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ABSTRACT 

Six years as a sub-examiner of both literature and 

written work made me aware of a personal dissatisfaction 

with the system of examining. This research examines in 

detail the use of the contextual question in examining 

Shakespeare's plays. The main concern has been to try 

to deduce what constitutes a good set of contextual 

questions . This area appears to have attracted little 

detailed research. However, there is much general 

writing on the teaching of literature. 

There is no major conclusion in the dissertation but 

rather a series of conclusions related to the concept of 

the contextual question. These are summarised towards 

the end of chapter three. Some general recommendations 

appear at the end of chapter three as a sub -heading. 

The findings of this investigation indicate a need for 

further research into the system of examining literature 

in the Cape. 

It is hoped that teachers and examiners reading this 

dissertation will be able to use the findings to provide 

a possible framework for the setting of sound contextual 

questions. 
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CHAPTER ONE 

INTRODUCTION 

The first chapter will attempt to show how the teaching 

of literature has developed since classical times, when 

'the study of literature was an important part of the 

Graeco-Roman culture. The Dark Ages fo llowed during 

which literature (except for the Bible) became of little 

importance. After this t he Renaissance revived class­

ical learning. This period eventually ended with the 

advent of educationalists such as Matthew Arnold who 

emphasised the importance of vernacular works. Following 

this, the chapter looks briefly at modern English 

thought on the teaching of literature . 

As this d isserta t ion is concerned with contemporary 

South African examination methods, there is a brief 

overview of the development of the teaching of English 

lite rature in South Africa. As there appears to be 

little written on the South African approach to litera­

ture study, an attempt is made to trace through the 

examiners' reports any developments in literature teach­

ing . It will be endeavoured to highlight any major 

changes in the development of syllabuses. 

The chapter ends with an analysis of the arguments for 

and against the teaching of Shakespeare. The main 
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thrust of the argument is that Shakespeare's works are 

worth teaching. 

This historical background tries to provide an introduc­

tion to a more theoretical study in chapter two in which 

question types are analysed, and chapter three in which 

examination questions and answers are analysed. Chapter 

one is included as it tries to show past curriculum 

developments, a knowledge of which is perhaps necessary 

to an understanding of how the present situation in 

examining literature in South Africa came abo ut. 

THE DEVELOPMENT OF LITERATURE AS A TEACHING 

SUBJECT AN HISTORICAL OVERVIEW 

The early Athenian system of education was notable for 

its simp li city . Music, dance, their own literature, 

their religion, physical training and c i tizenship were 

the basis of the curriculum. 

"In a manner seldom witnessed in the 
world's educational history, the Greeks 
used their religion, literature, govern­
ment, and the natural activities of young 
men to impart an education of wonderful 
effect i veness." 

(Cubberley E. 1920 p. 36). 

It is interesting to note what was not taught: arith-

metic, grammar, science, drawing, higher mathematics and 

foreign tongues were left out of the curriculum. 
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(Cubberley E. 1920 p. 36). Li terature and mus i c were 

regarded as one, and not as separate arts as they are 

today. 'Music' in the Athenian sense covered a wide 

range of activities that were regarded as irrelevant in 

the Spartan state which trained its cit iz e ns for war. 

Athens trained its citizens for war and for peace. 

(Boyd W. 1966 p. 16) . It was thus in the Athenian state 

that educa t ion which involved aesthetics truly began. 

The 'new' Greek education bega n to emerge after the 

Battle of Marathon (490 B.C.). Drawing, grammar and 

rhetor ic were introduced into the curriculum. As Athens 

became more civilised, so the study of literature became 

more important. Part of the reason f or the importance 

of literature lay in the firm Greek belief in the moral 

value of verse. (Freeman K. 1907 p . 19, Lawrie S. 1895 

in Durham K. 1969 p. 18). 

"The se poems, especially Homer, Hesiod, and 
Theogn is, served at the same time for 
drill in language and fo r recitation, 
whereby on the one hand the memory was 
developed and the imagination strengthened, 
and on the other the heroic forms of anti­
quity and healthy pr imitive utterances 
regarding morality, and fu l l of homely 
common sense, were deeply engraved on the 
young mind. Homer was regarded not merely 
as a poet, but as an inspired mora l 
teacher, and great portions of his poems 
were learnt by heart. The Iliad and the 
Odyssey were in truth the Bible of the 
Greeks. " 

(Lawrie S. 1895 in Durham K. 1969 p. 18). 

The way poetry was taught perhaps reflects this. The 



4 

majority of teachers believed that a proper education 

necessitated the inclusion of a close study of the great 

poets, the major part of this study being the learning 

the rote of vast tracts of verse. Plato, himself, 

recommended the learning of expurgated passages, 

carefully selected because standards in Greek literature 

varied so much. (Freeman K. 1907 p. 93). With the 

learning of the poetry went learning how to dance and to 

mime so the pupil could illustrate his recitation. 

