample of all the 

facts and skills that are likely to be included in the test, and deserve to be in that test. On the 

other hand, a rational sample is biased because the teacher has selected, with reasons, the 

content that must be included or excluded in a test. Trice (2000) argues that teachers often 

use less systematic ways when they develop tests and as a result there is a conflict between 

a random sample and a rational sample. 

 

2.10.6 Summative Assessment 

 

 
According to Sax and Newton (1997), that summative evaluation takes place at the end of an 

education programme or course and it determines the overall effectiveness of that 

programme. For Sax and Newton (1997), the word summative means “the summing up of all 

available information regarding a program at its decision point.” 

 
Trice (2000) on the other hand says that summative assessment usually comes at the end of 

a study unit where learners are assessed in terms of instructional objectives of that unit 

mainly for the purposes of grading or allocation of marks. According to Trice (2000), this type 

of assessment can also be used for diagnostic purposes where teachers establish gaps  and 
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gains in the acquisition of knowledge. Nitko & Brokhart (2011:7) posit that summative 

assessment refers to the judging of quality or worth of a learner’s achievement after the 

completion of a teaching process. 

 
From the arguments of the scholars cited above, it becomes clear that summative 

assessment implies that there will be decisions regarding the tests that were used as well as 

the performance of learners after the tests. Tests must be judged in terms of their validity, 

reliability and fairness. Learners must be judged in terms of the degree or extent to which 

they have mastered the prescribed content. 

 
In South African schools, summative assessment is assessment that happens during the  

year in the shape of formal SBA tasks that constitute 25% of the overall mark; as well as 

year-end formal examinations that constitute 75% of the final mark. SBA tasks are crucial to 

this study because they do not only the reveal the content that is exposed to learners, but  

also the methods and strategies that are employed to test learners. 

 

2.10.7 Norm-referenced Testing 

 

It has been noted and acknowledged that tests can be used for various purposes. According 

to Carey (1994:253), norm-referenced analysis of assessment marks takes place when there 

is a comparison of a learner’s marks or score with the marks of others learners. Norm- 

referenced analysis of testing is important because, say a learner obtains 50% in a test and 

50% is the highest mark in the class, then norm-referenced analysis will, according to Carey 

(1994), force the teacher to change the interpretation of the test scores and must immediately 

review the effectiveness of the teaching methods and strategies. 

 
Van der Berg & Sheperd (2000) argue inflated CASS (SBA) marks give a wrong  

interpretation and a false confidence because norm-referenced analysis will show that that all 

learners have passed with good symbols or grades while the opposite pertains. 

 
Carey (1994) posits that in order to compare an individuals’ performance with the group’s 

performance, one must firstly establish whether the student’s performance is below average, 

average, or above average. Comparing poor scores might not be that useful though it’s not 

totally worthless. Secondly, the teacher must establish whether the student’s performance is 

consistent with his or her past performances. 
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2.10.8 Criterion-referenced Testing 

 
According to Gronlund (1993:12) results from tests can be interpreted in terms of what an 

individual learner can do and what he cannot do. Nitko & Brokhart (2011) argue that a 

criterion-referenced framework is used to attach meaning to the kinds of performances a 

student can do without comparing him with his peers in the classroom. Carey (1994) 

maintains that good criterion-referenced tests are based on particular and specified groups of 

skills and contents that make up the aim of the teaching framework. It is important that tests 

are not irrelevant or biased, but must measure what was prescribed. According Carey (1994), 

“a high score on a criterion- referenced test reflects that the student has mastered the 

criterion or set of skill embedded in the goal.” 

 
In a criterion-referenced testing, analysis will show that in Mathematics, a learner has 

mastered subtraction but cannot multiply numbers. In English, the same learner can show 

evidence that he has mastered spelling but has not yet come to grips with the ‘concord’. Sax 

& Newton (1997) argue that since it is the intention of the criterion-referenced test is to 

approximate or estimate the student knowledge within a domain, then the characteristics of 

that domain must be specified. What is expected of teachers in this regard  when  they 

develop test specifications is to indicate the type of content/skill that will be tested, the 

cognitive level at which it will be tested and level of difficulty for each question. 

 
Nitko & Brokhart (2011) say that the value of criterion-referenced lies in the fact that it tells of 

the degree or the extent to which a student has mastered something. This type of analysis 

has two immediate benefits. Firstly, the teacher can review his teaching methods and 

assessment strategies. Secondly, the learner is able to identify gaps and prioritise areas for 

intensive learning. This will be possible if the learner gets meaningful feedback after the test. 

According to Sax & Newton (1997), students generally expect tests to be made up of content 

items that are approximately proportional in number to the importance and time allocated 

during the teaching or classroom discussions. The teacher is thus expected to give attention 

to instructional objectives so that learners can fairly guess the importance of such 

instructional content. 
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2.10.9 Taxonomies of the Cognitive Domain 

 

Trice (2000:76) describes taxonomy as a hierarchical classification system which classifies 

things that are similar. Trice (2000) argues that the Bloom’s taxonomy is about behaviour of a 

learner since educational aims are about what educators want the learner to be able to do 

after he was taught. Nitko & Brookhart (2011:108), maintain that taxonomies of instructional 

learning targets are “highly organised schemes for classifying learning targets into various 

levels of complexity.” Nitko & Brookhart (2011) say that the cognitive domain is concerned 

with learning that targets knowledge and abilities where memory, thinking and reasoning are 

required. 

 
Taxonomies are useful when we plan an assessment task. Bachman and Palmer (1996:90) 

say that the design of task demands that the teacher embark on the development of test 

specifications. According to Nitko (2004), the elements of a complete plan will include the 

following: 

(a) Content topics that are selected for assessment 

(b) Types of thinking skills that are carefully chosen for assessment 

(c) Specific learning targets and objectives that are designated for assessment 

(d) Emphasis or prominence for each learning that is to be assessed 

Paragraph (b) above suggests that the teacher must be thoroughly conversant with the 

cognitive domain of taxonomies as he prepares to design tests. 
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2.11 Bloom's Taxonomy of Cognitive Domain (Levels) 

 
The Bloom’s taxonomy has six main headings that classify cognitive performance 

 
 
 

Figure 1: Bloom’s taxonomy of cognitive domain. [Source: http://teachthought.com/uncategorized/14- 

brilliant-blooms-taxonomy-posters-for-teachers] 

 

 
a) Knowledge 

 

The Knowledge level is the initial and basic level in the Bloom’s taxonomy. According to 

Anderson, Krathwohl, Airasian, Cruikshank, Mayer, Pintrich, Raths, and Wittrock (2001:45) 

the knowledge level is about recalling or remembering learned information from a wide 

collection of material. The recall may involve data from specific facts to concept, known 

principles, and known methods, procedures and theories. 

http://teachthought.com/uncategorized/14-
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This level embodies the lowest level of learning and erudition outcomes in the cognitive 

domain. Leading verbs in the knowledge cognitive level include, amongst others, verbs such 

as tell, list, state, describe, define, list, identify, label, name, which, who did  

what/when/where, repeat. 

 
b) Comprehension 

 

The Comprehension level is the second level in Bloom’s taxonomy. Anderson, Krathwohl, 

Airasian, Cruikshank, Mayer, Pintrich, Raths, and Wittrock (2001) argue that the 

comprehension level is about the capacity to perceive the meaning of text and material. 

Comprehension involves the translation of information or material from one form to another 

so as to come with the same information but through a different language. The 

Comprehension level usually makes use of verbs such transform, discus, explain, predict, 

summarise, interpret, infer, give the main idea of, convert, translate, give example, account 

for, paraphrase. 

 
c) Application 

 

According to Anderson, Krathwohl,  Airasian,  Cruikshank,  Mayer,  Pintrich,  Raths, 

and Wittrock (2001), the application level is the third level of the taxonomy and it has to do 

with the use or application of knowledge in different or new situations. At this level, the 

student will be asked to applying rules, learned methods, learned concepts, principles, laws, 

and theories to a given set of data. This cognitive level becomes a higher order thinking level 

because the learner has to change knowledge and understanding into an operational activity. 

 
The skills that are to be demonstrated by students at this level include, amongst others, the 

ability to apply knowledge to new situations, the ability to create own knowledge by applying 

concepts and principles to new situations; the application of known laws and theories to 

practical circumstances. Questions at this cognitive level include some of the following 

examples: apply, illustrate, show, make use of, employ, modify, solve, demonstrate, solve. 

 
d) Analysis 

 

Analysis is the fourth level of the Bloom’s taxonomy and it has to do with the competence to 

break down material into its constituent parts. According to Anderson, Krathwohl, Airasian, 

Cruikshank, Mayer, Pintrich,   Raths, and Wittrock (2001),    the ‘analysis’ cognitive level 
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includes the identification of parts, the systemic analysis of associations and rapports 

between parts as well as the recognition of the principles that manage or define an 

organisation. Questions at this cognitive level can be introduced by some of the following 

verbs, amongst others: analyse, differentiate, dissect, compare or contrast, survey, 

categorise, detect, examine, separate. 

 
e) Synthesis 

 

Synthesis is about the ability to put ideas together so that one can arrive at a generalisation. 

Krathwohl, Airasian, Cruikshank, Mayer, Pintrich, Raths, and Wittrock  (2001)  

maintain that synthesis is the ability to position parts together to create a new whole. The 

skills that must be demonstrated at this level include using known ideas to form new ones, 

predicting events and drawing conclusions and the ability to correctly generalise from known 

facts. Questions at this cognitive level can be introduced by some of the following verbs, 

amongst others: create, invent, design, combine, construct, develop, formulate, imagine, 

change, write a short report or story, compose, and design. 

 
f) Evaluation 

 

Evaluation in the Bloom’s taxonomy has to do with the competence to appraise the value of 

ideas or material against a set of standards or determined criteria. The material may involve 

texts such as literature genres, reports and statements. Leading verbs in this cognitive level 

include, but is not limited to the following: evaluate, judge, justify, critique, defend, and argue. 

The Blooms taxonomy is useful for test developers because it helps with drawing up the test 

specifications. Test developers need to vary the cognitive levels of what learners know and 

can do. 

 

 
2.12 The Barrett’s Taxonomy of Comprehension Skills 

 

According to Jalil, Yusof, and Rahim (2014) the Barrett Taxonomy was designed mainly to 

assist teachers when they design reading comprehension questions. Questions for reading 

and viewing are different from grammar questions because the former is more concerned 

about the reader’s response to a text. The Bloom’s taxonomy is suitable to assess skills and 

knowledge that pertain to the construction of sentences and the structure of language. 
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The Barrett’s taxonomy has five levels, namely the literal comprehension, reorganisation, 

inferential comprehension, evaluation and appreciation. 

 
Figure 2: The Barrett’s Taxonomy of Cognitive . 
[Source:        https://www.google.co.za/imgres?imgurl=https%3A%2F%2Flearninglanguagespld.wikispaces.] 

 
 

(a) Literal Comprehension 

The literal level is about the observation and remembering of information that is clearly stated 

in a text. The skills that are associated with this level include naming things, elements, people 

and places. According to DBE/CAPS (2001:79) students may also be asked to state, identify, 

list, describe and relate issues from a text. 

 
(b) Reorganization 

And according to Jalil, Yusof, and Rahim (2014) this level deals with the organisation of ideas 

the skills that the students must display include the ability to sequence  information,  to 

analyse and synthesise ideas or information that is obviously stated in a text. The student will 

be expected to classify, outline, summarise and synthesise. 

 
(c) Inferential Comprehension 

The DBE-CAPS (2011) argues that inference in the Barrett’s taxonomy is about questions 

that require students to interpret points and messages that are not obviously stated in a text. 

The student will rely or prior knowledge from the text in front or from elsewhere to make 

inferential understanding. At this level the student will be asked to give supporting details, 

https://www.google.co.za/imgres?imgurl=https%3A%2F%2Flearninglanguagespld.wikispaces
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outline main ideas, make comparisons, explain the cause and effect and explain the meaning 

of some figurative language. 

 
(d) Evaluation 

According to DBE-CAPS (2011), the evaluation level focuses on questions that deal matters 

of judgement and wants students to say whether something has value or not. Evaluation is 

concerned with, amongst others, issues of quality of accuracy, reality, credibility, facts and 

opinions, desirability and appropriateness. 

 

(e) Appreciation 

The appreciation level requires learners to focus on the emotional, psychological and 

aesthetic impact that a text has on a person. This reaction to a text can be revealed through  

a discussion of text, characterisation, and discussion of the conflict. The student may be 

asked to reveal his empathy for the characters, the writer’s use and handling of language and 

the effectives of style, figurative language and figurative devices. 

 

2.13 A Framework for Constructing Achievement Tests 

 
According to Sax & Newton (1997:9), teachers are mandated to present subject matter and 

offer lessons that are approved by boards of education that speak on behalf of the general 

public. In South Africa, teachers are expected to present content that is contained in the 

Curriculum and Assessment Policy Statement (CAPS). Each subject that is approved and is 

included in the National Curriculum Statement has a CAPS document that outlines its 

contents and assessment framework. Gronlund (1993:1) argues that in spite of the fact that 

there is widespread use of achievement tests and the important role they play, many 

teachers receive very little or no instruction on how to develop good achievement tests. 

Scholars such Gronlund (1993), Nitko & Brookhart (2011) recommend that a teacher must 

consider sound principles that guide the construction of good achievement tests before 

embarking on the task. Nitko and Brookhart (2011) offer the following guiding principles: 

 
 The teacher must be clear about the learning objectives or targets that he wants to 

assess. This suggests that assessment , especially for high-stakes achievement tests 

cannot be haphazard and unplanned, otherwise the test will not target the learning 

objectives 
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 The teacher must ensure that the assessment techniques he has selected match the 

learning target. A test becomes unfair when the test developer or the teacher has 

digressed from the content that was taught and the learners have studied, and Trice 

(2000:5) says that a test that is deemed to be unfair is one that includes items that the 

teacher did not teach. 

 
 The teacher that the assessment techniques that he has selected serve the needs of 

the learners. This suggests that the layout of the question paper, the instructions, the 

vocabulary and focus of the questions must be accessible to all learners. Learners 

should be frustrated by the demands of the tasks. 

 
 The teacher must ensure that whenever possible, multiple indicators of performance 

are used for each learning target. This principle suggests that questions in the 

assessment task must be pitched at the right cognitive levels. Questions must vary 

from the simple to the difficult, and the level of difficulty within each question must 

match the content knowledge that is tested. Simple recall or knowledge questions 

should be the most accessible to all learners. Nitko & Brookhart (2011) say that if we 

get information from several assessment modalities in our tests, then we enhance the 

validity of our assessments. 

Gronlund (1993:8) recommends that the following principles must be considered when 

constructing achievement tests: 

 Achievement tests should measure clearly defined learning outcomes. This principle is 

also highlighted by Nitko & Brookhart (2011). Gronlund (1993) emphasises the 

importance of coming up with clearly defined outcomes and argues that the first step in 

test design is the clarification of what is to be measured. It is the premises of this study 

that when teaching is disorganised and incidental, assessment tasks will be difficult to 

construct because the learning-teaching process has lost focus. To this end Sax and 

Newton (1997:51) argue that effective teaching is about modifying teaching strategies 

until educational objectives are, and only thereafter can assessment take place. 

 
 Achievement tests must focus on all intended learning outcomes. Gronlund (1993) 

posits that when educators specify learning targets that will be assessed, they often 

focus on simple knowledge and skills. Sax and Newton (ibid) maintain that too often 

teachers  are  only  cognisant  of  objectives  that  require  memorisation  of  facts  and 

complex objectives that require application, analysis; synthesis and evaluation are 



 

rarely taught and evaluated. Nitko & Brookhart (2011) say that if a teacher is not used 

to writing learning targets, then he is likely to focus on mostly on those learning targets 

that have a narrow focus, and those that represent the lower level cognitive skills. 

 
 Achievement tests must assess a representative sample of learning objectives. 

Gronlund (1993) say that since a test cannot include or accommodate all learning 

objectives, it must include a representative sample of learning targets. This principle 

suggests that the planning for a teaching programme must include an assessment 

plan. UMALUSI (2014:9), in its report on 2014 SBA moderation, makes the following 

observation about SBA tasks in some schools: “Some work was assessed in one term, 

but was only taught in the next term, while not all content of the current term was 

adequately tested.” The UMALUSI (2014) statement above shows that erring schools 

did not include a representative sample of taught learning objectives. This renders  

their assessment unfair. Trice (2000:4) argues that, in order to avoid bias or  

unfairness, a test must be a random sample which is based on the sum total of all the 

facts and skills that are likely to be included in the test because they were taught. 

 
 Achievement tests should provide scores that are relatively free from measurement 

errors. Gronlund (1993) argues that a well-constructed test is characterised by its 

ability to give consistent results. According to Gonlund (1993), if a test does not give 

consistent results, then the likelihood is that it has errors that cause inconsistent 

behaviour on the part of learners. 

 

2.14 The Functions of Assessment 

 
The argument that in order to determine and appraise the success of an educational system, 

one has to subject learners to some form of regular assessment is generally accepted by 

scholars such as Rowntree (1979), Ornstein & Hunkins (2009) and others. Educational 

systems often come under scrutiny for various reasons and usually it is the assessment 

procedures that get the most attention because of the high stakes involved. 

 
Reynold & Cuttance (1996:63) are of the view that assessment plays an important role in the 

education system because it is a process of documenting information about the effectiveness 

of the education system. Hogan (2007) maintains that there are various users of educational 

assessment,   among   which   are   teachers,   school   administrators,   parents,   the public, 

educational researchers, and learners. According to Hogan (2007), assessment must be     
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used for planning, predicting, feedback, motivating, research, and to certify what and how 

students have learned. 