However, as the 'new' education developed so the 

religious importance of poetry waned. This was largely 

due to the influence of the group of philosophers known 

as the Sophists. Reason began to replace religion as 

the basis of morality. (Cubberley E. 1920 pp. 41-42). 

Poetry, in the Greek sense of the work, was studied not 

only for its own sake, but for i t s civilising values and 

as a "vehicle for general education." (Durham K. 1969 

p. 19). 

The best of Hellenic education was absorbed into the 

Ro man world after the fall of Greece in 146 B.C. By 

100 B.C. the Graeco-Roman school system had taken form. 

(Cubberley E. 1920 p. 63). The Latin poet Horace put it 

this way: 

"Captive Greece took captive her rude 
conqueror, 

And brought the arts to Latium." 

(Horace in Cubberley E. 1920 p. 62). 
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This meant that as the Roman empire spread, so did the 

phi l osophy of Greek education. The most i mpo r tant place 

in the Roman curriculum was given to grammar which 

appealed strongly to the practical Roman and became a 

favourite study. (Cubberley E. 1920 p. 67). Literature 

was deemed suitable to follow the study of grammar but 

retai ned its place of re l ative i mportance as it seems 

also to have appealed to the Romans. Not only was 

literature memorised and r ecited, but it was also 

subjected to crit i cal examinat i on in what was known as a 

judgement. (Cubber l ey E. 1920 p. 68). ( Thi s critical 

examination i s in many ways sim il ar to twentieth ce ntury 

practice in South African schools. ) 

With the fall of the Roman Empire during the bar bar i an 

invasions of the fifth century, much of what was good in 

the Roman system of education was lost for many years. 

During the Dark Ages the study of literature was 

deprived of much of its stature as a discipline. Fort-

unately, not all was lost as the church acted as a 

custodian of ed ucation. (Boyd W. 1966 p. 99 ) . 

" the Church was compelled by force of 
c i rcumstances to concern i tse l f with 
education and out of its cu l tural needs 
there ultimately grew a system of schoo l s 
which by the end of the Dark Ages was 
almost as complete and as comprehensive as 
that which had passed away with the Roman 
Empire." 

(Boyd W. 1966 p. 99). 
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However, this new education was largely different from 

its predecessor. 

"The aim was now essentially 
The ultimate reason for 
education was the advantage 
the faith." 

other-worldly. 
any form of 

it brought to 

(Boyd W. 1966 p. 100). 

The church frowned on all subjects, including literature, 

which in any way threatened the central articles of 

Christian faith. (Boyd W. 1966 p. 100). This would not 

be likely to encourage vernacular literature to any 

degree. This imposition of the church's phi l osophy on 

all aspects of life" imposed a serious check on the 

forward movement of the human spirit." (Boyd W. 1966 

p. 101). Cubberley (1920 p. 102) refers to this time as 

one of stagnation and points out that much of Latin 

literature was lost; but also that much was saved by 

the monasteries "by accident". 

It was not until the Renaissance that Greek learning was 

once again handed back to Europe. (Cubberley E. 1920 

p. 102). From 1450 to 1850 a 'new education' began, 

starting in I t aly. It prepared for the world of the 

future rather than a spiritual world. (Cubberley E. 

1920 p. 263) . It combined cultural studies (which 

included literature) with physical training, manners, 

courtesy and reverance. It was a curriculum devised for 

pre-university pupils and aimed to produce citizens who 
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(Cubberley 
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for the church, the state or themselves. 

E. 1920 pp. 263-264). As the movement 

developed so literature gained respectability as a 

subject once again. Firstly the classics, then modern 

literature came to be accepted into the curriculum. 

(Cubberley E. 1920 p. 280). Cubberley does not indicate 

if the modern litera ture included works in the 

vernacular, but this is likely as, at the same time, the 

use of the vernacular for teaching and for writing 

became widespread. (Cubberley E. 1920 p. 284). 

The 'new education' did not influence England until very 

late in its development. The idea of the use of the 

vernacular took a long time to become entrenched in 

England. Until 1870 secondary schooling remained 

severely forma l and narrow. (Cubberley E. 1920 p. 461). 

The influence of educationalists such as Arnold began 

the trend that led to vernacular English literature 

gaining respectability. 

This, then, was the position in England at what was the 

next time of change. At the time three major schools of 

thought appear to have been developing. 

The two "trad itional" philosophies of education in the 

nineteenth century were the "utilitarian ideal" and the 

"elitist" system. The utilitarian system prepared a 

pupil for employment only, a result of the demands of 
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the industrialists of Britain for a "docile, literate 

and more or less numerate work force." (Reid J. 1982 

p. 5). Such a system was therefore not based on the 

Greek idea that aesthetics form a part of education. 

Knowledge (in the sense of knowing facts) became of 

great importa nce. The great vernacular works of litera­

ture were regarded as not being suitable for study. 

There was doubt concerning the moral goodness of English 

literature (Durham K. 1969 p. 27). Consequently, works 

in the vernacu lar lacked respectability for many people. 

The utilitarian trend was influential for many years. 

It was seen clearly in examination papers "which were 

concerned with grammar and historical fact." (Durham K. 

1969 p. 27). The Newcastle Commission of 1858 took a 

strong stand against the utilitarian ideals and 

condemned it as mere 'cra m'. (Durham K. 1969 p. 28). 

If anything, this system represents a step backward to 

the Dark Ages when education was narrow and, as stated 

earlier, was likely to dampen any spirit of creativity. 

The other school of thought favoured the elitist system 

of education where "high culture" was to be studied with 

lit tle thought of utility. Such studies would most 

likely be beyond the abilities of many pupils. (Reid J. 

1982 p. 4). Such a viewpoint receives a degree of 

support in contemporary South Africa when it comes to 

studying literature, especially Shakespeare. 



"This means of understanding the text 
requires discipline and training; it 
requires study, thought and hard work. And 
it is, I insist, not accessible to all. If 
this makes the proper study of literature 
into an elitist activity, then let it be 
so - just as the proper study of maths is 
fundamentally elitist." 

(Sherman J. 1984 p. 6). 

9 

The third school was the strongly humanist trend which 

found expression in Matthew Arnold's writings. The 

belief in the civilising nature of literature was a 

feature of Victorian education. However, the strong 

Greek influence of the belief in rote learning was 

evident. In Arnold's Report for 1880 he states: 

"I find that of the specific subjects 
English literature, as it is too ambi­
tiously called - in plain truth the learn­
ing by heart and reciting of a hundred 
lines or two of standard English poetry -
continues to be by far the most popular. 
I rejoice to find it so ... The acquisi­
tion of good poetry is a discipline which 
works deeper than any other discipline in 
the range of work of our schools." 

(Arnold M. 1880 from Sutherland G. (Ed.) 
1973 p. 59). 

Arnold uses the words' literature' and 'culture' freely, 

therefore it is perhaps necessary to define them to some 

extent. It would seem that to Arnold, 'literature' was 

that writing which, when read and learnt, could lead to 

a pupil developing a sense of 'culture'. Culture, it 

would appear, had to do with one's behaviour in society 

and how one fitted properly into that society. The ideas 

are perhaps better expressed by Arnold himself. He 
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dismisses the notion that the study of literature is 

mainly of use to critics of new books or a professor of 

lit erature. (Arnold M. 1868 from Sutherland G. (Ed.) 

1973 p. 59). He pOints out that cu l ture is of great use: 

"It reminds us that the perfection of human 
nature is sweetness and light. It is of 
use because, like religion - that other 
effort after perfection - it testifies 
that, where bitter envying and strife are, 
there is confus i on and every ev i I work." 

(Arnold M. 1868 from Sutherland G. (Ed.) 
1973 p. 183). 

The greatest value of culture li es not only in its 

bringing of "sweetness and light", but in making them 

prevail. (Arnold M. 1868 from Sutherland G. (Ed.) 1973). 

Arnold was a leader of the "liberal education" school 

which saw education in terms of developing pupils to 

their fullest within their unique individual capacity . 

I will try to show that this basic. child-centred ideal 

has been a ma in ideal of teaching literature in South 

Africa at least from the early nineteen-twenties. 

It was out of these three systems that the English 

curriculum of the twentieth century emerged. Amon g a 

wide range of subjects, literature has gained respec-

tabi l ity and is regarded as a subject in its own right 

and grammar is studied as an integral part of language. 

(See Annexure 3 p. 109). It took some while to happen, 

however. 
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Shayer contends that fro m 1900 to at least 1920 English 

education was characterised by "method writers" usually 

referring "passionately but rather vaguely to such 

things as 'truth, beauty and goodness'." (Shayer D. 

1972 p. 172). One of Shayer's concerns is that the 

approach of teaching was too "text-centred" made even 

worse by the approach of Richards and Leavis with t heir 

"cultural-civilisation" ideals. (Shayer D. 1972 

p . 173). The 1920's saw a new interest in change in 

education. Mathieson attributes the new feeling to the 

following: 

"Anxieties about the expansion of popular 
education, dissatisfaction with what 
seemed to be the illiberalism of the 
classical curriculum, and post-war suspi­
cion of Victorian values were beginning to 
create official sympathy f or theories 
which placed t he child at the classroom's 
centre." 

(Mathieson M. 1975 p. 67). 