 
Another view of the function of assessment is expressed in an argument made by Blanchard 

(2009: 2) as follows: “Assessment is traditionally summative, which means making 

judgements about how well pupils have learned what they should have been taught. 

Judgements are made by authorised examiners and teachers acting as examiners. The 

function of summative assessment is to maintain standards by which examinees are  

qualified, and report results.” 

Tasks and tests generated for SBA in South African schools are basically criterion-referenced 

tests because they are used to determine the extent to which learners have learned the 

intended and expected knowledge and skills. According to Dreyer (2008:5), the function of 

assessment is to give a judgement of performance that is measured against criteria and it 

realises this by asking whether something has been achieved, and to this end, the website, 

 
The website ‘Glossary of Education Reform’ (available at http://edglossary.org/criterion- 

referenced-test/) argues that the criterion-referenced tests are used “To determine whether 

students have learned expected knowledge and skills. If the criterion-referenced tests are 

used to make decisions about grade promotion or diploma eligibility, they would be 

considered high-stakes tests.” It becomes apparent from the arguments above that teaching 

without authentic assessment will make evaluation of the whole education programme in a 

country to be impossible. 

 

2.15 Assessment and Curriculum Planning 

 
Klenowski & Wyatt-Smith (2014:51) strongly support the view that assessment must not be 

an endpoint or final activity, but must be considered right up there in the early stages of 

planning curriculum delivery as they put the following argument forward: “The quality of 

assessment tasks that students are to complete becomes a feature of quality teaching, vital 

in establishing what evidence the teacher wants to collect, when and why this particular 

evidence.” The argument above supports the notion by Klenowski & Wyatt-Smith (2014) that 

a teaching plan must be aligned to the assessment and the intended curriculum. 

 
The approach of prioritising assessment to assist teaching by connecting it to curriculum 

planning is called, according to Klenowski and Wyat-Smith (2014), “front-ending”, and to a 
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greater extent, front-ending will assist teachers to “…analyse the culminating or summative 

assessment tasks that the students will be required to complete, and to identify the explicit 

skills and knowledge that students will need for academic success.” Klenowski & Wyat-Smith 

(2014) argue that assessment design must ensure that assessment tasks are rigorous so  

that assessment is able to “carry forward the intent of the curriculum.” Assessment must 

therefore have a very good reason why it focuses on particular content or on particular skills. 

If assessment cannot explain why it focuses on such content and skills, then it is unplanned, 

futile and haphazard. 

 
Cangelosi (1990:3) holds the view that teachers must fulfil the expectations of students and 

parents by using accurate summative evaluation, and this, he argues forth, is often not the 

case. He argues that students are poorly assessed because teachers use poorly designed 

tests, mainly because they lack learning objectives. The point that Cangelosi (1990) drives 

home is that assessment without learning goals is usually shallow, minimal and of little 

consequence because the system has not defined what needs to be achieved. According to 

Cangelosi (1990), “front-ending of assessment will enable the teacher answer the following 

question: The achievement of what?”  The teacher knows what the assessment tasks will  

look like because he knows what content and skills have been prioritised. 

 
It becomes quite evident from the arguments made by scholars that assessment must not be 

an end-product, but that it must be fashioned and crafted right at the beginning when there is 

planning about what outcomes, objectives, content, knowledge and skills are to be taught. 

 
Abbott (ed) (2014:1) in the website ‘The Glossary of Education Reform’ 

http://edglossary.org/about/) says that the critics of criterion-referenced testing argue that “the 

overuse or misuse of standardised testing can encourage a phenomenon known as ‘teaching 

to the test’, which means that teachers focus too much on test preparation and the academic 

content that will be evaluated by standardized tests, typically at the expense of other 

important topics and skills.” 

 
2.16 Assessment and Stakeholders 

 
To a large extent, assessment reveals the content and nature of an education system. 

Worthen, Borg and White (1993) argue that the public will always demand evidence that 

teachers and schools are effectively educating learners. This demand for proof that sound 

educational practices are in place is increasing, and the public holds the belief that test        
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scores are the most credible indicators of learners’ achievement. Parents are used to being 

given test scores as evidence that appropriate assessment has taken place. Thus, 

dependence on information from tests and other assessment strategies is likely to increase 

rather than decrease in the years to come. 

 
Rowntree (1977:1) maintains that in order to understand the extent to which the hopes, 

ideals, aims, and objectives of an education system are enshrined, one has to look into that 

system’s assessment practices. To this end, Nitko & Brookhart (2011: 3) argue that: 

“Assessment is a broad term defined as a process for obtaining information that is 

used for making decisions about students; curricula, programs, and schools; and 

educational policy. When we say we are “assessing a student’s competence,” for 

example, we mean we are collecting information to help us decide the degree to which 

the student has achieved the learning targets.” 

Scholars such as Davies (1990); Worthen, Borg and White (1993) and Spolsky (1995) believe 

that assessment is crucial and therefore any design of an instructional or teaching objective 

must consider the role of assessment. Davies (1990) argues that language testing is a 

strategy that provides goals for language teaching and it thus displays success in attaining 

those goals for both teachers and learners. 

 
Karamustafaoğlu, Sevim, Orhan Karamustafaoğlu & Çepni (2003) posit that the question 

types that educators put into students’ tests have an impact on the students’ conceptual 

understanding. In a study involving Turkish high schools, Karamustafaoğlu, Sevim, Orhan 

Karamustafaoğlu & Çepni (2003) found out that 96% of questions in a high school Chemistry 

subject were of low-order cognitive skills type. At the same time, the researchers found out 

that more than 50% of the questions in Chemistry University Entrance Examinations were of 

the higher order type. They argue that this scenario yields a contradiction that often causes 

problems between high school assessment and university assessment. 

 

2.17 Assessment and Accountability 

 
According to the Cambridge Advanced Learner’s Dictionary, being accountable means that 

one is completely and solely responsible for something and must be able to give a 

satisfactory reason for its state of affairs. Wright (2008:4) views accountability as “a linkage 

and balance between the outcome of an enterprise and the efforts and resources used to 

achieve that outcome.” Wright (2008) further argues that educational accountability   requires 
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and ensures that students are assessed in order to quantify the content they have learnt and 

the skills they have acquired. 

 
This study also holds the view that teachers, school managers and education officials must 

be able to show the public what learners have mastered. Assessment is thus able to show  

the gaps pertaining in an education programme. If assessment is poor, then accountability 

cannot be secured. 

 
An argument advanced by Worthen, Borg and White (1993) in the early 1990’s is still valid in 

the present era, and it is stated thus: “Public demand for evidence that teachers and schools 

are effectively educating students is increasing, and test scores are typically the kind of 

evidence the public finds most credible. Given this trend, dependence on data from test and 

other assessment devices is likely to increase rather than decrease in the years ahead.” 

Wright (2008) posits that the educators must know that the school boards or school  

governing bodies and the general public expect to be appraised of the results from  

systematic assessment. 

 

2.18 Assessment and Monitoring 

 
Assessment has been described as a process of collecting information by scholars such as 

Harlen (2007:12). Once data is collected, a necessary result is to analyse, interpret and 

understand that data. Ornstein & Hunkins (2009:274) view assessment to be synonymous 

with evaluation, and maintain that both allow the people to gather data in order to make 

decisions. Carey (1994:74) states that evaluation is a procedure that is used to determine the 

quality of an entity where decisions about quality require criteria or standards that can be 

used to judge the entity’s worth. 

Teachers, school mangers and curriculum officials must analyse, interpret and understand 

that data in order to inform the system and the general public about the stature or eminence 

of learner achievement. The endeavour to monitor progress in education requires consistent 

monitoring in order to obtain relevant and credible information. 

Aspinwall, Simkins, Wilkinson, & McAuley (1992:48) describe monitoring as “the process of 

gathering information on a continuing and systematic basis over a period of time, normally in 

relation to the implementation of a plan.” Sproull and Zubrov (1981) as quoted in Aspinwall, 

Simkins, Wilkinson, & McAuley (1992), argue that data that is collected can be categorised 
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and be used for different purposes, and suggests the following four uses of information that 

comes from monitoring: 

 Information can be used symbolically to demonstrate that a project or programme is 

implemented and is currently managed in a responsible manner. 

 Information is recorded in order to produce a scorecard so that stakeholders can  

easily refer to the compacted data for reference. Regular school reports, for instance, 

give the assurance to parents and curriculum managers that assessment takes place, 

but more importantly, these reports show the learner’s level of performance. 

 Information is useful in that it is attention-directive, that is, it shows where problems 

come from. The information on performance, for instance, is collected and then 

benchmarked against policy norms and standards in order to measure levels of 

success. 

 Information is used to solve problems and this problem-solving aspect requires that  

the collected information must reflect those areas that exhibit challenges. 

Aspinwall, Simkins, Wilkinson, & McAuley (1992) argue since monitoring information is 

collected on a systematic and regular basis; and data is standardised and quantified, then 

educators must ask themselves the following questions to enhance monitoring: 

 Why is monitoring information needed? 

 What information will best meet these needs? 

 How should the information be collected and disseminated? 

 When should the information be collected? 

 From whom to whom should the information be passed? 

 
 
From the postulations above, it is clear that monitoring is a deliberate, organised and 

purposeful process that strives to inform on the status of an entity, programme or project. If 

stakeholders do not know about the status of their education system, there will be no 

appraisal, no reviews and no remediation plans. The essence of monitoring is to ensure that 

checks and balances are embedded in the practices of an education system in order to guard 

against complacency and ignorance. 

In conclusion, this chapter has focused on the critical issues of assessment by introducing 

assessment as an education function. The researcher has also traced, though briefly,  trends 
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in assessment over the centuries so that as assessors, we can be reminded about the critical 

discourses that dominated the field of assessment. The researcher also reflected on the 

importance and relevance of assessment in schools. The definitions and discussions of 

various assessment concepts presented in this chapter assist in the location of ideas of this 

critical discourse. The information presented in this chapter should help to strengthen 

viewpoints     that     the     researcher     will     present     in     the     chapters     that   follow. 
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CHAPTER 3: RESEARCH METHODOLOGY 

 
 

3.1 Introduction 

 

This study aligned itself with the assertion by Newby (2014:53) that research methodology is 

concerned with the collection of appropriate research tools and the use of relevant research 

rules. Research methods refer to the tools used in research. According to Newby (2014), 

research method tools may include inter alia, observation, questionnaires, statistical analysis 

and so forth. Singleton (Jr.), Straits,B.C & Straits,M.M. (1993: 69) posit that the objects or 

events under study are signified as units of analysis and these can include, inter alia, people, 

organisations, relationships and documents. Singleton (Jr.) Straits,B.C & Straits,M.M. (1993) 

make the assertion that the rationale of the research dictates what or who is to be described, 

analysed and compared. 

 

3.2 Study Design 

 
This study is a qualitative research because it sought to assemble rich and relevant evidence 

and identify patterns, challenges and general practices in school based assessment so as to 

suggest the main causes of variations. The study aligned itself with Newby’s (2014) assertion 

that the leading determinant of qualitative research is the concept of positivism espoused by 

the philosopher Auguste Compte in the 1840’s. According to Newby (2014), positivism is 

based on the belief that truth comes from facts that are verifiable. 

 
This study used document analysis as a research method because it is suitable for qualitative 

and quantitative research studies where a lot of data is archived in institutions. Mogalakwe 

(2006:222) argues that documents are not consciously and knowingly produced for the 

intention of research, but they are objects that occur naturally with a tangible or semi- 

permanent existence which tell us incidentally about the social world of the people who 

fashioned, shaped and produced them. According to Bowen, (2009) document analysis is a 

procedure of qualitative research in which documents are decoded by the researcher to give 

voice and meaning around an assessment topic. In this study, assessment documents 

produced by targeted and sampled schools were readily available and consequentially, the 

truths about school based assessment in the research sample of this study were verifiable. 
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McMillan and Schumacher (2006:400) argue that in an analytical research design, 

authenticated documents are the major source of data. What was required of the researcher 

was to interpret facts and to give explanations and clarify educational meanings that could 

have been inherent in the studied phenomena. Ary, Razavieh, Jacobs and Sorensen 

(2002:25) posit that some of the procedures in a qualitative research include examining a 

phenomenon in its natural form in order to unravel rich detail of small samples where the 

researcher is the principal research tool. Reliability and validity in this research was secured 

through a process of triangulation. Newby (2014) says that triangulation seeks  to 

authenticate or validate an argument, a position, a claim, a process or a result through a 

minimum of two independent sources. Eight schools were identified for this  research and 

their SBA assessment practices were accepted by the researcher as original and authentic 

documents from the sampled schools. 

 

3.3 Study Site 

 
The study planned to evaluate assessment practises of ten (10) schools in Nokotlou Circuit in 

the Capricorn District of Limpopo Province, but only eight (8) schools responded. The study 

focused on two types of SBA assessment tasks from the eight (8) secondary schools that 

willingly participated in the research study. The two types of SBA assessment tasks are the 

language/grammar and the literature tasks. 

 
The researcher selected the site Nokotlou Circuit because in a cluster of five Circuits in 

Mogodumo Cluster of the Capricorn District, Nokotlou was the worst performing circuit in the 

Grade 12 National Senior Certificate (NSC) Examinations of 2015. Schools in this circuit are 

situated in a rural environment, and poor schools in tough environments that have bare 

necessities usually test the Education Department’s willingness and ability to provide fair and 

equitable support. Grade 10 is the foundation of the FET phase and its assessment structure 

is similar to that of Grades 11 and 12, hence this study considers Grade 10 to be critical, 

crucial and fundamental to the introduction of high school teaching and learning. Grade 10 

determines the success of leaners in the whole FET phase – if the foundation is weak, 

learners will not find it easy to recover from the teaching and assessment deficit. 

 
All schools in the Limpopo Province were supplied with the CAPS document, and compliance 

with the national curriculum and assessment policy is expected from all schools. The table 

below shows the number of schools in Limpopo Province. If the management of SBA is not 

properly handled, then too many schools in the province would be affected. Nokotlou   Circuit 
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must be seen and understood to be contributing to the total number of ordinary and special 

Schools in Limpopo Province. 

 

Number of Ordinary and Special schools in Limpopo per phase and sector 

 

TYPE 
 

PHASE 
INDEPENDENT 

SCHOOLS 
 

PUBLIC SCHOOLS 
 

TOTAL 

Ordinary Schools Combined Schools 100 70 170 

Ordinary Schools Intermediate Schools 0 15 15 

Ordinary Schools Primary Schools 48 2424 2472 

Ordinary Schools Secondary Schools 10 1355 1365 

Special Needs For Education SNE Schools 1 34 35 

 
Total 159 3898 4057 

Table 1: Number of Ordinary and Special Schools in Limpopo [Source: Limpopo DoE Master List 4 July 2016] 

 

 
3.4 Study Population 

 
Singleton, Straits & Straits (1993) maintain that two significant features that are implicitly or 

explicitly part of the target population are its geographic and time referents. There are 368 

schools in the Capricorn District that offer English First Additional Language from grade eight 

to grade twelve. The District has a cluster named Mogodumo which has five circuits and fifty 

six schools. These circuits are Mogodumo, Nokotlou, Sepitsi, Mphahlele and Lebowakgomo. 

 
The explicit geographic referent in this sample is that the schools lie in an area that is entirely 

rural and under-resourced. This circuit of ten schools has achieved an average pass rate of 

76% in EFAL in the 2014 Grade 12 NSC examinations while the other four circuits had a  

pass rate ranging from 97% to 100% in the 2014 Grade 12 NSC examinations. The time 

referent is also explicit in that the documents to be analysed are the 2015 school based 

assessment tasks. 

 
Though the research focused on Grade 10, this study could not ignore the analysis of the 

Grade 12 results because these final results are impacted by teaching and assessment 

practices that start at the beginning of the FET phase, namely Grade 10. In 2013, three 

hundred and ninety eight (398) learners wrote English FAL in Nokotlou Circuit and 2.5% of 

these learners failed in their SBA performance. Of the 398 learners, 38, 2% could only pass 

at Level 3 (40-49%) of the NQF scale. In the final analysis, the number of learners who could 

not achieve a 50% pass-level stood at 62%. 
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According to the Department of Basic Education’s unpublished report, DBE (Nov.2015) 

Provincial Report on the Statistical Moderation of School Based Assessment Limpopo, 

(Unpublished Document), the South African Quality and Certification Council, UMALUSI,  

uses the adjusted examination marks per subject as its foundation for statistical moderation. 

In each subject, the Council statistically compares the means of the adjusted examination 

mark with the means of the raw SBA marks, per school. In the 2015 school year, there were 

two schools in Nokotlou Circuit whose SBA marks were rejected. This represents 20% SBA 

rejection in the circuit. The consequence of this rejection may mean that the affected learners 

will have their final marks adjusted downwards. 