The publication of the Newbolt Report reflected this new 

interest. Even this , however, though innovative and 

practical, firmly supported the belief in the civilising 

nature of literature. The Newbolt Report stated that if 

the British nation rejected the civilising influence of 

the t eaching of literature, then that nation "must 

assuredly be heading for disaster." (Newbolt Report 

1921 p. 253). The Report did, however, show that 

Britain had accepted the need to consider the uniqueness 

of each pupi 1. Unfortunately , practice lagged behind 
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theory. (Mathieson M. 1975 p. 66). This statement 

seems to support Shayer's assertion that it was only 

after 1950 that true pupil-centred literature study 

began, even if that study is perhaps "questionable in 

its virtues." (Shayer D. 1972 p. 173). 

Si nce the 1950's the pupil-centred app r oach has 

generally become entrenched in Britain. Furthermore, 

the reasons for teaching literature have become more 

clearly defined. L.C. Knights provides the beginni ngs 

of a philosophy for teaching literature: 

"Why do we teach literature? To which the 
short answer is, so that as many people as 
possible shall share the imaginative life 
that is 'stored' in the great master­
pieces, so that their own imaginative­
creative life may be quickened. Obviously 
what is in question is not ' knowing about' 
the masterpieces, but a genuine response 
from a personal centre - the only way in 
which great literature can become part of 
our own lives. That is easy to say: the 
difficult thing is to make it reality. 
How do we ach i eve an aIm that is so 
important and yet so difficult to define, 
because the result (if we call it that) 
will be something different for each 
individua l pupil, and probably something 
different from anything we could have 
foreseen? To the question I have just 
asked there is no answer that can be 
offered ready-made . As teachers we each 
have to find our own way over a consid­
erable period of time ... Remember that 
you can't make people see; you can only 
provide opportunities and - in the way you 
present material that is so much more 
important than anything that can be said 
about it - prompt them to do their own 
seeing." 

(Knights L. 1967 p. 5). 
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Durham pOints out that this concept of literature as 

"creative and re-creative experiences from within" 

(Durham K. 1969 p. 15) is nothing new, finding 

expression originally in Plato's metapho r of the cave. 

H, certain professors of education must 
be wrong when t hey say that they can put a 
knowledge into the soul which was not 
there before, like sight into blind eyes 

Whereas our argument shows that the 
power and capacity of lear ning exists in 
the soul already. '" 

(Plato; Republic VII: 518 in Durham K. 
1969 p. 15). 

By the 1960's there was a belief that there were 

critical problems in English as a school subject, a 

feeling stronger in the United States of America than in 

the United Kingdom. (Allen D. 1980 p. 27). The result 

was the Dartmouth Seminar of 1966 during which the vast 

differences between the philosophies and practices of 

English teach ing between the two nations became 

apparent. Even so, there were areas of agreement, 

especially on the i mportance of the child: 

"On a whole series of issues the conference 
was un i ted, to such an extent that there 
was li ttle discussion required and no 
evidence of dissent. Th us, streaming was 
undesirable; the i nfluence of examinations 
was probably harmful and should be 
studied; drama had an important place in 
English; children should be encouraged to 
write creatively ... That this agreement 
was 'achieved ' was perhaps due to an 
underlying agreement that each chi ld is 
unique but the pro cesses of growth fall 
into a pattern." 

(Allen D. 1980 p. 41). 
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Also in 1966 came the publication. of Whitehead's 

philosophy of English teaching in The Disappearing Dais. 

It is worth quoting from this work at some le ngth as it 

says much that makes sense. The next two quotations 

build on what Allen was speaking of in the previous 

quotation. 

"The English child, in fact, acquires far 
t he greater part of the English language 
outside English lessons, so that it would 
be wholly misleading to think of English 
teaching as concerned with implanting in 
him a hitherto non-existent skill or 
congeries of skills. No, the true task of 
English teaching is to help children to 
refine, polish, raise to a higher level of 
sensitivity, effectiveness and precision 
of language which they already possess in 
a highly developed form." 

(Whitehead F. 1966 p. 16). 

This i dea had already been expressed by Plato i n his 

metaphor of the cave. Whitehead goes on to state that 

it is from this idea that follows his key principle: 

"The main business of the English teacher 
is not instruction in any direct sense, 
nor even teaching in the sen.e which may 
be app lic able in some other subjects. It 
is the provision of abundant opportunity 
for the child to use Eng l ish under the 
conditions which will most conduce 
improvement; opportunity, that is , to use 
his mother tongue in each of its four 
modes: (I istening, speaking, reading and 
writing) and for all the varied purposes 
(practical, social, imaginative, creative) 
which make up its totality; opportunity 
moreover to use it under expert guidance 
and in situations which will develop 
ultimately his power to be self-critical 
about his own efforts." 

(Whitehead F. 1966 p. 16) . 