 
The DBE unpublished report on 2015 SBA (ibid) argues that the topmost rejection records of 

SBA marks are prominent in the Limpopo province, with 1055 moderation records (7%), 

being rejected, and the implication of this is that the teachers in these schools we incapable 

to effectively and successfully differentiate between the ability levels of learners, 

consequently the SBA marks for these selected subjects were rejected and UMALUSI had to 

generate SBA marks by using the examination mark. 
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LIMPOPO 15019 1055 7.0 3063 20.4 2285 15.2 2533 16.9 2985 19.9 3098 20.6 

Accounting 1053 130 12.3 192 18.2 250 23.7 295 28.0 125 11.9 61 5.8 

Afrikaans FAL 53 0 0.0 12 22.6 3 5.7 2 3.8 19 35.8 17 32.1 

Afrikaans HL 17 0 0.0 1 5.9 1 5.9 0 0.0 4 23.5 11 64.7 

Afrikaans SAL 35 1 2.9 4 11.4 2 5.7 3 8.6 10 28.6 15 42.9 

Agric Management 
Practices 

 

12 
 

0 
 

0.0 
 

4 
 

33.3 
 

1 
 

8.3 
 

0 
 

0.0 
 

4 
 

33.3 
 

3 
 

25.0 

Agric. Sciences 854 190 22.2 86 10.1 120 14.1 406 47.5 36 4.2 16 1.9 

Agric. Technology 4 0 0.0 2 50.0 1 25.0 0 0.0 1 25.0 0 0.0 

Business Studies 1074 18 1.7 286 26.6 304 28.3 286 26.6 129 12.0 51 4.7 

Civil Technology 32 2 6.3 1 3.1 2 6.3 5 15.6 7 21.9 15 46.9 

Computer App 
Technology 

 

63 
 

1 
 

1.6 
 

10 
 

15.9 
 

7 
 

11.1 
 

3 
 

4.8 
 

15 
 

23.8 
 

27 
 

42.9 

Consumer Studies 133 1 0.8 31 23.3 21 15.8 11 8.3 40 30.1 29 21.8 

Economics 1126 54 4.8 324 28.8 171 15.2 87 7.7 304 27.0 186 16.5 

Electrical 
Technology 

 

39 
 

1 
 

2.6 
 

1 
 

2.6 
 

0 
 

0.0 
 

0 
 

0.0 
 

5 
 

12.8 
 

32 
 

82.1 

Engineering 72 2 2.8 20 27.8 9 12.5 5 6.9 19 26.4 17 23.6 
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Graphics & Design              

English FAL 1412 34 2.4 258 18.3 58 4.1 15 1.1 455 32.2 592 41.9 

English HL 61 1 1.6 10 16.4 7 11.5 8 13.1 20 32.8 15 24.6 

Geography 1204 89 7.4 278 23.1 236 19.6 301 25.0 175 14.5 125 10.4 

History 560 29 5.2 123 22.0 102 18.2 88 15.7 112 20.0 106 18.9 

Hospitality Studies 17 0 0.0 0 0.0 0 0.0 1 5.9 2 11.8 14 82.4 

Information 
Technology 
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35.3 

IsiNdebele H 19 3 15.8 0 0.0 2 10.5 0 0.0 6 31.6 8 42.1 

IsiNdebele SAL 1 1 100.0 0 0.0 0 0.0 0 0.0 0 0.0 0 0.0 
 

Table 2: Number of Grade 12 school subject whose SBA was rejected by UMALUSI in 2015. (Source: Department of Basic 
Education. November 2015. Provincial Report on the Statistical Moderation of School Based Assessment Limpopo. 
Unpublished Document) 

 
 

Table 2 above is about Limpopo Province provincial subject comparison regarding the 

number of Grade 12 school subjects whose SBAs were rejected by UMALUSI in 2015. For 

English First Additional Language (FAL) thirty-four (34) schools out of a total of  1412 had 

their SBA marks rejected by the quality assurance body. The ideal situation is that of 

Afrikaans Home Language, Afrikaans First Additional Language, Agricultural Management 

and Hospitality Studies whose SBA tasks were accepted as they were presented to 

UMALUSI. 

 
Comparatively, the marks of Grade 12 English First Additional Language in 34 schools in 

Limpopo were rejected by UMALUSI in 2015 statistical moderation. Since UMALUSI does not 

discriminate among learners when adjusting marks, it means competitive and good 

performing learners were negatively affected when UMALUSI downwardly adjusted the 

marks of the 34 schools in English FAL Limpopo in 2015. Though this research focuses on 

Grade 10 assessment practices, UMALUSI an and DBE Grade 12 evaluation and diagnosis 

of Grade 12 results and SBA practices are often a good indicators of the foundations that are 

annually constructed in the FET phase that starts in Grade 10. 

 
The researcher used nonprobability sampling, and in particular, the purposive sampling 

technique where only the SBA tasks of EFAL Grade 10 teachers were sampled from the 

selected schools. These tasks are the Language Task (Task No. 4) and the Literature Task 

(Task No. 6). Ary, Razavieh, Jacobs and Sorensen (2002) state that “In purposive   sampling 

… sample elements judged to be typical or representative, are chosen from the population”. 

Trochim (2006: Online - no page number), in his argument about purposive sampling, says 

that  “we  sample  with  a  purpose  in  mind.  We usually  would  have  one  or  more specific 

predefined groups we are seeking.” MacMillan and Schumacher (2001: 401) maintain that 
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purposive sampling is done because key informants are “likely to be knowledgeable and 

informative about the phenomena…” The research also made homogenous sampling 

because it focused on the Grade 10 teachers only, thus making them the only subgroup in 

the teaching corps that is related to the research question. 

 

3.5 Selection of SBA tasks for Research Purpose 

 

Although provincial districts may offer some common tasks, Tasks 4 and Task 6 are usually 

genuinely teacher-developed school based assessment tasks. Provincial, district and circuit 

curriculum officials often offer Task 4 as a common task. These common tasks from outside 

the school are also eligible for inclusion in this research because each SBA task must comply 

with the CAPS prescripts and thus opens itself for moderation and evaluation. It must be 

noted that with Task 6 (Literature Task), schools offer different  literature  genres and set 

works and this makes common tasks difficult if not impossible. Despite this diversity in their 

prescribed literature genres, it was still possible to classify and categorise assessment in 

literature through the Barrett taxonomy. The Barrett taxonomy is generic and not specific to a 

particular literature genre. It must be emphasised that in this research, all grammar and 

literature tasks, that is, Tasks 4 and Tasks 6, were fostered, adopted and generated by the 

targeted schools. 

 

3.5.1 The Exclusion Criteria of SBA Tasks 

 
Oral tasks are excluded because they require that the researcher be available during the oral 

presentations. Creative writing tasks (essays and transactional writing tasks) are also 

excluded because they do not require too much technical detail in their design. Mid-year and 

final-year examinations are excluded because they are usually designed; developed or set 

externally that is, they are usually not school based tasks. The following exclusion criteria will 

apply: 

 Tasks from teachers who do not have formal qualifications as teachers. 

 Tasks from qualified teachers who are home language speakers of English 

because they possess advanced levels of the mastery of the English language. 

 

3.5.2 Overview of the Annual SBA Programme for Grade 10 (CAPS) 

 
In Grade 10, the Curriculum and Assessment Policy Statement divides the school based 

assessment workload into four (4) terms per annum as follows: 
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(a) Term 1 

In the CAPS Annual Programme, Term 1 has four tasks, and the first task is Orals which 

consists of listening for comprehension for 10 marks. The second task is the creative writing 

task where learners may choose a narrative, descriptive or a discursive essay for 50 marks. 

The third task is Longer Transactional Writing Task for 30 marks and this includes letters, 

dialogue, reports, speeches, et cetera. The fourth task is the Language Test and this task 

tests language in context, comprehension, summary writing and language structures and 

conventions for 40 marks. 

 
(b) Term 2 

According to the CAPS Annual Programme, the first task in Term 2 is Orals and the task 

focuses on a prepared speech for a possible 20 marks. The second task in the term is 

Literature which consists of contextual questions for 35 marks and the third task is the Mid- 

year examination which is made up of Paper 1 on Language in context, Paper 2 which is 

Literature and Paper 3 which is Creative Writing. Each of these assessments has total marks 

of 80, 70 and 100 respectively. All these tasks make a total of 250 marks. 

 
(c) Term 3 

Term 3 also has three tasks, namely Orals which assesses prepared reading aloud or 

unprepared speech or Informal speaking in groups for 20 marks), shorter transactional texts 

for 20 marks and the Language Test which tests language in context, comprehension, 

summary writing and language structures and conventions for 40 marks. 

 
(d) Term 4 

The fourth term focuses on final-year examinations that are made up of Paper 1 (Language  

in context), Paper 2 (Literature), Paper 3 (Writing) and Paper 4 (Orals) with allocation of 

marks 80, 70, 100 and 50 respectively. The tasks have a total of 300 marks. 

 
The annual programme of assessment. 

Below is a condensed annual programme of assessment in English FAL for Grade 10 
 

TERM 1 

Task 1: Oral 
Listening 
Comprehension 

Task 2: 
Creative 
writing 
Writing Essay 

Task 3: 
Transactional 
writing: 
Longer 
transactional text 

Task 4: 
Test 1 
Language Comprehension Summary 
Literature Contextual questions 

TERM 2 
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Table 3: Overview of the programme of assessment for Grade 10. 
 

Below is a summary of the programme of assessment requirements for  Grade  10  in  

English FAL for Grade 10. 

Term 1: Term 2: Term 3: Term 4: 

(a). One (1) 
Written Test 
(Language in 
context) 
(b). 3 Tasks 

(a). 2 Tasks 
(b). 1 Mid-year examination 
comprising of 3 Papers: 
Paper 1 - Language in 
context 
Paper 2 - Literature 
Paper 3 - Writing 

(a). One (1) 
Written Test 
(b). 2 Tasks 

(a). One (1) internal end- 
of- year examination comprising 
of  3 Papers: 
Paper 1 - Language in context 
Paper 2 - Literature 
Paper 3 - Writing 
(b). Paper 4 - Oral 

Table 4: Summary of the Programme of assessment requirements for Grade 10. 

 
 

3.6 Data Collection 

 
This study, like most qualitative research studies, depended on document analysis to collect 

data. MacMillan & Schumacher (2001:429) posit that “Qualitative researchers think of 

participant observation, interviewing, artefact analysis, field observation, and supplementary 

techniques as strategies… Strategies are sampling and data collection techniques that are 

continually refined throughout the data collection process to increase data validity.” Bowen 

(2009) argues that when collecting data, the qualitative researcher must draw upon multiple 

sources of evidence because the aim is “to seek convergence and corroboration through the 

use of different data sources and methods.” 

 
For the purpose of this research, primary data was collected through document analysis 

because of the nature of the research problem and the study design.  Literature  and  

grammar school based assessment tasks would be the pivotal focus of  the study and for  

this reason, the researcher focused on the authentic 2015 SBA Language and Literature 

tasks that were adopted, designed, developed and also moderated at the school level. 

Bowen  (2009:1) further maintains that  documents can  “be  examined  and  interpreted   in 

Task 5:Oral 
Prepared 
Speech 

Task 6: 
Literature 
Contextual 
questions 

Task 7: Midyear exam 
Paper 1:2 hours 
Paper 2:hours 
Paper 3: 2 hours (to  be completed in May of the school year) 

TERM 3 

Task 8: Oral 
Prepared 
reading 

Task 9 
Transactional 
writing: 
Shorter text 

Task 10 Test 2 
Language Comprehension Summary Literature 

TERM 4 

End-of-year examinations ; Paper 1: 2 hours Paper 2: 2 hours Paper 3: 2 hours Paper 
4: Orals 
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order to elicit meaning, gain understanding, and develop empirical knowledge … (because) 

the analytic procedure entails finding, selecting, appraising (making sense of), and 

synthesising data contained in documents.” 

 

3.6.1 Data Collection Instruments 

 

 
Two main instruments were used for the collection of data, namely the comprehensive task 

evaluation instrument and Bloom’s and Barrett’s Taxonomic analysis grids. 

3.6.1.1 The Qualitative Task Evaluation Instrument 

The researcher used a comprehensive task evaluation instrument that moderated and 

evaluated question papers or SBA tasks in a descriptive manner by focusing on specific 

criteria. This instrument was suitable for the evaluation of both Task 4 and Task 6. 

(a) The Technical Criteria. 

Criteria in this section focused on issues such as the quality of visuals/pictures/graphs, 

instructions, marking tool and the general lay-out of the tasks. 

 
(b) The Language Aspect Criteria. 

Criteria in this section focused on appropriate register and its suitability for the level of the 

Grade 10 learners. 

 
(c) The Content Coverage Criteria 

The content coverage criteria checked whether assessment tasks covered all major tasks that 

are prescribed by CAPS and how questions were constructed (e.g. multiple choice, filling in 

the blank spaces, constructed response question, paragraph, data response, real-life 

scenarios, and real-life problem-solving.) 

 
(d) The Cognitive Level Criteria 

In this section the following questions were deemed important: did questions cover low, 

medium and higher order thinking skills (40:40:20 weighting in CAPS). 

 
3.6.1.2 The Quantitative Task Evaluation Instrument. 

 
 

The quantitative task evaluation instrument would use Bloom’s and Barrett’s taxonomic grids 

for analysis of cognitive levels in the language task, namely Task 4. 
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(a) The Comprehension Section – Barret’s Taxonomy 

(b) The Summary Section – Barret’s Taxonomy 

(c) Advertisement Bloom’s – Barret’s Taxonomy 

(d) Cartoon– Barret’s Taxonomy 

(e) Language structures and conventions – Bloom’s Taxonomy 

 
 

The research recommended Barrett’s taxonomies for analysis and classification of cognitive 

levels for Task 6 because the task predominantly required the reading of literary texts. The 

data collection instruments are included in the appendices of this research proposal. 

 

3.7 Data Analysis 

 
Data analysis was treated as an on-going process (Creswell, 2003) and for this reason the 

researcher categorised and safely kept all research notes and documents. Completed or 

used instruments utilised for analysis also formed part of the research archive. Newby 

(2014:227) emphasises that one of the major principles of research is that data collection, 

analysis and interpretation should be rigorous, systematic and transparent. Newby (2014) 

maintains that the researcher must ask himself, among other appraisal questions, the 

following important question: “How well the approach to, and the formulation of, the 

analysis has been conveyed?” Newby (2010) argues that the following are quality 

indicators: 

 Do we know the original form of the data? 

 Are the reasons for the data management method/tool/package given? 

 Can we see how descriptive analytic categories have been generated? 

 Can we see how analytic concepts/typologies have been devised and applied? 

From the above, it became clear what the focus of the researcher would be during analysis 

of data, and consequently, this research was guided by these criteria and other emergent 

ones. The data analysis process followed four stages as outlined by Newby (2010), and 

these are: 

 Preparation of data (organising data in a way that it can be used) 

 Identifying basic units of data (classification of data) 

 Organising data (evaluation and aggregation/grouping or separating data) 

 Interpretation of data 
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3.8 Delimitation of the Study 

 
In order to have sufficiently reliable results that can allow for generalizations, this study would 

ideally have a large sample as possible. According to the website Reference.com [available 

at:https://www.reference.com/education/meaning-delimitation-research], delimitation in 

research refers those selections that the investigator or researcher makes for the study, and 

the crucial factor is that the choices and selections are made by the researcher. The 

researcher decides about what is to be included. On the other hand, limitations are 

components such as time constraints, funding, or resources for the study and these elements 

are not under the control, management or regulation of the researcher. 

 
For the purpose of this research, the research sample consisted of eight schools and the 

researcher considered the size of the sample large enough to allow for generalisations. The 

critical criterion was that all these schools are offering English Additional Language in Grades 

9 to 12. These schools represent the contemporary education delivery in rural environments, 

especially where resources are scarce. 

 
Urban and semi-urban schools make only a small percentage of schools in Limpopo 

Province, while the rural schools account for a large number of learners. According LDoE 

(2014:17) through a document entitled Annual School Survey 2013; most learners in the 

province attend schools that are in Quintile 2. LDoE (2014) (Annual School Survey 2013) 

further shows that provincially, 96.2% of learners attend at no-fee schools. No fees schools 

are schools that are in Quintiles 1, 2 and 3 and this grouping entails that the schools are 

situated in poor communities. 

 
The sample selection in this research displays characteristics that are similar with the rest of 

Provincial rural schools. The study focused only on SBA assessment in English Additional 

Language and did not focus on the final examinations in the subject as these examinations 

are common and nationally designed examinations that are rigorously moderated and 

standardised. 

 

3.9 Ethical Considerations 

 
Johnson & Christensen (2004:96) maintain that the concept ‘research ethics refers to a set of 

principles that is used to guide a researcher in conducting studies of an ethical, moral and 

http://www.reference.com/education/meaning-delimitation-research


56  

honourable nature. The principles guiding the researchers are adjudged to be fair  and 

virtuous when they protect the privacy of the research subjects. 

 
Ary, Razavieh, Jacobs and Sorensen (2014) say that “educational researchers are dealing 

with human subjects with feelings, sensitivities, and rights who must be treated with  

ethically”. In order to fully address ethical issues in this study, the researcher primarily 

concentrated on the following: 

 ensured that the participating schools and teachers were well-informed about the 

nature of the research. 

 sought and made sure that he received permission from the Limpopo Department of 

Education to conduct the research in schools within its jurisdiction. 

 preserved the anonymity, confidentiality and dignity of participating schools and 

teachers. He ensured that no embarrassment is suffered by the participating schools 

and teachers. 

 ensured that the University of Limpopo granted the researcher an ethics certificate that 

bound the researcher to sound ethical practices. 

 
The researcher sought permission from the Head of Department of the Limpopo Provincial 

Department of Education to conduct the research in schools under his/her jurisdiction. The 

researcher also requested participants to volunteer to give information without any prejudice 

to them; and they would be informed about the nature of the research and about who is likely 

to benefit from the study. 

Beskow (2014: online, p1) argues that informed consent can be described as a process for 

enabling individuals to make voluntary decisions about participating in a research with an 

understanding of the purpose, procedures, risks and benefits of the investigation, as well as 

alternatives to participating. In this regard, research data from participants will be stored 

securely to protect participants and to ensure their anonymity. 