This quotation is closely linked to the 

quotation from Knights. It would appear that a 
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earlier 

strong 

feeling of that time was that teaching is more than just 

imparting knowledge; it is creating opportunities for 

pupils to absorb what is great in literature and from 

this, to develop the creativity of the pupil. Whitehead 

goes on to make two more importan t points. The first is 

that what is studied in literature is just as important 

as how it is studied. He rejects the idea that "good " 

li terature is that which an educated and cu l tured adult 

wou l d read . (Whitehead F. 1966 p. 58). A great many of 

the "classics" are unsuitable for class study. This 

leads to the second point. The development of the 

student's ability to cope with the critica l study of 

literature cannot be forced. (Whitehead F. 1966 p. 87). 

It is perhaps worthwhile to summarise Whitehead's five 

basic pr inci p les of English teaching. These are: 

1. The extent of individual differences of pupils 

determines how they should be taught. 

2. The importance of the "readiness" of a pupil to be 

able to appreciate what is being studied. 

3. The principle that pupils must be actively 

involved in teaching and learning . 

4. The significance of play in the lives of pupils. 

5. The principle of interest : the pupil will not 

easily learn unless interested in the task. 

(Whitehead F. 1966 p . 21). 
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The idea that children and not mini-adults are being 

educated would appear to be fundamental to teaching 

literature. These five principles can be seen to be 

of particular relevance to the teaching of 

Shakespeare. 

The Bulloc k Report (1975) provides a brief summary of 

philosophies that stretch back to classical Greek 

tradition. 

"In Britain the tradition of literature is 
one which aims at personal and mor al 
growth It is a soundly based 
tradition, and properly interpreted is a 
powerful force in English teaching." 

(Bullock Report 1975 p. 125 9.2). 

But the Bullock Report adds a further dimension to 

teaching literature, that of the importance of the 

pup i I' s enj oyment of the literature. 

"We can sum up by saying that whatever else 
the pupil takes away from his experience 
of literature in school he should have 
learned to see it as a source of pleasure, 
as something that will be part of his 
I if e . " 

(Bullock Report 1975 p. 137 9.28). 

Perhaps the last words in this section should go to 

Whitehead's opinion of examining literature: 
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"The fact is that all past experience 
suggests the existence of a deep and 
inherent incompatability between external 
examinations as we know them and the 
essential aims of good English teaching." 

(Whitehead F. 1966 p. 233) . 

is with this clash of interests that 
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this 

dissertation is largely concerned. Chapters 2 and 3 

will try to eva luat e and analyse the problems and then 

make some suggestions as to how the clash of interests 

can, to some extent, be resolved. 

1.1 SOUTH AFRICA THE TEACHING OF LITERATURE 

Durham (1969) has written a concise and accurate summary 

of the position of literature in South Africa from circa 

1860 onwards. South Africa's close ties to the United 

Kingdom, first as a colony and then as a dominion, led 

the teaching of English i n South Africa to follow the 

British pattern. Prior to 1905 there was little to be 

found written on literature in the Education Gazette of 

the Cape Colony. There was no syllabus for English 

literature before 1916 beyond a stipulation of the 

number of lines of poetry a pupil had to learn by heart 

for each stage of his career. This shows the relation-

ship to early Greek education and the later beliefs of 

Arnold. However, the Cape Education authorities began 

to feel the European influence and felt the need for a 

new look at literature. In 1906 the Education Gazette 
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of the Cape Colony published an article by Sykes which 

in many ways summed up the official attitude to the 

teaching of literature. 

" our literature is the fountain of our 
ideals ... The literature studied must be 
rich in ideas - in intelligible ideas, 
germane to the child's life. And these 
ideas must be so presented that they have 
dynamic power, by their very nature, to 
touch the child [sic] nature. 

(Education Gazette 1906 Vol. V no. 33 
p. 790). 

Already, then, in 1906 the Cape education authorities 

favoured the child-centred approach, and the legacy of 

Arnold was still strong. In the same article Sykes 

continues: 

"No part of true education is of greater 
importance than the memorizing of passages 
from our best authors ... A boy, by a 
little exercise of memory, can lift him­
self above the vulgarisms and barbarisms 
of daily conversation, and become more or 
less master of the language forms and 
construction of our great writers." 

(Education Gazette 1906 Vol. V no. 33 
p . 791). 

In the Education Gazette of 9 February 1906, there is a 

summary of '''Suggestions for the Consideration of 

Teachers. " The Teaching of English.' In the summary 

no mention is made of literature teaching as it is known 

today but then the article makes no distinction as 

to whether it is referring to the teaching of sub-

standard A or of standard ten. What it does stress is 
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the value of l ear ning by ro t e so that "the mem ory is 

enriched with a store of beautiful th oughts". 