 

3.10 Quality Assurance 

 

It is crucial that a research study must have impeccable levels of truthfulness, credibility and 

trustworthiness to be of any significance. Johnson & Christensen (2012:300) argue that when 

the term ‘validity’ is raised in research, it has traditionally been associated with qualitative 

research. A defensible  research, Johnson &  Christensen (2012) argue, must be    plausible, 

credible  and  trustworthy.  Ary,  Razavieh,  Jacobs  and  Sorensen  (2014)  maintain  that   a 
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researcher must ask himself whether the quality of the data collected and the methods used 

are rigorous. This study will use a number of strategies to ensure that the research exudes a 

satisfactory level of trustworthiness. 

 

3.10.1 Credibility 

 

According to Ary, Razavieh, Jacobs and Sorensen (2014), credibility addresses the issue of 

truth value. This research will chiefly use document analysis as a research method and will 

produce interpretations, findings and recommendations that are rich and detailed in terms of 

descriptions. The research thus aligned itself with Johnson & Christensen’s (2012) assertion 

that descriptive validity is actually accuracy in reporting information that is descriptive in 

nature and this may be the description of events, the mannerisms or behaviour, people in 

different milieu and circumstances. 

 
The quest of the study was to portray truthfulness of the findings and thus the study 

presented reality as it unfolded during data collection through data triangulation strategy. 

According to Ary, Razavieh, Jacobs and Sorensen (2014), triangulation means that data are 

collected using different instruments to verify the correctness of such data collection. 

 

3.10.2 Transferability 

 
According to Ary, Razavieh, Jacobs and Sorensen (2014), transferability addresses the issue 

of generalisability or external validity where the findings of a qualitative study are applicable 

to other environments or groups. However, Ary, Razavieh, Jacobs and Sorensen (2014), 

remark that the intention or purpose of a qualitative research is not always the quest to seek 

generalisability. 

 
The goal of a qualitative research must be the production of thick, rich and extensive findings 

that will provide the potential users of the research with knowledge that they can apply. In 

other words, the research must be relevant so that the potential users of the study can 

transfer knowledge from the report to other settings, groups or environments. Factors that 

determine the research findings and its recommendations will influence the level of similarity 

with other contexts. Another strategy was to seek similarities within documents or literature of 

the same focus; and in this case, the focus was on school based assessment. Test that had 

the same similarity were studied. 
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3.10.3 Dependability 

 
Ary, Razavieh, Jacobs and Sorensen (2014) refer to dependability as the trustworthiness of 

the report and also view it as consistency that can be tracked and be accounted for. If 

consistency in research can have variations that can be tracked or explained, then such a 

research has achieved trustworthiness. 

 
The strategy in this regard is to maintain a clear audit trail where field notes and all research 

documents are properly acknowledged, listed and archived. For this research, documentation 

will reveal the number of schools that were invited to participate in the research, the types of 

documents received for analysis and tools used for analysis of data. 

 

3.10.4 Confirmability 

 

According to Ary Ary, Razavieh, Jacobs and Sorensen (2014), confirmability addresses the 

issue of neutrality as it seeks to establish the extent to which the research is free from 

subjectivity and bias and is therefore often equated to objectivity in quantitative research. The 

focus is not so much on the researcher, but on the data and the subsequent interpretations. 

 
Confirmability therefore is an assurance that the research procedures and interpretation are 

objective to an extent that the research findings can be confirmed by other independent 

researchers studying the same phenomenon. This implies that the researcher must be ready 

to have peer review. 

 
Ary, Razavieh, Jacobs and Sorensen (2014) maintain that the audit trial is the best strategy 

for demonstrating confirmabilty in research; and as indicated earlier, this research will 

maintain a clear audit trail where field notes and all research documents are properly 

acknowledged, listed and archived. Records will also show procedures followed and how 

interpretations were arrived at. 
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CHAPTER 4: DATA PRESENTATION AND INTERPRETATION 

 

 
4.1 Introduction 

 
The purpose of this chapter was to determine compliance of Grade 10 English First 

Additional Language School Based Assessment tasks with the Curriculum and Assessment 

Policy Statement. This chapter organises and presents research outcomes obtained through 

document analysis. The researcher visited and obtained official documents that are genuine 

records of school assessment tasks from participating institutions. 

 
The website University of California San Diego's Office of  Student  Research  and 

Information (available at http://studentresearch.ucsd.edu/) posits that “Document analysis is a 

form of qualitative research in which documents are interpreted by the researcher to give 

voice and meaning around an assessment topic.” One of the major advantages of document 

analysis is that there are few or insignificant biases about the collected information. The 

documents are always available and another researcher can subject them to the same or 

advanced scrutiny. 

 
Mogalakwe (2006: 226) argues that credibility in documentary research refers to whether the 

evidence that is found in documents is free from error and misrepresentation or distortion. 

The research is guided by the principle that authenticity is crucial to any research and 

Mogalakwe (2006: 225) says that the researcher has an obligation and a responsibility to 

guarantee that the document accessed is genuine and has veracity and truthfulness. Bowen 

(2009: 31) argues that documents are not intrusive or indiscreet, and are thus not reactive to 

the research process because participants do not influence the researcher’s methods or 

edifice or organisation of meaning. 

 
The Welman, Kruger & Mitchell (2010: 142) argue that construct validity happens when we 

measure or evaluate something with an instrument that is meant to measure that variable, 

and not the irrelevant alternative. By deduction it follows that good construct validity gives 

credence to accurate research findings and representation of data. In order to maximally take 

full advantage of document analysis as a research method, the researcher uses three 

instruments, namely: 

 Instrument to evaluate the technical aspects of the CAPS tasks 

http://studentresearch.ucsd.edu/
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 Instrument to analyse the CAPS Cognitive Levels in Task 4 

 Instrument to analyse the CAPS Cognitive Levels in Task 7. 

Below is an analysis of the 2015 Grade 12 examination results of the eight (8) schools that 

participated in the research. The significance of the data below is that it reveals that the 

majority of learners pass at Level 2 and Level 3. The data also revealed that there were a 

significant number of learners that performed at Level 1. Level 1 describes a learner that 

failed, or did not achieve. This scenario can be attributed to the type of assessment that  

takes place in Grade 10 

Figure 3: 2015 Grade 12 results of the 8 research schools 

 
 

4.2 Presentation of Data 

 
The research used both qualitative and quantitative approaches in that it used descriptive 

data analysis as well as quantified data collection. The research embarked on the procedure 

espoused by Newby (2010:459) that argues that investigation must start with the collection 

and preparation of documentary data, move to the identification of basic units of  data, 

proceed to the organisation of data and finally construct the interpretation of data collected. 

Welman, Kruger & Mitchell. (2010:228) argue that once data has been collected, one can 

then proceed to describe, compare or categorise such data. Two tasks, namely the  

Language Tasks (CAPS Task 4) and the Literature Task (CAPS Task 6) were received from 

the ten sampled schools. The research found that not all SBA tasks were generated by the 
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teachers as expected. Some tasks are previous questions from the Limpopo Department of 

Education, while others were sourced from the Department of Basic Education. When 

previous question papers are used as formal CAPS tasks, learners who have already seen 

the question papers had an unfair advantage. 

 

4.3 Basic Data about the Research Sample 

 
Below is representation of the description of the SBA tasks that were collected from the 

sampled schools. Schools were allocated codes in order to protect their identities. 

 

 
Task 4 - Language 

No. School Task Marking 

guideline/ 

Memo 

Type of 

school 

Presentation 

of tasks 

1 School A Previous question paper – the task was already given to 

learners in a previous exam session in Limpopo Province 

No Rural A typed task 

2 School B District Common Task No Rural A typed task 

3 School C Task developed by the teacher – the task mixed 

Language and Literature Tasks 

Yes Rural A typed task 

4 School D Previous question paper – the task was already given to 

learners in a previous exam session in Limpopo Province 

 Rural A typed task 

5 School E Previous question paper – the task was already given to 

learners in a previous exam session in Limpopo Province 

No Rural A typed task 

6 School F The school used a June 2015 question paper as Task 4 

for May 2015. The task was already seen by learners 

Yes Rural A typed task 

7 School G The school used a November 2014 question paper as 

Task 4 for May 2015. The Task was set for Grade 11 

learners. The task was already seen by learners 

No. Rural A typed task 

8 School H The school used a June 2013 question paper as Task 4 

for May 2015. The task was already seen by learners. 

Yes Rural A typed task 

Table 5: Profile of schools with regard to Task 4 (Language structures and conventions) 
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Task No 6 - Literature 

No. School Task Marking 

guideline/ 

Memo 

Presentation of 

data 

Presentation of tasks 

1 School A Task developed by the teacher No Rural Handwritten 

2 School B Task developed by the teacher No Rural Typed and handwritten 

3 School C Task developed by the teacher No Rural Typed and handwritten 

4 School D Task developed by the teacher Yes Rural Typed and handwritten 

5 School E Task developed by the teacher Yes Rural Typed and handwritten 

6 School F DBE Previous question paper (35 marks) + 

Task developed by the teacher (35 marks) 

Yes Rural Typed and handwritten 

7 School G Task developed by the teacher Yes Rural Typed and handwritten 

8 School H Task developed by the teacher Yes Rural Typed and handwritten 

Table 6: Profile of schools with regard to Task 6 (Literature) 

 
4.4 Qualitative Evaluation of the Language Task (Task 4) 

 
The Department of Basic Education/DBE (2011:77) in the document entitled Curriculum and 

assessment Policy Statement: English First Additional Language, states that all tasks that  

are classified as Formal Assessment Tasks are subject to rigorous moderation for the 

purpose of quality assurance and to ensure that appropriate and applicable standards are 

maintained. 

 

4.4.1 Technical Aspects of the Task 

 
According to the official DBE document, ‘Official Languages: First Additional Language 

Examination Guidelines’ (DBE 2014: 3), the aim of these guidelines is to standardise and 

regiment the setting and marking of examinations in all 11 South African official languages in 

respect of: 

(a) the number of sections in the examination paper 

(b) the different lengths and types of texts 

(c) the types, categories and levels of questions 

(d) the allocation of marks 

(e) the marking memoranda and or assessment rubrics. 
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When a teacher plans an assessment task, there are certain technical criteria that he must 

consider to ensure that the task is standardised and fair. Harlen (2016:695) argues that the 

foundation for selecting what are the most suitable techniques and tools depends on the 

reason for assessment and what is obligatory in terms of validity and reliability to serve that 

assessment purpose. 

 
As indicated in Chapter 3, SBA tasks are basically criterion-referenced task. The website, 

Glossary of Education Reform (available at http://edglossary.org/criterion-referenced-test/), 

says that “criterion-referenced tests may include multiple-choice questions, true-false 

questions, open-ended questions (e.g., questions that ask students to write a short response 

or an essay), or a combination of question types.” 

4.4.1.1 Does the task have correct marking memorandum/rubric? 
 

Paragraph 4.3.1(a) above indicates that the marking memoranda and or assessment rubrics 

are form part of formal assessment in CAPS. Salvia & Ysseldyke (1999:29) argue that a test 

is a scheduled set of questions or tasks for which predetermined varieties of communicative 

answers are required. Salvia & Ysseldyke (1999) further argue that fairness is an indicator of 

settings and conditions in which the results are believed to be disadvantageous, inaccurate  

or erroneous. Bachman & Palmer (1996:193) maintain that the method of quantifying 

responses to test tasks is an essential component of the assessment construct. The criterion 

on correct marking memorandum/rubric seeks to test the issue of fairness, appropriateness 

and compliance with CAPS. Only four (4) schools out of the eight (8) that participated in the 

research had marking memorandum. This shows a noncompliance or deviation of 50%. 

 
4.4.1.2 Do marks on the task correspond to marks on the marking memorandum? 

According to Nitko & Brookhart (2014: 304), one of the features of standardised tests is that 

they provide raw scores for each subset of questions to allow for norm-referencing so that 

teachers can use percentile ranks scores and grade-equivalent scores as a referencing 

framework. Referencing is important: 30 as a number on its own does mean anything, but 30 

out of 80 means that only 24% of the answers were corrected. It is also possible that the 

learner, with only 24%, could be ranked at the top of the class. Bachman & Palmer (1996: 

194) argue that the scoring method must be consistent with the tasks specifications. 

http://edglossary.org/criterion-referenced-test/
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Figure 4:  Tasks with the correct rubrics 

 

The findings of the research indicate that out of a total of 8 tasks from eight schools, 4 tasks 

did not have marking memoranda or scoring rubrics. This represents a deviation of 50% of 

the sample, an indication that these schools ignore the principles of fairness and 

appropriateness in assessment. 

 
Two (2) tasks did not comply in terms of correctness while only two were correct. From the 

graph above, it can be reasoned that 75% of the sampled schools did not comply with the 

criterion on correct marking memorandum/rubric. 

 
4.4.1.3 Is the lay-out of the task friendly to learners? 

Nitko & Brookhart (2014) argue that the teacher must ensure that all assessment tasks do  

not hamper a learner’s ability to demonstrate accomplishment of the learning targets. 

According to McMillan (2008:08), standardised tests must have strong technical properties.All 

the schools that participated in the research used previous question papers from the Limpopo 

Department of Education for Task 4 and these tasks complied with lay-out specifications as 

per guidelines from the DBE(2014:4) Department of Basic Education, Official Languages: 

First Additional Language /2014 Examination Guidelines 

 
4.4.1.4 Does the task have an appropriate font? 

McMillan (2008:94) argues that objective tests must be formatted so that they are easy to 

read and this would require that the entire question is on one page and the font used must  

not be too small. According to McMillan (2008:94), a test that is correctly formatted will  

ensure that the print is not crowded together – a good presentation of the test enhances 

fairness. The research found that all the schools that participated in the research used 
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previous question papers from the Limpopo Department of Education and these tasks 

complied with lay-out specifications as per guidelines from the unpublished Department of 

Basic Education’s Official Languages: First Additional Language Examination Guidelines 

Grade12 (2014). 

 
4.4.1.5 Are mark allocations clearly indicated? 

McMillan (2008:53) argues that fairness is a condition or situation in which assessments are 

not undeservedly predisposed or influenced by factors that are not related to the learning 

objectives or standards that are being assessed. There was also compliance in this criterion 

because all the schools that participated in the research used previous question papers from 

the Limpopo Department of Education and these tasks complied with lay-out specifications  

as per guidelines from the DBE (2014) Department of Basic Education, Official Languages: 

First Additional Language /2014 Examination Guidelines 

 
4.4.1.6 Is the time allocation for the task appropriate? 

According to Wright (2008:132), when a test has only a few items, it will have lower reliability 

than it would have if it were constituted of many items. Nitko & Brookhart (2014) argue that 

the teacher must prepare students for assessment by telling them, inter alia, the assessment 

conditions under which they are expected to perform. Students need to know how much time 

they will need to complete the test. All the tasks were composed of many items or questions 

and the two hours allocated to the tasks were sufficient. Only one school in the research 

sample failed to indicate time allocation for Task 4. This translates into noncompliance of only 

12, 5%. 

 
4.4.1.7 Is the quality of extracts/visuals/pictures/graphs appropriate? 

According to the website Wikipedia (https://en.wikipedia.org/wiki/Visual_literacy) , visual 

literacy is “the ability to interpret, negotiate, and make meaning from information presented in 

the form of an image… Visual literacy is based on the idea that pictures can be ‘read’ and 

that meaning can be through a process of reading”. Fair assessment or testing will ensure 

that images used in the test are clear so that learners can have a good opportunity to 

negotiate the meaning of the image. If the image is unclear, then the assessment is unfair. 

Concerning the criterion on the clarity of extracts and visuals, the research findings indicate 

that 5 schools presented tests that did not have clear visuals. This translates into a significant 

noncompliance of 62, 5%. 

https://en.wikipedia.org/wiki/Visual_literacy
https://en.wikipedia.org/wiki/Interpreting
https://en.wikipedia.org/wiki/Image
https://en.wikipedia.org/wiki/Pictures
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4.4.1.8 Are instructions clear and unambiguous? 

Salvia & Ysseldyke (1999:217) argue that a standardised test must use consistent directions 

or instructions, criteria for scoring and procedures such as time allowed for the completion of 

the task. This will result in correct observable learners’ behaviour. Ambiguous instructions will 

disadvantage learners. Bachman & Palmer (1996:181) argue that since instructions are 

typically the first aspect of the test that learners encounter, these must give the exact nature 

of the answers that are required in the test. 

 
There was compliance in this criterion because all the schools that participated in the 

research used previous question papers from the Limpopo Department of Education and 

these tasks complied with lay-out specifications as per guidelines from the DBE (2014:4) 

Department of Basic Education, namely Official Languages, First Additional Language 

Examination Guidelines. 

 
4.4.1.9 Does the format of the task adhere to the DBE 2014 Examination Guide? 

Harlen (2016:695) says that a criterion-referenced test is created to give information about 

what a learner can do in relation to specific outcomes of the curriculum. This is important 

because the test must mirror the content that is enshrined in the curriculum. There was also 

compliance in this criterion because all the schools that participated in the research used 

previous question papers from the Limpopo Department of Education and these tasks 

complied with lay-out specifications as per guidelines from the DBE (2014:4) Department of 

Basic Education, namely Official Languages, First Additional Language Examination 

Guidelines. 

 
4.4.1.10 Where extracts are used, are they of the CAPS approved length? 

The English First Additional Language Curriculum and Assessment Policy Statement (CAPS) 

(DBE 2011: 34 and 84) in FET Phase pertaining to Grades 10 -12 prescribes the lengths of 

extracts as follows: 

 
 

Grade Type of Text/Extract Number of Words 

10 Comprehension passage 450 - 500 

10 Passage for Summary writing ± 250 

10 Intensive reading ± 250 

Table 7:  CAPS prescribed length of extracts in Grade and 11 
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There was also compliance in this criterion because all the schools that participated in the 

research used previous question papers from the Limpopo Department of Education and 

these tasks complied with lay-out specifications as per guidelines from the Department of 

Basic Education, namely Official Languages: First Additional Language DBE/2014 

Examination Guidelines (2014:5) 

 

4.4.2 Language Aspects of the Task 

 
The Communicative Language Theory advocates that language must be taught and 

assessed in context. Questions in a CAPS assessment tasks are usually preceded  by 

extracts to offer some form of grounding, framework, perspective or context to the students. 

Nitko & Brookhart (2014: 70) argue that main criteria for judging the quality of tests are the 

validity criteria such content relevance, fairness and representativeness. According to Nitko & 

Brookhart (2014), the teacher must ensure that the directions (instructions) are clear to all 

students. Salvia & Ysseldyke (1999:217) maintain that a representative sample of words 

should be used where a bigger or complex domain of content is tested, and this 

representative sample must use an appropriate mix of simple and difficult words. The 

research found that there are language errors in some of the tasks, and the following 

constitutes some of the examples: 

 
 

Error Correct form 

She cann’t … She can’t … 

What figure of speech is used on line… What figure of speech is used in line… 

mrs Abida Ahmed Mrs Abida Ahmed 

What kind of ‘mess’ is refered in Frame 2? What kind of a ‘mess’ is referred to in Frame 2? 

Do you think ‘lament’ is apprise poem Do you think ‘lament’ is a praise poem? 

Table 8 language errors found in the tasks 

 

4.4.3 Content Coverage 

 

 
According to Salvia & Ysseldyke (1999), one of the main concerns of the general public 

regarding assessment is inadequate instruction or teaching that does not cover the content 

that is prescribed by the curriculum and this leads to students being tested on insufficient 

subject matter. 
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McMillan (2008:23) says that one of the important sources of validity evidence is test content 

on test construct where the test developer must measure the extent to which assessment 

items represent a larger field or construct. In South African schools, formal grammar testing in 

SBA is mostly administered as a writing test. When a test developer uses two or more of the 

traditional testing techniques, the probability is that assessment items will represent a larger 

field or paradigm. 

 
4.4.3.1 Does the task cover the content and aspects as prescribed by CAPS? 

 
 

Wright (2008:145) maintains that if assessment plans are wee-conceived, then it is possible 

to verify that all areas and aspects of the subject curriculum are being assessed to the 

desired depth. Wright (2008) argues that there must be fidelity or conformity between the test 

and the curriculum content. The Department of Education CAPS (2011:11) argues that a 

person learning an additional language needs as much exposure as possible and the 

criterion on content coverage is thus relevant and crucial in this research. 

 
All the sampled schools in this research comply with CAPS and the 2014 DBE Examination 

Guideline. The availability of skills and content in the tasks as show in Table 7 is not 

necessarily sufficient, and for this reason the research focuses on the quality of the skills and 

content area in the criteria that start from paragraph 4.3.3.3. 

 

 
Content/Skills School 

A 
School 
B 

School 
C 

School 
D 

School 
E 

School 
F 

School 
G 

School 
H 

Comprehension Available Available Available Available Available Available Available Available 

Summary writing Available Available Available Available Available Available Available Available 

Advertisement Available Available Available Available Available Available Available Available 

Cartoon Available Available Available Available Available Available Available Available 

Language 
structures and 
conventions 

Available Available Available Available Available Available Available Available 

Table 9: Content coverage through texts that are grade and level appropriate 
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4.4.3.2 Does the task include a minimum of two types of assessment? 
 
 

 School 
A 

School 
B 

School 
C 

School 
D 

School 
E 

Scho 
ol F 

School 
G 

School 
H 

Construct an 
answer 

Yes Yes Yes Yes Yes Yes Yes Yes 

Complete 
sentences 

Yes Yes    Yes   

Combine 
sentences 

 Yes       

Paragraph editing         
Multiple choice Yes Yes Yes Yes Yes Yes Yes Yes 

Fill in the blank Yes Yes       
True/false and 
substantiate 

 Yes  Yes Yes Yes   

Table 10: Content coverage through grammar testing 

 
 

4.4.3.3 Does the task allow for creative responses from learners? 

There is full compliance of the tasks in this criterion. All the tasks allow for creative responses 

from learners because some questions require learners to respond in their own words, for 

example: 

 How does the word ‘STOP’ support the message of the advertisement? (2) 

 In your view, is the advertisement realistic and convincing? (2) 

 
4.4.3.4 Are questions properly linked and integrated? 

Questions in Task 4 in the research sample are properly linked to the extracts. Where 

learners are requested to express their own views, the concepts are always linked to the 

context of the extracts. There is full compliance of the tasks in this criterion. 

 
4.4.3.5 Are illustrations and examples suitable, appropriate and relevant? 

Tasks in this section (SBA Task 4) were photocopied several times because they  are 

previous questions papers. This has resulted in poor quality of the presentations such that 

some information in the visual text has been lost. 

 
4.4.3.6 Has the repetition of questions from previous examinations been avoided? 

According to Nitko (2004:81), the publication of a test or assessment task does not guarantee 

quality and as a result, poorly designed tasks put learners’ assessment in jeopardy. The 

research found that all eight (8) schools in the research sample used previous question 

papers – all schools did not comply with this criterion on the repetition of questions from 

previous question papers. These question papers were already in the public domain were 
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they were given as SBA tasks and the greatest probability is that learners may have already 

accessed the question before they wrote them as SBA tasks. 

 
4.4.3.7 In general, do you think the task was difficult? 

This section deals with the difficulty levels of the questions in the task and the research has 

focused on the comprehension passage, summary writing, advertisement, cartoon and 

language structures and conventions. 

Question 1: Comprehension Passage 

Figure 5: Research Result Ratio 26.7:  64.8:   8.6 [Question 1: Comprehension passage] 

 
 

The graph above shows the averages of the combined marks of 7 schools for Task 4. The 

marks of the 8th school were ignored since mark allocation in that school did not comply with 

CAPS prescriptions. The research findings were compared with the CAPS distribution ratio of 

40:40:20 for language assessment tasks.  The difficulty ratio of the research sample    is 26.7 

: 64.8: 8.6. The distribution of the marks shows noncompliance with CAPS prescriptions. It 

can be reasoned that with a deviation of 11.4% at the difficulty level (level 3); the 

Comprehension questions of Task 4 were easy. 

 
Question 3: Advertisement 

Figure 6 Research Result Ratio 21.3 : 55:  26.3 [Question 3: Advertisement] 

 

The graph above shows the averages of the combined marks of 8 schools for Task 4. The 

research found that the ratio for Question 3: Advertisement  is 21.3:  55:   26.3. From the graph 
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above it can be reasoned that Question 3: Adertisement, was difficult because Level 2 

(medium) and Level 3 (difficult) respectively show deviations of 15% and 6,3% above the 

CAPS prescribed norms. 

 
Question 4: Cartoon 

Figure 7 Research Result Ratio 30: 38.3:  28.3 [Question 4: Cartoon] 

 
 

The graph above shows the averages of the combined marks of 8 schools for Task 4. All 

levels in this question show deviations. Leve1 (easy) and Level 2 (medium) show negative 

deviations of 10% and 1.7% respectively. This imples that accessible questions have been 

reduced from Levels 1 and 2. Level 3 (difficult) shows a gain and a deviation of 8.3%, thus 

making Question4: Cartoon  a difficult question. 

 
Question 5: Language structures and conventions (grammar) 

Figure 8 Research Result Ratio 53.6: 25:  21.4 [Question 4: Lanuage Structures] 

 
 

The graph above shows the averages of the combined marks of 8 schools for Task 4. The 

graph above show a ratio of 53.6: 25: 21.4 instead of 40:40:20. There is a deviation of 13.6% 

at Level 1(easy) which shows that more schools asked very easy in 
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4.4.3.8 In general, do you think the task was fair? 

Figure 9 Research Result Ratio 33: 46: 21 [Aggregate of the research sample for Questions 1, 3, 4 
and 5] 

 

The figure above shows the aggregate for Questions1, 3, 4 and 5 of Task 4 for all the schools 

in the research sample. Only question 1 was too easy and it can thus be reasoned that 

aggregate for the whole sample shows that the questions were difficult because there is a 

negative deviation of 7% at Level 1 (easy) that shows less questions were asked at this level. 

Since 3 out of the 4 questions that were analysed were deemed to be difficult, and the fact 

that there is a deviation of 7% from Level 1 (easy), it can be reasoned that Task 4 was 

difficult. 

 

4.5 Quantitative Evaluation of the Language Task (Task 4) 

 
The section that follows, Section 4.5 Quantitative Evaluation of the Language Task CAPS 

Task 4, focused on the qualitative analysis and evaluation of the research data. It was 

indicated in Paragraph 4.2 above that this research used both the qualitative and quantitative 

research methods. 

 

4.5.1 Cognitive levels of tasks of Task 4. 

 

Literature tasks developed at schools must also conform to the CAPS weighting of 40:40:20 

when the distribution of cognitive levels is factored into the test or task design. Nitko 

(2004:22) argues that taxonomies of teaching or instructional learning objectives are highly 

structured schemes for organizing and categorising knowledge into various levels of 

complexity and density. 
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Wright (2008:177) maintains that the use of a cognition domain in a test specification table 

“prevents the test from overemphasising those areas for which it is easy to write questions 

and underemphasising those areas where the test items are difficult to construct.” All the 8 

schools in the sample did not comply with CAPS prescription of 40:40:20 when it comes to 

the distribution of cognitive levels in Task 4. The following examples depict the extent of the 

deviation from prescripts. Figures 8 and10 depict the CAPS prescripts, while figures 9 and 11 

show deviations from the CAPS prescripts. 

 
4.5.1.1 School A Task 4 (Language structures and conventions) 

 

QUESTIONS COGNITIVE LEVELS TOTAL 
MARKS 

Literal Reorganization Inference Evaluation & 
Appreciation 

 

Prescribed Total 
Marks 

32 32 16 80 

Actual Marks 44 20 11 75 

Prescribed % 
Distribution 

40% 40% 20% 100% 

Actual % Distribution 59% 27% 15 100 

Deviation 11% 13% 5%  
Table 11: Cognitive levels for School A Task 4 

 

Figure 10: CAPS weighting 40:40:20 Figure 11: School A weighting 59:27:15 
 

4.5.1.2 School C (Language structures and conventions) 
 

QUESTIONS COGNITIVE LEVELS TOTAL MARKS 

Literal. Reorganization Inference Evaluation & Appreciation  
Prescribed  Total Marks 32 32 16 80 

Actual Marks 54 19 11 84 

Prescribed % Distribution 40% 40% 20% 100% 

Actual % Distribution 64% 23% 13% 100 

Deviation 24% 17% 7%  
Table 12: Cognitive levels of School C 
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Figure 12: CAPS weighting 40:40:20 Figure 13: School C weighting 64:23:13 

 

Figure 11 (School C weighting 64:23:13) shows that Task 4 for School C is not standardised 

because the cognitive weighting is biased towards literal/reorganisation questions. This 

makes the task to be too easy and as a result the task gives learners an unfair advantage. 

 
4.5.1.3 School D (Language structures and conventions) 

 

QUESTIONS COGNITIVE LEVELS TOTAL 
MARKS 

Literal/Reorganizati 
on 

Inference. Evaluation. 
Appreciatio 

n. 

 

TOTAL FOR Section A 
QUESTION  1 

12 12 6 30 

Actual distribution of marks 20 8 2 30 

TOTAL FOR Section B 
QUESTION  2 

4 4 2 10 

Actual distribution of marks 4 4 2 10 

TOTAL FOR Section C 
QUESTION  3 

4 4 2 10 

Actual distribution of marks 5 0 5 10 

TOTAL FOR Section C 
QUESTION  4 

4 4 2 10 

Actual distribution of marks 2 6 2 10 

TOTAL FOR Section C 
QUESTION  5 

8 8 4 20 

Actual distribution of marks 11 7 2 20 

Norm Distribution of Marks 32 32 16 80 

Actual Total Marks 42 25 13 80 

Actual % Distribution 53% 31% 16% 100% 

PRESCRIBED % 
DISTRIBUTION 

40% 40% 20% 100% 

Table 13: Cognitive levels for School D Task 4 

 

The table above shows that School D did not to align the weighting of the cognitive according 

to CAPS and 2014 DBE Examination Guidelines. There is a deviation of 13% in the 

Literal/Reorganisation category, a deviation of 9% in the Inference category and a   deviation 
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of 4% in Evaluation/Appreciation category. The task is not standardised as it is biased 

towards easy questions – this gives an unfair advantage to learners. 

 

4.5.1.4 School E (Language structures and conventions) 
 

QUESTIONS COGNITIVE LEVELS TOTAL MARKS 

Literal/Reorganization Inference. Evaluation. 
Appreciation. 

 

TOTAL FOR Section A QUESTION 1 12 12 6 30 

Actual distribution of marks 21 5 4 30 

TOTAL FOR Section B QUESTION 2 4 4 2 10 

Actual distribution of marks 4 4 2 10 

TOTAL FOR Section C QUESTION 3 4 4 2 10 

Actual distribution of marks 8 2 0 10 

TOTAL FOR Section C QUESTION 4 4 4 2 10 

Actual distribution of marks 6 0 4 10 

TOTAL FOR Section C QUESTION 5 8 8 4 20 

Actual distribution of marks 9 4 7 20 

Actual Total Marks 32 32 16 80 

Actual distribution of marks 48 15 17 80 

Actual % Distribution 60% 19% 21 100% 

PRESCRIBED % DISTRIBUTION 40% 40% 20% 100% 

Table 14: Cognitive levels for School E Task 4 

 

The table above shows that the school did not master the technique of asking inference 

questions that constitute 40% in CAPS as only 19% of the questions were this level. There is 

a deficit of 21% in the Inference category. The literal category is also inflated by an extra 20% 

of easy, literal and recall questions. The whole task is thus not standardised according to the 

CAPS prescripts. 

 
4.4.1.5 Aggregated scores of the 8 sampled schools for Task 4 

 

School Literal/ 
Reorganisation 

Inference Evaluation/ 
Appreciation 

Total 

School A 44 20 11 75 

School B 34 29 17 80 

School C 54 19 11 84 

School D 42 25 13 80 

School E 42 25 13 80 

School F 48 15 17 80 

School G 38 23 19 80 

School H 43 19 18 80 

Actual distribution of marks 345 175 119 639 

PRESCRIBED % 
DISTRIBUTION 

40% 40% 20% 100% 

Actual % Distribution 54% 27.4% 18.6% 100% 

Deviation 14% 12.6% 1.4%  

Table 15: Aggregate values of the 8 sample schools for TASK 4 
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Figure 14: Aggregated weighting of 8 schools 54:  27.4: 18.6 

 

 
Table 15 and Figure 12 above show a deviation of 14% for the Literal/Reorganisation 

category, a deviation of 12.6% for the Inference category and a deviation of 1.4% for the 

Evaluation/Appreciation category. The research found that this deviation from the CAPS 

prescribed weighting of cognitive levels makes the tasks to be below prescribed standards. 

This deviation confirms the assertion by Nitko (2004:81) that the publication of a test or 

assessment task does not guarantee quality. The deviation means that the bulk of the 

previous question papers used as SBA tasks were not designed according to CAPS 

standards. 

 
The tasks were too easy and thus gave an unfair advantage to the learners. The problem  

with this skewed deviation is that it will give the learners, teachers, officials and parents a 

false impression that learners are mastering the prescribed content, knowledge and skills in 

English FAL whereas that is not the case. 

 
Wiggins (1990:2) says “Assessment is authentic when we directly examine student 

performance on worthy intellectual tasks.” Furthermore, in Grade 12, the SBA marks are 

statistically adjusted so that the SBA marks are not 10% higher than the mean of the final 

examination mark. In Grade 10 there is no statistical adjustment, therefore easy SBA tasks 

do not give a true reflection of what learners know and can do. 

Aggregated scores of Task 4 of the 8 
sampled schools 

60 
40 
20 

0 Aggregated scores of Task 
4 of the 8 sampled schools 
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4.6 Qualitative Evaluation of the Literature Task (Task 6) 

 

 
4.6.1 Technical Aspects of the Task 

 

4.6.1.1 Does the task have a correct marking memorandum/rubric? 

As indicated in Table 4.2,4 out of 8 of the schools did not have a marking tools attached to 

their tasks. There is a deviation of 50% in Task 6 regarding the criterion on the provision of 

the marking tool. 

 
4.6.1.2 Do marks on the task correspond to marks on the marking memorandum? 

In the 4 schools that provided their marking tools, marks in the task corresponded with marks 

in the in the marking guidelines (memoranda) or rubrics. 

 
4.6.1.3 Is the lay-out of the task friendly to learners? 

Many of the tasks were handwritten and some were not legible in places. The photocopying of 

the tasks was also poor and the made presentation of the tasks to be very poor. The lay-out of 

some of the tasks was compromised by the fact the extract that went with the questions were 

place at the end of the tasks and thus made it difficult for learners to connect the questions 

with the extract. 

 
4.6.1.4 Does the task have an appropriate font (Arial 12)? 

Since most of the tasks were handwritten, there was no compliance with this criterion. One 

task used different fonts in the task and this was an unprofessional presentation. 