( Edu cation Gazette 1906 Vol. V no. 21 p. 471). The se 

two po in ts then (the chi ld-centred appr oach and learning 

by rote) can be seen as the major educational beliefs in 

English teaching unt il about 1930. 

The next major step in literature study came in 

1930- 1934 when the general patt ern of stud y was set . 

Six works were to be stud i ed "from a litera r y aspect" . 

(D ur ham K. 1969 p. 61) . I t is interesting to no te that 

studying some of Shak es peare ' s works was compulsory . A 

study of the examine rs' reports of the literature papers 

in the Cape reveals a reasonably clear picture of 

examiners encouraging personal responses to literature, 

as well as the recal l of facts. In 1954 , some 56% of 

the marks i n literature could be earned by reca ll of 

facts. (Gard ner W. 1958 p. 20 ) . 

The examiner for 1929 , interesti ng ly, seems to try to 

set a paper to cater for varying abilities: 

"The questio ns were set to test the 
knowledge of the candidates of the books 
prescribed and also, generally in the 
alternate questions , to give oppor tu nities 
fo r expression of c rit ic ism or app recia­
t i on . " 

( Education Gazette 1930 Vol. XXIX no. 5 
p. 179). 
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But the objects of the paper according to the examiner 

do not quite coincide with the belief in the civilising 

influence of literature : 

"The objects of this paper, namely, the 
careful, critical appreciative study of 
selected works of English literature, 
together with proof of the candidate's 
ability to write English, are being 
achieved." 

(Education Gazette 1930 Vol. XXIX no. 5 
p. 179). 

The examiner's report of 1941 laments ' the pupi Is' lack 

of knowledge of facts and pOints out that the pupils had 

no excuse for they had had two years to study the 

required five works: 

"Examples of t his type of error cou ld be 
multiplied ma ny times. While it is 
admitted that books with a background of 
English history and English social life of 
a previous era present difficulties to the 
South African pupil, these difficulties 
can be overcome by teachers who recognise 
them as opportunities to supply definite 
knowledge, and to fill in a pictorial and 
historical background of a life and times 
different from our own. It is here that 
the value of such books lies and it is 
obviously here that so many teachers 
failed . The real value of the books 
consequently was lost . " 

(Education Gazette 1942 Vol. XLI no. 5 
p.317). 

The examiner ' s report of 1942 indicates that the pupil­

centred approach (in which facts are not as important as 

the pupil's abilities as a critic) was favoured. He 

points out that pupils knew their facts astonishingly 
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well (possibly as a result of the caustic report of 

1941) but states: 

"In dications are not lacking, however, that 
this efficiency is due rather to strenuous 
work in summarising than to interest in 
the reading material itself ... Some know­
ledge of content is, admittedly, necessary 
as a pre liminary to the understanding of 
literary values, but it is of little sig­
nificance as an end in itself ... Memory 
work of this kind defeats its own purpose, 
while, on th e other hand, a real attempt 
by a candidate to reveal his own reaction, 
even if it is of an elementary nature and 
crudely expressed, mus t receive credit." 

(Education Gazette 1943 Vol. XLII No.6 
p. 354). 

The next apparent change came in 1950 when the Cape 

Educat ion Department published a summary of aims for 

English as a first language for pupils up to standard 

six. Literature was not regarded as a separate entity 

to be examined, but was seen as part of the reading 

programme. This in some ways resembles the early 

ancient Greek model in that literature then was regarded 

as part of music. As shown earlier it was only as the 

Greek model developed under Rome that literature really 

became a separate study. It is to be wondered, then, if 

this 1950 summary of aims was a step forward or back-

ward. The aim of reading was very vague: 

"To train the pupi I to read easi ly and with 
understand ing, so as--rD profit to the 
fullest extent from what he reads." 

(Education Gazette 1950 Vol. XLIX no. 27 
p. 1912). 
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In 1951 the Cape Education Department issued a new 

syllabus for English first language. One of the general 

aims was: 

"To introduce the pupil, systematically, to 
the work and thought of great writers, with 
the aim as they grow older, of training the 
imagination, developing taste and generally 
enriching their lives." 

(Education Gazette 1951 Vol. L no. 11 
p. 759). 

The elucidation of this clause is, unfortunately, thin 

and vague except that only four works would be 

examined, including a compulsory question on Shake-

speare. However, there is lit tle new thought in this 

aim. The idea of being "systematic" seems to echo the 

order of the Romans while the developing of taste seems 

to recall Greek thought. 