 
4.6.1.5 Are mark allocations clearly indicated? 

Two schools (25% of the sample) did not comply with this criterion. Allocation of marks is 

inconsistent – sometimes brackets are provided to isolate the marks. In School C Question 2 

have no mark allocations and the allocation of the grand total of marks is incorrect – the task 

has 64 marks instead of 70. 

 

4.6.1.6 Is the time allocation for the task appropriate? 
 

All schools in the sample complied positively with this criterion. 
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4.6.1.7 Is the quality of extracts/visuals/pictures/graphs appropriate? 

School A provided an incomplete poem as an extract for Section A. Some questions could 

have been best answered when learners had access to the poem. The shortened poem 

makes this question an unfair question. 

 
4.6.1.8 Are instructions clear and unambiguous? 

Seven of the eight schools complied with this criterion. One school had a question without 

instructions – the question supposedly wanted learners to match items from two columns or 10 

marks. The absence of an instruction made it an unfair question. 

 
4.6.1.9 Does the format of the task adhere to the latest policy guideline? (2014 DBE 

Examination Guide) 

 
Two out of the eight schools failed to adhere to the format of the task as prescribed by the 

2014 DBE Examination Guide and the CAPS document. The following are some of the causes 

of the deviation: 

 The tasks included just one extract for or a novel instead of two extracts. 

 The task is out of 50 marks instead of 35 marks. 

 Some questions are overloaded with marks. 

 The extracts are at the end of the task instead of being within the task and just before 

the appropriate questions. 

 
4.6.1.10 Where extracts are used, are they of the CAPS approved length? 

Bachman (1990:31) says that “In any language testing situation… the performance of an 

individual will be affected by a large number of facts, such as the texting context, the type of 

test tasks required…” Very long extracts are unsuitable for test or examination conditions as 

they offer too much information that is not easy to handle. Short extracts disadvantaged 

learners because some of the questions were eventually out of context of the extract. There 

was only a margin of 12, 5% compliance in this criterion – seven schools administered tasks 

that had extracts that were either too short or too long. 
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4.6.2 Language Aspects in Task 6 

 
The language register was not appropriate for the level of the candidate in some the tasks as 

is evident in the following questions: 

 the man reacted instinctitinvely to the accussation 

 showed remose 

The research found that there was some elusiveness in the grammar that created confusion. 

The following are just examples: 

 What does the pronoun ‘I’ in line 1 refer to? 

 Quote and name the name of the figure of speech used in paragraph one. 

 Explain in two ways how Martha was treated. 

The research found that editing, proofreading and moderation were not done diligently as the 

tasks contained numerous language errors. 

 

4.6.3 Content Coverage of Task 6 

 
4.6.3.1 Does the task cover the content and aspects as prescribed by CAPS? 

 
 

Out of the eight schools sampled, four did not cover the content as prescribed by CAPS 

because they assessed learners on only one genre instead of two. Two schools used genres 

that were prescribed for Grade 12 and the difficulty levels of the genres were not suitable for 

Grade 10. The novel used in School C is difficult as it uses a lot of flashbacks and 

complicated sub-plots. Though contextual extracts are used, simple questions  are 

overloaded with marks. 

 
4.6.3.2 Does the task include a minimum of two types of assessment? 

This aspect involved questions such as multiple choice, filling in the blank spaces,  

constructed response question, paragraph, data response, real-life scenarios, real-life 

problem-solving. There was no compliance in this criterion and the following are just some of 

the examples that show deviation from the expected norm: 

 There are too many questions about matching items 

 There are too many items that require True/False responses without substantiation. 

 There were many questions  wh-questions type (who, when, where, what) 

 Some tasks used a lot of ‘fill-in the blanks’ question type. 
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4.6.3.3 Does the task allow for creative responses from learners? 

Six out of the 8 schools, or 75% of the sample displayed tasks that used questions that did 

not allow for creative responses to questions. In the main, the tasks require learners to 

respond to recall or reorganisation questions. This results in questions demanding single 

word answer in the majority of those questions. 

 
4.6.3.4 Are questions appropriately linked and integrated? 

 

Many tasks for the literature question used extracts as expected, but there were serious 

deviations from the norm as some questions tested general knowledge that was outside the 

literature genre. 

 
4.6.3.5 Has repetition of question from previous examinations been avoided? 

As indicated earlier, two schools used genres that were prescribed for Grade 12 and went on 

to use previous question papers. There question papers were already in the public domain at 

the writing of the tasks as official SBA tasks. Learners enjoyed an unfair benefit. 

 
 

4.7 Quantitative Evaluation of Literature Tasks (Task 6) 

 

 
All the eight schools in the sample administered Task 6 (Literature). This task must also 

conform to the CAPS cognitive weighting of 40:40:20. This weighting implies that 40% of the 

questions must be at the easy level (Literal/Reorganisation), the second 40% of the 

questions must be at the medium difficulty level (Inference) while 20% of the questions must 

be high order questions (Evaluation/Appreciation). The CAPS weighting of 40:40:20 virtually 

defines the standard of the question paper or task. 

 

4.7.1 The cognitive weighting of School A Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark 
distribution 

68 2 0 70 67 3 0 

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 97,2% 2,8% 0%  96% 4% 0% 

Prescribed % 
Distribution 

40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 40 26 14  39 25 14 

Deviation % 142,9% 92.9% 100%  239.2% 10,7% 100% 

Table 16: Cognitive levels for School A Task 6 Literature 
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Figure 15: Cognitive levels of School A -  97.2 : 2.7: 0 

 

Task 6 of School A shows a 142.9% at the Literal/Reorganisation level, 92.9% at the 

Inference level and 100% at the Evaluation/Appreciation. The task is therefore not 

standardised since it is hugely biased towards easy questions. 

 

4.7.2 The cognitive weighting of School B Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark distribution 55 12 3 70 59 11 0 

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 79% 17% 4% 100 84% 16% 0% 

Prescribed % Distribution 40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 9 4 5 18 12 3 7 

Deviation : 
Percentage 

64,3% 28,6% 71,4% 51.4% 86% 21% 100% 

Table 17: Cognitive levels for School B Task 6 Literature 
 
 

Figure 16: Cognitive levels of School B -  79 : 17: 4 

 

School B also shows a deviation from the CAPS prescribed weighting of cognitive levels in 

Task 6. The deviation is 64% at Literal/Reorganisation level, 28% at the Inference level   and 

Cognitive Levels 
120.00% 

100.00% 

80.00% 

60.00% 
Cognitive Levels 

40.00% 

20.00% 

0.00% 

Literal /Reorganisation Inference Evaluation/Appreciation 
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71% at the Evaluation/Appreciation level. The task is therefore not standardised since it is 

hugely biased towards easy questions. 

 

4.7.3 The cognitive weighting of School C Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark distribution 64 0 0 64 58 6 0 

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 100% 0% 0% 100% 90.6% 9.4% 0% 

Prescribed % 
Distribution 

40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 36 28 14  30 22 14 

Deviation : 
Percentage 

128.6 % 100% 100%  107% 76% 100% 

Table 18: Cognitive levels for School C Task 6 Literature 

 

School C also shows a deviation from the CAPS prescribed weighting of cognitive levels in 

Task 6. The deviation is 128% at Literal/Reorganisation level, 100% at the Inference level 

and 100% at the Evaluation/Appreciation level. The task is therefore not standardised since it 

is hugely biased towards easy questions. 

 

4.7.4 The cognitive weighting of School D Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark distribution 53 15 2 70 36 29 5 

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 75.7% 21.4 2.9  51.4% 41.4% 7.1% 

Prescribed % Distribution 40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 25 13 14  8 1 9 

Deviation :Percentage 89.3% 46.4% 85.7%  28.6% 3.6% 64% 

Table 19 Cognitive levels for School D Task 6 Literature 

 

 

Figure17: Cognitive levels of School D 

Cognitives levels of School D 
80.00% 
60.00% 
40.00% 
20.00% 
0.00%    Cognitives levels of School D 
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School D also shows a deviation from the CAPS prescribed weighting of cognitive levels in 

Task 6. The deviation is 89.3%% at Literal/Reorganisation level, 46.4% at the Inference level 

and 85.7% at the Evaluation/Appreciation level. The task is therefore not standardised since 

it is hugely biased towards easy questions. 

 

4.7.5 The cognitive weighting of School E Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark distribution 37 14 12 63    

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 59% 22% 19% 100%    
Prescribed % Distribution 40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 9 14 2     
Deviation : Percentage 32% 50% 14%     

Table 20: Cognitive levels for School E Task 6 Literature 

 

The deviation of School E is 32 % at Literal/Reorganisation level, 50% at the Inference level 

and 14% at the Evaluation/Appreciation level. The task is therefore not standardised since it  

is hugely biased towards easy questions. 

 

4.7.6 The cognitive weighting of School F Task 6 
 

Question levels Literal 
Reorganisation 

Inference Evaluation 
Appreciation 

Total Easy Medium Difficult 

Actual mark distribution 52 14 4 70 54 14 2 

Norm Distribution 28 28 14 70 28 28 14 

Actual % distribution 74% 20% 6% 100% 77% 20% 3% 

Prescribed % Distribution 40% 40% 20% 100% 40% 40% 20% 

Deviation : marks 24 14 10  26 14 12 

Deviation : Percentage 85.7% 50% 28.6%  93% 50% 86.7% 

Table 21: Cognitive levels for School F Task 6 Literature 

 

The deviation School E is 85.7 % at Literal/Reorganisation level, 50% at the Inference level 

and 28.6% at the Evaluation/Appreciation level. The task is therefore not standardised since 

it is hugely biased towards easy questions. 
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4.7.7 Aggregated scores of the 8 sampled schools for Task 6 (Literature) 
 

School Literal/ 
Reorganisation 

Inference Evaluation/ 
Appreciation 

Total 

School A 68 2 0 70 

School B 55 12 3 70 

School C 64 0 0 64 

School D 53 15 2 70 

School E 37 14 12 63 

School F 52 14 4 70 

School G 48 11 3 62 

School H 20 32 10 62 

Actual distribution of marks 397 100 34 531 

PRESCRIBED % DISTRIBUTION 40% 40% 20% 100% 

Actual % Distribution 74.8% 18.8% 6.4% 100% 

Deviation 34.8% 21.2% 13.6%  

Table 22: Aggregate values of the 8 sampled schools for TASK 6 Literature 
 
 
 

Figure 18 Cognitive levels of the 8 sampled schools for Task 6 (Literature) 

 

Reyneke, Meyer and Nel (2010) argue that “… poor understanding of the curriculum and 

assessment due to inadequate training, a lack of support during the implementation process, 

a lack of resources and support material, a heavy workload, a lack of standards and poor 

moderation…” contribute to poor SBA standards. On the other hand, Van Der Berg and 

Shepherd (2010:4) argue that “An inflated CASS (SBA) mark, where it is much higher than 

examination marks, can give students a false sense of security about how well they are 
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prepared for the exams in that subject. This could elicit inappropriate studying behaviour (e.g. 

diminished effort in that subject), thereby further weakening examination results.” 

 
Nitko (2004:108) argues that before a test is administered to learners, the teacher must 

ensure that he has crafted a blueprint, or a table of specifications to ensure that the 

assessment tasks will have the prescribed, desired and standardised emphasis and balance. 

The CAPS document and the 2014 DBE Examination Guidelines offer guidelines to attain the 

desired assessment emphasis and balance. 

 
Table 22 and Figure 16 show that for all schools that constitute the sample for this research, 

the Literature task (Task 6) was poorly planned and designed. On average there is  a 

deviation of 34.8 % at Literal/Reorganisation level, 21.2% at the Inference level and 13.6% at 

the Evaluation/Appreciation level. The research found that Task 6 was too simple for all the 

eight schools. Easy tasks give a false impression that learners are doing well at the grade 

level. This skewed assessment misleads learners, parents and teachers themselves. 
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CHAPTER 5: SUMMARY OF FINDINGS, RECOMMENDATIONS AND CONCLUSION 

 
 

5.1 Introduction 

 
The purpose of this chapter is to conclude the study by re-establishing the aims of the 

research, summarising the findings and discussing the implications of the findings. The 

chapter will also draw conclusions and make recommendations for further research. 

 
The objective of this study was to determine compliance of Grade 10 English First Additional 

Language School Based Assessment tasks with the Curriculum and Assessment Policy 

Statement. 

 
The initial task of the researcher was to establish and describe the importance of assessment 

in general and summative assessment in particular. For South African learners, SBA is even 

much more important as it is treated as summative assessment and is subsequently 

incorporated into the learners’ promotion marks from the Foundation Phase through  to 

Further Education and Training (FET) Phase that culminates with Grade 12. 

 
The researcher emphasised the importance of Grade 10 as the foundation for studies in the 

FET Phase. Lastly, the researcher acknowledged the fact that the CAPS documents for 

different subjects are the central guiding documents in the management of subject teaching 

and assessment. 

 
The study started with defining the role assessment in our schools. The second focus was on 

the content that is to be assessed in English FAL in Grade 10. Lastly, the study analysed 

assessment tasks from a rural circuit in Limpopo Province. 

 

5.2 Overview 

 

Chapter 1 had the purpose of giving an outline and scope of the study. This was done by 

explicitly stating the problem that spurred the researcher to undertake the study. The problem 

statement highlighted the notion that most school based assessment tasks in South African 

schools are not of an acceptable standard and quality. The chapter also noted the outcry 

regarding the quality of learners coming out of the national and public education system. 
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The study evolved within certain parameters, and the problem statement was anchored on 

the following objectives: 

 To assess the content coverage of Grade 10 English First Additional Language 

SBA Tasks. 

 To classify language structures and conventions (grammar) according to 

Bloom’s taxonomy of cognitive domain. 

 Classify literature and comprehension SBA questions according to Barrett’s 

taxonomy of comprehension skills. 

 To recommend a model for effective incorporation of Barrett and Blooms 

taxonomies in the appraisal of SBA tasks. 

What was also crucial in this chapter was the inclusion of the significance of the study and  

the theoretical framework. 

 
Chapter 2 focused on the literature review and in this chapter many topics were discussed, 

which among many were: 

 
 The functions of educational assessment where the works of scholars such as 

Hogan (2007), Nitko and Brookhart (2011), Klenoswski and Wyatt-Smith (2014) 

were reviewed. 

 The topic on a brief history of assessment in second language teaching and 

assessment provided a perspective on the challenges around assessment. This 

topic established that, for instance, assessment during the Classical period 

consisted of unrelated sentences for translation and extensive testing of 

grammar without contextualisation or any effort to make intelligible meaning of 

such texts. 

 The chapter also focused on the legislation of the National Curriculum 

Statement (NCS) in South Africa. This was followed by a critique of the 

management of SBA in South African. 

 The introduction of CAPS was discussed and the curriculum was discussed 

against a number of principles such as accountability, monitoring and 

moderation. 

 The chapter also discussed the use of taxonomies and what the entail for SBA 

in the second language classroom. 
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Chapter 3 expounded on the research methodology and explained that document analysis 

was the preferred research methodology in this study. This chapter outlined the study 

population, study site, data collection tools and the SBA tasks earmarked for the study. 

 
Chapter 4 collected and presented data through the use of instruments that had the following 

foci: 

(a) The technical criteria. 

Criteria in this section focused on issues such as the quality of 

visuals/pictures/graphs, instructions, marking tool and the general lay-out of the 

tasks. 

(b) The language aspect criteria. 

The Language criteria in this section focused on appropriate register and its 

suitability for the level of the Grade 10 learners. 

(c) The content coverage criteria 

The content coverage criteria tool checked whether assessment tasks covered 

all major tasks that are prescribed by CAPS and how questions are constructed 

(e.g. multiple choice, filling in the blank spaces, constructed response question, 

paragraph, data response, real-life scenarios, and real-life problem-solving.) 

(d) The cognitive level criteria 

The cognitive level criteria tool checked questions covered low, medium and 

higher order thinking skills (40:40:20 weighting in CAPS). 

The collection of data used the qualitative and quantitative approaches and this .was followed 

by the interpretation of the information collected. 

 

5.3 Major Findings of the Study 

 
The research focused on two SBA, namely the Language task (Task4) and the Literature  

task (Task 6). The main findings of the study were leveraged against the four objectives of 

the study. 

 
In Task 4 (Language) the first objective sought to assess the content coverage of Grade 10 

English First Additional Language SBA Tasks. All the 8 schools in the research sample used 

previous question papers. This ensured that that the content of Task 4 was in line with 

CAPS. The schools complied in this objective. However, the most serious problem was that 

the use of previous question papers as SBA Task compromised and diminished the value  of 

the  assessment  because  learners  were  assessed  on  something  that  they  have already 
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accessed. This is unfair assessment because this practice unduly benefits learners who can 

just study and practise previous question papers. The study found that for the Language task 

(Task4) there was over-dependence on past or previous question papers. 

 
In Task 6 (Literature) content coverage was poor. The extracts and questions in the tasks 

show that the task is based on the preliminary sections of the genres. There are instance 

where schools focus on only one literature genre instead of two – this implies that only 50% 

of the content prescribed by CAPS is covered. 

 
The second objective was to classify language tasks according to the Bloom’s taxonomy of 

cognitive or educational objectives in order to ascertain conformity to CAPS. This 

classification shows that though most of the questions in Task 4 were from previous  

questions papers, these did not comply with the CAPS prescription that the questions must 

be set at the cognitive spread or ratio of 40:40:20. This means that tasks are not  

standardised and many were too easy. This unfairly advantages learners. Good test scores 

from simple tasks give learners and parents the wrong impression that learners have 

mastered the skills, knowledge and content required to make the learners competent users of 

English as a medium of learning and communication. The aggregated deviation form CAPS 

showed that on average schools asked 14% more simple questions, 12,6% less inference 

questions and 1.4% less of evaluation and appreciation question. The conclusion in this 

objective is that Task 4 tests were simple. 