In 1973 a new syllabus was published, in essence the 

same as that of 1951. It is a very short syllabus, 

consisting of only three closely-typed pages. This 

means that from 1930 until 1985 there was little new 

thought injected into English teaching in the Cape 

Ed ucat ion Department. 
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1.2 The present situation in the teaching of literature 

in South Africa 

The syllabus introduced in the Cape in 1986 is in no way 

revolutionary, but it is far more detailed in its aims, 

and, consequently , is a help in guiding the teacher on 

how to approach the teaching of literature. It is a 

landmark in that it is the first really detailed 

syllabus to have been devised for English in South 

Africa. It is in no way prescriptive and therefore 

provides no ready answers to problems . It is there to 

be interpreted. The Cape syllabus is much like the 

syllabuses of the rest of the numerous education depart-

ments in South Africa, hence an analysis of the Cape is 

of wider relevance. (Reid J. 1982 p. 25). 

As a general goal the syllabus states : 

"If teachers can help pupils find enjoyment 
in reading they will have done them a 
lasting service . Without some pleasure 
from and active participation in litera­
ture, the other goals cannot be achieved 
effecti vely." 

(Cape Education Department Syllabus 1986 
p . 20) . 

The "pleasure-principle" is thus firmly entrenched which 

i s a pleasing aspect of the syllabus . But the 

influences of the Greeks and Arnold are still present in 

one of the stated goals of (specifically) the study of 

literature: 
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"That pupils ... expand their experience of life, gain 

empathetic understanding of other people and develop 

moral awareness." (Cape Education Department sy ll abus 

1986 p. 3). 

The syllabus lists six other goals for the teaching 

of literature: 

"1. Gain enjoyment from and skil l in read­
in g . 

2. Appreciate literature and read with 
discrimination. 

3. Develop the capacity for critical 
thinking about, and the ability to 
form and express their own views on 
literary works. 

4. Increase the i r self-know l edge and 
self-understanding. 

5. Gain some knowledge of basic l iterary 
genres and the techniques appropriate 
to each. 

6. Develop some understanding and appre­
ciation of.their literary heritage." 

(Cape Education Department Syllabus 1986 
p • 3 ) . 

These are fairly clearly defined goals - but to test 

whether they have been achieved would be very difficult. 

It is here that the problem for the examiner lies. This 

is the problem of which Whitehead wrote when he referred 

to examinations being in "direct conf li ct with educa-

tional values." (Whitehead F. 1966 p. 234). 

It is interesting to note that the general aims of the 

United Kingdom's General Certificate of Secondary Educa­

tion English syllabus for 1988 bear a marked resem-



blance in some ways to the Cape 1986 syllabus. 

"The course should seek to develop the 
ability of students to: 

1.1.1 communicate accurately, appro-
priately and effectively in speech 
and writing; 
[see aim 3 of the Cape syllabus] 

1.1.2 understand and respond imaginative­
ly to what they hear, read and 
experience in a variety of media; 
[aims 2 and 3 of the Cape syllabus] 

1.1.3 enjoy and appreciate the reading of 
literature; 
[aim 1 of the Cape syllabus] 

1.1.4 understand themselves and others. 
[aim 4 of the Cape syllabus]." 

(General 
Education 

Certificate of Secondary 
Syllabus 1987 p. 1). 
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The syllabus lists no general aims of literature teach-

i ng , but only "assessment objectives". Noticeably 

absent is any reference to the civilising nature of 

literature or to learning passages verbatim, but the 

aims make it clear that a child-centred approach is 

necessary. 

1.2.1 Summary: 

The South African attitudes to the teaching of litera­

ture have been influenced by the changing patterns in 

Britain. The new syllabuses of the CEO and the GCSE 

have much in common. They both have elements of the 

Graeco-Roman tradition, the ideas of Arnold and 

contemporary writers such as Whitehead. The importance 
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of the position of English in the South African 

curriculum cannot be overstressed. As an international 

language, it is th e major unifying factor of all the 

languages and racial divisions in the country . The 

importance of literature - not necessarily that of the 

European tradition - is possibly what could help to 

save South Africa from permanent division and bring some 

of the "sweetness and light" of which Arnold spoke. 

" it is at least in part through the 
culture conveyed in literature in English 
(not necessarily English literature) that 
a common South African culture may be 
achieved." 

(Reid J. 1982 p. 8). 

1.3 Teaching the works of Shakespeare 

It is nece ss ary to in c lude a short section on the teach-

ing of Shakespeare as the main data for this thesis is 

derived fr om an analysis of examination questions on 

Hamlet. 

In 1903 the "Alternative Draft Syllabus " for South 

Africa included Shakespearean drama but solely for the 

purpose of learning parts of his works by heart. By 

1925 Shakespearean drama was included in the sen i or 

certificate exam in ation and by 1930 was compulsory. The 

1951, 1973 and 1986 Cape syllabuses firmly entrenched 

Shakespearean drama as compulsory works to be studied in 
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standard ten. White pupils in Natal and South African 

Indian pupils have to study three of Shakespeare's 

dramas in their last three years of study, that is 

standards eight to ten. (Reid J. 1982 p. 81). This is 

far more than the rest of South African pupils. Perhaps 

i t is too much more. Between 1982 and 1984 there was 

a flurry of articles in Crux concerned with the teaching 

of Shakespeare. Two main groups are apparent in these 

articles (and the works): 

(a) the "traditionalists" who believe 
that Shakespeare must be taught be­
cause he is great and relevant. 
(Black M. 1982). 