 
The third objective of the study was to classify literature and comprehension questions 

according to the Barrett’s taxonomy. This task also had to comply to the CAPS ratio of 

40:40:20. The aggregated deviation form CAPS showed that on average schools asked 

34.8% more simple questions, 21.2% less inference questions and 13.6% less of evaluation 

and appreciation question. The conclusion in this objective is that Task 6 tests were too 

simple. 

 
Fourthly, the study had to recommend a model for effective incorporation of Barrett and 

Blooms taxonomies in the appraisal of SBA tasks. The excessive use of previous questions 

shows that teachers are unable to set standardised test. The high deviation from CAPS 

40:40:20 ratio in the Literature tasks is a confirmation that teachers do not know how to 

develop blueprints or cognitive specifications for English First Additional Language 

assessment. This study recommends that each task must be accompanied by an analysis 
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grid of cognitive levels so that compliance with CAPS is checked before the test or task is 

administered to learners. 

 
In the main, the findings of this study revealed that Task 4 and Task 6 of the SBA of English 

First Additional Language are not standardised. The study has revealed that the poor 

standards unfairly advantages learners and because they are tested at a lower grade level. 

 

5.4 Recommendations 

 
The findings of the study are as follows: 

1. The content coverage of Grade 10 English First Additional Language in Task 4 and 

Task 6 is below par, insufficient and compromised by the use of past papers. 

2. Questions are asked at incorrect cognitive abilities. 

3. There are no test specifications and no tools to ensure compliance with CAPS. 

 
 

Firstly, there is a need to develop capacity, competence and confidence in our teachers so 

that they are ready to craft and design standardised and quality assessment tasks. Over- 

dependence on previous questions seriously undermines the aim and process of SBA. Many 

teachers need to be taken through the Bloom’s and Barrett’s taxonomies at formal 

discussions to show them the importance of taxonomies in assessment. 

 
Secondly, the models of school moderation need to be reviewed. A probable assumption is 

that the tasks that formed the data for this research were not moderated. If moderation was 

done, it was done by an official who was not knowledgeable in the subject. Many tasks carry 

a school stamp as a sign of school moderation, but the contents of the task suggest the 

contrary. Competent language teachers can be asked to moderate SBA tasks from their 

neighbouring schools. There is a need to train heads of departments in the various subjects 

to equip them with subject knowledge and skills, moderation skills and general subject 

management skills. 

 
Thirdly, the Department of Education needs to train subject advisors on the setting of quality 

tests and assessment tasks. These subject advisors must in turn subject leaders or Heads of 

Departments on the setting and moderation of question papers. Teachers must be provided 

with assessment exemplars that have moderation reports and cognitive level moderation 

grids. 



91  

Fourthly, the Department of Education in Limpopo Province and the Department of Basic 

Education need to conduct research regarding the compliance of the other 9 SBA tasks with 

the Curriculum and Assessment Policy Statement and the 2017 Examination Guidelines. 

 
Fifthly, it is recommended that each moderator must use all or some of moderation or task 

analysis tools found in the appendices of this dissertation. The tools may be changed or 

made user-friendly, but must nevertheless remain comprehensive. 

 
5.3 Limitations of the Study 

SBA at Grade 10 level has 11 tasks. I should stress that my study has been primarily 

concerned with only 2 tasks of the first term. This is primarily because of the 11 SBA tasks, 3 

are Oral tasks, 2 are creative/transactional writing task while 2 are controlled and usually 

common examinations task. 

 
 It is difficult to comprehensively evaluate oral tasks unless one is present at the oral 

presentation, and for this reason, the oral assessment tasks were not included in the 

research. 

 The designs of creative and transactional writing tasks do not generally pose policy 

problems and most of the teachers manage these areas very well. The issues of 

contention are around the marking of essays which was not the focus of the study. 

 The two examination tasks are usually common task, with the final examination almost 

always designed by the Limpopo department of Education. 

 
The limitations of this study emanates from the fact that the study could not determine 

compliance of all Grade 10 English First Additional Language School Based Assessment 

tasks with the Curriculum and Assessment Policy Statement but had to be selective. 

However, the tasks chosen represent a significant part of assessment in the SBA  

programme. 

 

5.4 Conclusion 

 
The research aimed at establishing the level of Compliance of Grade 10 English First 

Additional Language School Based Assessment Tasks with the Curriculum and Assessment 

Policy Statement by concentrating chiefly on Language (Task 4) and Literature Task 6 of the 

SBA annual programme. The research revealed that teachers do not administer standardised 

task to learners. 
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This study has shown that it is not in the interest of the Limpopo Province Department of 

Education or the National Department of Basic Education to neglect the Grade 10 curriculum 

management in general, and Grade 10 English First Additional Language School Based 

Assessment Tasks in particular. English is a language of learning and teaching  in  the 

majority of the South African schools. The demise of this language in our schools spells 

disaster for the education of children in the country. 

 
In conclusion, Van Der Berg & Shepherd (2010) are of the view that weak and biased 

continuous or school based assessment in Grade 12, and apparently also assessment in 

preceding grades, has the undesirable effect of sending wrong signals to learners, guardians 

and parents with the result that these learners embark on unsuitable subject choices, 

inappropriate career planning and weak examination preparation. 



93  

REFERENCES 

 
 

Abbott, S (Ed.), 2014, August 26. Hidden Curriculum. The Glossary of Education reform. 

[Online] Available at: http://edglossary.org/criterion-referenced-test/. [Accessed: 29th 

April 2017]. 

Anderson, L.W., Krathwohl, D.R., Airasian, P.W., Cruikshank, K.A., Mayer, R.E., Pintrich, 

P.R., Raths, J., Wittrock, M.C. (2001). A Taxonomy for Learning, Teaching, and 

Assessing: A revision of Bloom's Taxonomy of Educational Objectives. New York. 

Pearson, Allyn &  Bacon. 

Arcaro, J. 1995. Creating Quality in the Classroom. Florida. St. Lucie Press 

Ary, D., Jacobs, L.C., Razavieh, A. & Sorensen, C. 2014. Introduction to Research in 

Education. New York: Wadsworth Cengage Learning 

Aspinwall, K., Simkins, T., Wilkinson, J., and McAuley,M. (1992). Managing Evaluation in 

Education in the 1990's (Vol. 27) [Online] Available at: 

http://www.englishlab.intercol.edu/papers. [Accessed:  12th  June 2016]. 

Assessment     and    Matriculation    Examination    Marks    in    South    African      Schools. 

Stellenbosch: University of Stellenbosch Bureau for Economic Research. [Online] 

Available at: https://www.ekon.sun.ac.za/wpapers. [Accessed: 19th March 2015]. 

 
Association for Supervision and American Development. [Online] Available at: 

http://www.ascd.org/ascd/pdf/journals/ed. [Accessed: 19th March 2015]. 
 

Bachman, L.F. 1990. Fundamental Considerations in Language Testing. Oxford. Oxford 

University Press. 

Bachman,L.F and Palmer, A.S. 1996. Language Testing in Practice. Oxford. Oxford University 

Press 

Bell, J. 1999. Doing Your Research Project. A Guide for First-Time Researchers  in  

Education and Social Sciences. Buckingham: Open University Press. 

Beskow, L.M. 2014. Rethinking Clinical Trials: A Living Textbook of Pragmatic Clinical 

Trials! [Online] Available at: http://sites.duke.edu/rethinkingclinicaltrials/ [Accessed: 

10th  June 2014]. 

Blanchard,  J.  2009.  Teaching,  Learning  and  Assessment.  McGraw-Hill  Open  University 

Press. Berkshire England. 

http://edglossary.org/criterion-referenced-test/
http://www.amazon.com/Taxonomy-Learning-Teaching-Assessing-Educational/dp/080131903X/bigdogsbowlofbis/
http://www.amazon.com/Taxonomy-Learning-Teaching-Assessing-Educational/dp/080131903X/bigdogsbowlofbis/
http://www.amazon.com/Taxonomy-Learning-Teaching-Assessing-Educational/dp/080131903X/bigdogsbowlofbis/
http://www.amazon.com/Taxonomy-Learning-Teaching-Assessing-Educational/dp/080131903X/bigdogsbowlofbis/
http://www.englishlab.intercol.edu/papers
http://www.ekon.sun.ac.za/wpapers
http://www.ascd.org/ascd/pdf/journals/ed
http://sites.duke.edu/rethinkingclinicaltrials/


94  

Bloom,B.S., Englehart,M.D.,Furst,E.J.,Hill,W.H. and Krathwohl,D.R. (1956) Taxonomy of 

Educational Objectives: The classification of Educational Goals, Handbook I: Cognitive 

Domain. Longman. New York. 

Botha, R.J. November 2002. Outcomes-Based Education and Educational Reform in South 

Africa. International Journal of Leadership in Education October 01(4):361-371. 

[Online] Available at: https://www.researchgate.net/publication/233350143 Outcomes- 

based Education and Educational Reform in South Africa. [Accessed 12th July 2015] 

Bowen, G.A. 2009. Document Analysis as a Qualitative Research Method. Available at: 

http://www.academia.edu/8434566/ Document Method.  [Accessed:  10 October 2016] 

Broudy, H. S. 1982. What Knowledge is of the Most Worth? New York Routledge. 

Byram M and Hu A (Eds). 2013.  Successful language learner.  Abington. Routledge. 

Cangelosi,  J.S.  1990.  Cooperation  in  the  Classroom:  Students  and  Teachers Together. 

Washington DC. National Education Association. 

Carey,L.M. 1994. Measuring and Evaluating School Learning. Boston. Allyn and Bacon 

Creswell,  J.  W.  2003.  Research  Design.  Qualitative,  Quantitative,  and  Mixed    Methods 

Approaches. Lincoln: Sage Publications. 

Davies, A. 1990. Principles of Language Testing. Oxford: Blackwell. 

Department of Basic Education (DBE). November 2015. Provincial Report on the Statistical 

Moderation of School Based Assessment Limpopo. Unpublished Document 

Department of Basic Education .2015 Annual School Survey. Pretoria. Department of Basic 

Education. 

Department of Basic Education, 2009. Assessment Guidelines Home Language and First 

Additional Language. Pretoria: DBE. 

Department of Basic Education, 2014. Assessment Guidelines Official Languages: First 

Additional Language. Pretoria: DBE. 

Department of Basic Education,(DBE) 2011. Curriculum and Assessment Policy Statement 

(CAPS). Pretoria: DBE. 

Department of Basic Education. (2009). Report of The Ministerial Task Team for the Review 

of the Implementation of the National Curriculum Statement. Pretoria: Department of 

Basic Education. 

Department  of   Basic   Education.   2011.   Curriculum   and   Assessment   Policy 

Statements English First Additional Language Grades 10-12. Government Printing 

Works. Pretoria. [Online] Available at: www.education.gov.za. [Accessed 11th May 

2014] 

https://www.researchgate.net/journal/1360-3124_International_Journal_of_Leadership_in_Education
https://www.researchgate.net/publication/233350143
http://www.academia.edu/8434566/%20Document
http://www.education.gov.za/


95  

Department of Basic Education. 2011. Report on The National Senior Certificate Examination 

2011 National Diagnostic Report on Learner Performance . Pretoria. [Online] Available 

at: https://www.education.gov.za/Portals/0/Documents/Reports/. [Accessed: 18 

October 2016] 

Department of Basic Education. 2014. Official Languages: Second Additional Language 

Examination Guidelines. Pretoria. Unpublished Document. 

Department of Basic Education. November 2015 Provincial Report on the Statistical 

Moderation of School Based Assessment Limpopo, Pretoria. Department of Basic 

Education. 

Department of Basic Education. October 2009. Report of the Task Team for the Review of 

the Implementation of the National Curriculum Statement Final Report October 2009. 

[Online] Pretoria. Available at: 

https://v1.sahistory.org.za/classroom/NCS_final_report.pdf. [Accessed  24th  June 

2015] 

Department   of  Basic  Education.(DBE) 2011.   Report   on  the   2011 National  Senior 

Certificate Examination - Technical Report. Pretoria: Department of Basic Education. 

Department of Basic Education.(DBE) 2014 Official Languages: First Additional Language 

Examination Guidelines  Grade 12 . Pretoria: DBE. 

Dreyer, J.M. 2008. The educator as assessor. Pretoria. Van Schaik Publishers. 

 
Duignan, P. 2012. Assessment Methods. Available at: 

http://studentresearch.ucsd.edu/_files/assessment/Assessment-Methods.pdf. 

[Accessed: 04th April 2017]. 

Ebel,  R.L.  &  Friesbie,  A.  1991.  Essentials  of Educational Measurement. New Jersey: 

Prentice Hall. 

Firth, J.R.1957. Papers in Linguistics 1934 – 1952. London. Oxford University Press. 

Freire, P. 1970. Pedagogy of the Oppressed. (Translated by Ramos, M.B). London. Penguin 

Books. 

Gallavan, N.P. 2009. Developing Performance-Based Assessments: Grades 6-12. California. 

Corwin Press 

Glossary of Education Reform. 2014. Criterion-Referenced Test. [Online] Available at: 

http://edglossary.org/criterion-referenced-test/). [Accessed: 19 October 2016]. 

Gronlund, N.E. 1993. How to Make Achievement Tests and Assessments. Boston. Allyn and 

Bacon 

https://www.education.gov.za/Portals/0/Documents/Reports/
https://v1.sahistory.org.za/classroom/NCS_final_report.pdf
http://studentresearch.ucsd.edu/_files/assessment/Assessment-Methods.pdf
http://edglossary.org/criterion-referenced-test/


96  

Hancock, D, R. & Algozizine, B. 2006. Doing Case Study Research. A Practical Guide for 

Beginning Researchers. New York: Teachers College Press 

Harlen, W. 2016. Assessment and the Curriculum. Wyse.D, Hayward.L and Pandya, J. 

(Editors) The Sage Handbookk of Curriculum, Pedagogy and Assessment Volume 2. 

Los Angeles. SAGE Publications Ltd. 

Harlen,W. 2007. Assessment of Learning. Los Angeles. SAGE Publications. 

Ho, D. and Henry. A. 2014. A text-based approach to teaching writing in the ESL classroom, 

[Online] Available at: https://www.researchgate.net/publication. [Accessed: 10th Jan 

2015]. 

Hogan, P.H. 2007. Educational Assessment. A Practical Introduction. Danvers, 

Massachusetts. John Wiley & Sons Inc. 

Hogan, T.P. 2005. Educational Assessment – A Practical Introduction. New York: John 

Longman. 

Hong Kong Examinations and Assessment Authority. 2012. Introduction to the School- 

based         Assessment         Component. [Online]         Available         at: 

http://www.hkeaa.edu.hk/DocLibrary/SBA/HKDSE/Eng.  [Accessed: 24th May 2015]. 

Hong  Kong  Examinations  and  Assessment  Authority. 2014. Hong  Kong  Diploma  of 

Secondary Education Examination English Language 2014 School-based Assessment 

Teachers’ Handbook. [Online]   Available at: 

www.hkeaa.edu.hk/DocLibrary/SBA/HKDSE/SBAhandbook-2014-ENGLANG-1012. 

[Accessed: 24th May 2015]. 

Howatt A. P. R. & Smith, R. 2014. The History of Teaching English as a Foreign Language, 

from a British and European Perspective. Language & History Vol. 57, Issue 1.  

[Online] Available at: tandfonline.com/toc. [Accessed: 19 October 2016] 

Hughes, A. 1989. Testing for Language Teachers. Cambridge. Cambridge University Press. 

Hymes, D.H .1974. Foundations of sociolinguistics: an Ethnographic Approach. Philadelphia. 

University of Pennsylvania Press. 
Jalil, F.A. Yusof, I.K.M and Rahim, R.A . 2014. Barrett Taxonomy. Available at: 

http://educationaltaxonomy.weebly.com/home/barrett-taxonomy [Accessed: 10th May 

2015]. 

Jansen J. 2012. National Senior Certificate Results Belie Conceptual and Skill Limitations 

of School-Leavers. South African Journal of Science. 2012; 108(3/4), [Online] 

Available at: http://dx.doi.org/10.4102/sajs.v108i3/4.1165. [Accessed:  09th  April 

2013] 

Jansen, J.D. 2004. Matric Quick-Fixes Miss the Mark. The Sunday Times, January 2004. 

https://www.researchgate.net/publication
http://www.hkeaa.edu.hk/DocLibrary/SBA/HKDSE/Eng
http://www.hkeaa.edu.hk/DocLibrary/SBA/HKDSE/SBAhandbook-2014-ENGLANG-1012
http://www.tandfonline.com/doi/full/10.1179/1759753614Z.00000000028
http://www.tandfonline.com/doi/full/10.1179/1759753614Z.00000000028
http://www.tandfonline.com/toc/ylhi20/57/1
http://educationaltaxonomy.weebly.com/home/barrett-taxonomy
http://dx.doi.org/10.4102/sajs.v108i3/4.1165


97  

[Online] Available at: http://www.sundaytimes.co.za/2004/01/04/insight/in02.asp 

[Accessed: 10th May 2014]. 

Johnson, B and Christensen, L. 2012. Educational Research: Quantitative, Qualitative and 

Mixed Approaches. California. SAGE Publications. 

Kanjee, A and Sayed, Y. 2013. Assessment Policy in Post-apartheid South Africa: challenges 

for improving education quality and learning. Assessment in Education:  Principles, 

Policy & Practice Vol. 20, Iss. 4,2013. [Online] Available at: 

http://www.tandfonline.com/doi/ref. [Accessed: 10th May 2014]. 

Karamustafaoğlu, S., Sevim, S., Karamustafaoğlu, O. &  Çepni  S.  2003.  Analysis  of 

Turkish high school chemistry examination questions according to Bloom’s taxonomy. 

International Journal of Science and Mathematics Education, 9(5):1047-1071. 

Klenowski, V and Wyat-Smith, C. 2014. Assessment for Education. SAGE Publications Ltd. 

London 

Lake, W. January 31, 2013. Direct Method of Teaching English [Online] Available at: 

http://blog.about-esl.com/direct-method-of-teaching-english [Accessed:18 October 

2016] 

Larson-Freeman, D. and Anderson, M. 2011. Techniques and Principles in Language 

Testing. New York. Oxford University Press 

Limpopo Department of Education. (Unpublished). Annual School Survey 2013. Polokwane 

Lorber, M,A and Pierce, W.D. 1990. Objectives, Methods, and Evaluation for Secondary 

Teaching. New York. Prentice Hall. 

Ludescher, F. (2004) Communicative Language Teaching. [Online] Available at: 

http://www2.vobs.at/ludescher/Alternative%20methods/alternative%20methods.index. 

htm  [Accessed: 24th May 2015]. 

Mann, H. 1845. “Report of the Annual Examining Committees of the Boston Grammar and 

Writing Schools,”. Common School Journal, 7: 326–336. 

McMillan, J. H . 2008. Assessment Essentials for Standards-Based Education. Thousand 

Oaks, California. Corwin Press. 

McMillan, J. H. & Schumacher, S. 2006. Research in Education. A Conceptual   Introduction. 

New York: Longman. 

McMillan,  J.  H. & Schumacher, S. 2006.  Research in Education. Evidence-Based    Inquiry. 

New York. Pearson. 

Micheletti, G. (2010). Re-Envisioning Paulo Freire's 'Banking Concept of Education. Inquiries 

Journal/Student Pulse, 2(02). [Online] Available at :< http://www.inquiriesjournal.com. 

[Accessed 23 September 2017] 

http://www.sundaytimes.co.za/2004/01/04/insight/in02.asp
http://www.tandfonline.com/doi/abs/10.1080/0969594X.2013.838541
http://www.tandfonline.com/doi/abs/10.1080/0969594X.2013.838541
http://www.tandfonline.com/toc/caie20/20/4
http://www.tandfonline.com/toc/caie20/20/4
http://www.tandfonline.com/doi/ref
http://pubs.rsc.org/en/results?searchtext=Author%3ASevilay%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASerkan%20SEV%C4%B0M
http://pubs.rsc.org/en/results?searchtext=Author%3AOrhan%20KARAMUSTAFAO%C4%9ELU
http://pubs.rsc.org/en/results?searchtext=Author%3ASalih%20%C3%87EPN%C4%B0
http://link.springer.com/journal/10763
http://link.springer.com/journal/10763/9/5/page/1
http://blog.about-esl.com/author/will/
http://blog.about-esl.com/direct-method-of-teaching-english
https://www.abebooks.com/servlet/BookDetailsPL?bi=21198444021&amp;searchurl=isbn%3D0136291635%26sortby%3D17
https://www.abebooks.com/servlet/BookDetailsPL?bi=21198444021&amp;searchurl=isbn%3D0136291635%26sortby%3D17
http://www2.vobs.at/ludescher/Alternative%20methods/alternative%20methods.index.htm
http://www2.vobs.at/ludescher/Alternative%20methods/alternative%20methods.index.htm
http://www.inquiriesjournal.com/


98  

Mickan, P. October 2012. Text-Based Teaching: Theory and Practice. [Online] Available at: 

www.lib.tokushima-u.ac.jp/repository/file/82217. [Accessed 20th April 2015] 

Mickan, P. October, 2012. Text-Based Teaching: Theory and Practice [Online] Available at: 

www.lib.tokushima-.ac.jp/repository. [Accessed: 18 October 2016] 

Mogalakwe.  M.  2006.  The  Use  of  Documentary  Research  Methods  in  Social Research. 

African  Sociological  Review,  10,  (1),  2006,  pp.  221-230.  [online]  Available     at:< 

http://citeseerx.ist.psu.edu/viewdoc. [Accessed 23 September 2017] 

Nduna-Watson, N. 2005. Legitimising CASS as an Important Component of Assessment. 

[Online] Available at: www.thutong.doe.gov.za/resourcedownload. [Accessed 10th 

May 2014] 

Newby,P. 2010. Research methods for Education. Harlow, England. Pearson Education 

Limited 

Newby,P. 2014. Research Methods for Education. New York. Routledge 

Nitko, A.J. & Brookhart, S.M. 2011. Educational Assessment of Students. Boston. Pearson 
Nitko, A.J. & Brookhart, S.M. 2014 Educational Assessment of Students. (Sixth Edition). 

Boston. Pearson. 

Nitko,A.J. 2004. Educational Assessment of Students (4th edition). New Jersey.  Pearson 

Merrill Prentice Hall 

Northern Province Department of Education. (November 2000). Northern Province 

Department of Education, Provincial Assessment Policy, GET Band. Pietersburg. 

Unpublished document. 

Ornstein,  A.C.  and  Hunkins,  F.P.  2009.  Curriculum:  Foundations,  Principles  and Issues. 

Boston. Pearson. 

Paltridge, B. 2013. (2nd edition) Discourse Analysis. An Introduction. London. Bloomsbury. 

Parliamentary  Monitoring  Group  Education  Portfolio  Committee.  6  June  2000.    Review 

Committee Report on Curriculum 2005. [Online] Available at: 

https://Pmg.Org.Za/Committee-Meeting/3204/. [Accessed 10th April 2016] 

Pityana, B. (01 January 2004) Matric Results. City Press 

Queensland Curriculum & Assessment Authority. 2014. School-based assessment. The 

Queensland System. South Brisbane. Queensland Curriculum & Assessment 

Authority. 

Reference.com. 2017. What is the Meaning of "delimitation" in Research? Available at: 

https://www.reference.com/education/meaning-delimitation-research- 

7afa3cf5ee4799c1 [Online] [Accessed: 29th April 2017]. 

Reyneke, M., Meyer, L. and Nel, C (2010) School-Based Assessment: The Leash Needed To 

Keep  The  Poetic  ‘Unruly  Pack  Of  Hounds’  Effectively  in  the  Hunt  for      Learning 

http://www.lib.tokushima-u.ac.jp/repository/file/82217/20121009154733/LID201109261002.pdf
http://www.lib.tokushima-u.ac.jp/repository/file/82217
http://www.lib.tokushima-.ac.jp/repository
http://citeseerx.ist.psu.edu/viewdoc
http://www.thutong.doe.gov.za/resourcedownload
https://pmg.org.za/Committee-Meeting/3204/
http://www.reference.com/education/meaning-delimitation-research-


99  

Outcomes. South African Journal of Education. Vol 30:277-292. [Online] Available at: 

http://www.scielo.org.za/scielo.  [Accessed: 25th March 2017]. 

Reynold, D and Cuttance, P. 1996. School Effectiveness. Research, Policy and Practice. 

New York. Cassel. 

Richards, J.C.  & Rodgers, T.S. 2001. Approaches and  Methods  in  Language   Teaching. 

Cambridge: Cambridge University Press 

Rowntree, D. 1997. Assessing Students: How Well  Do  We  Know  Them?  London:  

Harper & Row. 

Salvia, J and Ysseldyke, J.E. 2001. Assessment. Boston. Houghton Mifflin 

Savignon, S. J. (1991), Communicative Language Teaching: State of the Art. TESOL 

Quarterly, 25: 261–278. doi:10.2307/3587463. 

Savignon, S.J. (1972) Communicative Language Teaching: Linguistic Theory and Classroom 

Practice. [Online] Available at: http://videa.ca/wp- 

content/uploads/2015/08/Communicative-language-teaching2.pdf.  [Online] 

[Accessed: 27th March 2015]. 

Sax, G and Newton, J.W. 1997. Principles of Educational and Psychological Measurement 

and Evaluation. New York. Wadsworth Publishing Company. 

Singleton (Jr.), R.A, Straits, B.C and Straits, .M.M. 1993. Approaches to Social Research. 

New York. Oxford University Press. 

 
Spolsky, B. 1995. Measured Words: The Objectives  of  Language  Testing.  Oxford:  

Oxford University Press. 

Stanley, Julian C. 1964. “Controlled Experimentation in the Classroom,”. Journal of 

Experimental Education, 25: 195–201. 

Tarone, E. & Yule, G. 1995. Focus on the Language Learner. Oxford. Oxford University 

Press. 

The  Glossary  of  Education  Reform.  [Online] Available at: http://edglossary.org/about/ 

[Accessed: 27th October 2015]. 

Trice, A.D. 2000. A Handbook of Classroom Assessment. New York. Longman. 
 

Trochim, W.M.K. 2006. The Research Methods Knowledge Base. [Online] 

Available at:  https://www.researchgate.net.  [Accessed: 28th September 2015]. 

Umalusi Council for Quality Assurance in General and Further Education and Training. 

December 2014. Quality Assurance of the 2014 National Senior Certificate (NSC) 

Examinations and Assessment of The Department Of Basic Education (DBE). [Online] 

Available at:  http://www.umalusi.org.za.  [Accessed: 28th September 2015]. 

http://www.scielo.org.za/scielo
http://videa.ca/wp-content/uploads/2015/08/Communicative-language-teaching2.pdf
http://videa.ca/wp-content/uploads/2015/08/Communicative-language-teaching2.pdf
http://edglossary.org/about/
https://www.researchgate.net/
http://www.umalusi.org.za/


100  

University of California San Diego's Office of Student Research and Information. Document 

Analysis. [Online] Available at: http://studentresearch.ucsd.edu/ [Accessed: 28th 

September 2015]. 

Van der Berg, S. &  Shepherd,  D.  2010.  Signalling  Performance:  Continuous 

Assessment and Matriculation Examination Marks in South African Schools. 

Stellenbosch: University of Stellenbosch Bureau for Economic Research. 

Venngage. A text-based approach to language teaching. [Online] Available at: 

https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching. 

[Accessed: 30th September 2015]. 

Welman,C., Kruger,F and Mitchell,B. 2010. Research Methodology. Cape Town. Oxford 

University Press 

Wiggins, G.1990. The Case for Authentic Assessment. Chicago. ERIC Digest. Also available 

at: https://eric.ed.gov/?id=ed328611 [Accessed 22nd September 2016] 

Wiggins, G.1990. The Case for Authentic Assessment. Chicago. ERIC Digest. Also available 

at: https://eric.ed.gov/?id=ed328611 [Accessed 22nd September 2016] 

Wikipedia. 2017. Pedagogy of the oppressed. [Online] Available 

at:<https://en.m.wipedia.org. [Accessed 23 September 2017] 

Wikipedia. April 2017. Visual Literacy. [Online] Available at: 

https://en.wikipedia.org/wiki/Visual_literacy, [Accessed: 25th April 2017]. 

Worthen, B. R., Borg, W.R. & White, K. R. 1993. Measurement and Evaluation in the 

Schools. New York: Longman. 

Wright, R.J. 2008. Educational Assessment: Tests and Measurements in the Age of 

Accountability. Los Angeles.  SAGE Publications. 

http://studentresearch.ucsd.edu/
https://infograph.venngage.com/p/47900/a-text-based-approach-to-language-teaching
https://eric.ed.gov/?id=ed328611
https://eric.ed.gov/?id=ed328611
https://en.m.wipedia.org/
https://en.wikipedia.org/wiki/Visual_literacy


a  

APPENDIX 1: OBSERVATION INSTRUMENT FOR COGNITIVE LEVELS: DRAWN FROM 

BARRET AND BLOOM’S TAXONOMIES 

 
Code of the School   
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Actual mark distribution        

Norm Distribution        

Actual % distribution        

Prescribed % Distribution        

Deviation : marks        

Deviation : 
Percentage 

       

 

 
QUESTION 2 
Summary Writing 

COGNITIVE LEVELS TOTAL MARKS 
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Total for QUESTION 2 Seven points (7 marks) 
Correct language (3 marks) 

10 

NORM DISTRIBUTION 40% 40% 20% 100% 

ACTUAL % 40% 40% 20% 100% 

PRESCRIBED % DISTRIBUTION 40% 40% 20% 100% 
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Question 5 
Language 

Cognitive Levels: Blooms Taxonomy. Marks Difficulty Levels 
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Norm distribution        
Actual % distribution        

Prescribed % distribution        
Deviation : marks        

Deviation : Percentage        

 

SUMMARY OF COGNITIVE LEVELS FOR SECTIONS A, B, C 

Q
U

E
S

T
IO

N
S

 

COGNITIVE LEVELS TOTAL MARKS 
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TOTAL FOR Section A QUESTION 1 12 12 6 30 

Actual distribution of marks    30 

TOTAL FOR Section B QUESTION 2 4 4 2 10 

Actual distribution of marks     

TOTAL FOR Section C QUESTION 3 4 4 2 10 

Actual distribution of marks     

TOTAL FOR Section C QUESTION 4 4 4 2 10 

Actual distribution of marks     

TOTAL FOR Section C QUESTION 5 8 8 4 20 

Actual distribution of marks     

Actual Total Marks 32 32 16 80 

ACTUAL % DISTRIBUTION     

PRESCRIBED % DISTRIBUTION 40% 40% 20% 100% 
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APPENDIX 2: QUESTION PAPER EVALUATION TOOL 

 

 
Code of the School   

 

 
No. Evaluation Criteria Findings/Remarks 
1 Does the task have a correct marking 

memorandum/rubric? 

 

2 Do marks on the task correspond to 
marks on the marking memorandum? 

 

3 Is the lay-out of the task friendly to 
learners? 

 

4 Does the task have an appropriate font 
(Arial 12)? 

 

5 Are mark allocations clearly indicated?  

6 Is the time allocation for the task 
appropriate? 

 

7 Is the quality of 
extracts/visuals/pictures/graphs 
appropriate? 

 

8 Are instructions clear and unambiguous?  

9 Does the format of the task adhere to the 
latest policy guideline? (DBE 2015 
Examination Guide) 

 

10 Where extracts are used, are they of the 
CAPS approved length? 

 

 
 

Language aspects in the task 
 

No. Evaluation Criteria Findings/Remarks 

1 Is the language register appropriate for 
the level of the candidate? 

 

2 Is there any elusiveness in the grammar 
that might create confusion? 

 

3 Are the extracts in the task of the  
appropriate complexity? 

 

4 Are questions clear, concise and precise?  



f  

Content Coverage of the task 
 

No. Evaluation Criteria Findings/Remarks 

1 Does the task cover the content and aspects as 
prescribed by CAPS? 

 

2 Does the task include a minimum of two types of 

assessment? (e.g. multiple choice, filling in the 
blank spaces, constructed response question, 
paragraph, data response, real-life scenarios, 
real-life problem-solving.) 

 

3 Are questions framed with appropriate 
language use? 

 

4 Does the task allow for creative responses 
from learners? 

 

5 Are questions appropriately linked and 
integrated? 

 

6 Are illustrations and examples suitable, 
appropriate and relevant? 

 

7 Has repetition of question from previous 
examinations has been avoided? 

 

8 In general, do you think the task had some 
bias? (e.g. race, cultural, religion, politics, 
gender, provincial/regional bias)? 

 

9 In general, do you think the task was difficult?  

10 In general, do you think the task was fair?  
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Cognitive levels of the task 
 

No. Evaluation Criteria Findings/Remarks 

1 Is there a correct distribution of questions in 
terms of cognitive levels, i.e. is the weighting 
of the cognitive levels correct? 

 

2 Does the task offer opportunities to assess 
reasoning ability? 

 

3 Does the task offer opportunities to assess 
ability to communicate? 

 

4 Does the task offer opportunities to assess 
ability to translate from the verbal to the 
symbolic? 

 

5 Does the task offer opportunities to assess 
ability to compare and contrast? 

 

6 Does the task offer opportunities to assess 
ability to express an argument clearly? 

 

7 Does the assessment task cover low, 
medium and higher order thinking skills? 
(Consider the 40:40:20 weighting in CAPS) 

 

 

General remarks: 
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APPENDIX 3: ETHICAL CLEARANCE CERTIFICATE 
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APPENDIX 4: LIMPOPO DEPARTMENT OF EDUCATION’S PERMISSION LETTER 
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APPENDIX 5: TEACHER’S CONSENT FORM 

 

 
INFORMED CONSENT FORM 

 
 

My name is  RAMATLADI  HAROLD  TAKALO,  a  Masters  student  (Master  of  Education  

in Language Education) at the UNIVERSITY OF LIMPOPO, TURFLOOP CAMPUS. I am 

currently conducting research on Compliance of Grade 10 English First Additional Language 

School Based Assessment Tasks with the Curriculum and Assessment Policy Statement in 

Nokotlou Circuit, Capricorn District of Limpopo Province. 

 
I would like you and your school to participate in the study. 

 
 

Your participation in the study is voluntary and you are free to withdraw from the study at any 

time. 

 
This is a document analysis study; you do not need to respond to any questionnaire. All I 

need you to give me are school copies of SBA Task 4 and Task 6 of the current year. I 

assure you that your documents will be treated with strict confidentiality and will not be used 

for any other purpose than this study. 

 
Do you agree to participate in this study? 

 

Yes No 

 
If you have answered ‘NO’ to the question above, do not hand over your SBA tasks. If you 
have answered ‘Yes’, kindly sign and submit this consent form together with your SBA tasks. 

 
 
 
 
 

Signature 
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APPENDIX 6: SAMPLE TASKS (TESTS) 
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