(b) the "revisionist" group who believe 
that Shakespeare is suitable for 
study but as an option. 

(Sherman J. 1984 p. 31ff; 
1982 p. 79). 

Reid J. 

In the debate in Crux, Black proposed that, as the 

essential nature of man has remained unchanged since 

S~akespeare's days, his works are still relevant. "All 

Shakespeare's plays are concerned with the interaction 

between people: the search for power, jealousy, self-

ishness and every other human emotion imaginable." 

(Black M. 1982 p. 31). Is relevance alone, however, 

enough reason for teaching the works of Shakespeare? 

The argument for retention on the grounds of relevance 

or greatness falters when faced by the arguments of the 

group who favour the "optional" approach to Shakespeare. 
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The main argument for making the study of Shakespearean 

works optional is that many pupils struggle to under-

stand the language. (Newbolt Report 1921 p. 312; 

Reid J. 1982 p.76; Orkin 1982 p. 28). Morto n repre-

sents the extreme of the "optional" group. He argues 

that pupils who would like to study the classical works 

should be "weeded out" (which suggests such pupils are 

harmful) and taught separately. Only the "elite", he 

claims, should be allowed to study Shakespeare. 

(Morton C. 1981 pp. 34-35). Probably the most 

balanced view is provided by Reid. She not only 

states why one should teach Shakespeare's works, but 

she also identifies the concomitant problems: 

"The great plays can fulfil a ll the aims 
of increasing l ove of literature, develop­
ing the capacity to think and make moral 
judgements and contributing to the under­
standing of human nature ..... and their 
universa li ty and greatness as literature 
is beyond question. The stumbling-block 
is the language. 

(Reid J. 1982 p. 76). 

The argument that weaker pupi ls cannot cope with Shake-

speare's language is strong, but this is most noticeably 

so in pupils who are not, or should no t, be studying 

Eng lish on the higher grade. (Reid J. 1982 pp. 79-80; 

Sherman J. 1984 p. 4). The problem does not seem to be 

that Shakespeare is inaccessible to all, nor even to 

most, but rather only to a small group . It is inter-

esting to note that Shakespeare is extremely popular 
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among Black pupils, even though Reid questions the 

value, not of the teaching of Shakespeare, but of the 

manner in which it is done - that is, line by line 

analysis of meaning. (Reid J . 1982 p. 80 ) . It i s 

to this analytical approach at first language higher 

grade level that Orkin i s so opposed. (Orkin M. 1982 

p. 28). Orkin's theories will be examined more closely 

la ter. 

I t will be my contention throughout this investigation 

that Shakespeare can be accessible to nearly all. State­

ments such as the following (which have not been 

substantiated in any way) are unfortunate: 

"Whether we like i t or not, whether we are 
prepared to admit it or not, the greater 
majority of our pupils at school hate 
Shakespeare in much the same way that the 
majority hate maths." 

(Sherman J. 1984 p. 6). 

Even more alarming is the following statement in the same 

article: 

"The unwilling products of our cultural 
force-feeding will, however, continue to 
throw peanut-brittle, hoot, jeer and dis­
rupt every performance which they are com­
pelled to attend - as the actors of the 
PACT company, who must regularly perform 
for them, will freely testify. 

(Sherman J. 1984 p. 7). 
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If both the above statements are true, then something 

astonishing has gone wrong. It is always too easy to 

say that a teaching method is wrong for this aspect is 

easily observable. There are a host of variables that 

could make the statements true. The unfortunate fact is 

that teachers sit with pupils who often struggle with 

the language (as has been shown) and for whom English as 

a compulsory subject is a burden. To overcome such 

problems the teacher has to make the study of Shake­

speare's works as enjoyable and as relevant as possible. 

There is no shortage of texts giving suggestions on 

possible methods. Cook's The Play Way (1931) provides a 

possible method of making a play live. Pupils act the 

play and by interpreting for themselves can leap over 

the "analyse the language barrier". The Newbolt Report 

concurs and goes even further by giving details of how 

to teach t he scripts to pupils. (The Newbolt Report 

1921 p. 150 and pp. 312-313). 

Shakespeare's plays are acting scripts and need to be 

treated that way . (Reid J . 1982 p. 82). Pupils need to 

' see' the script, because it is a play . The examiner's 

report for l iterature (for the first language paper in 

the Cape) states: 



"Pupils should be encouraged to respond to 
a playas a dramatic experience. Candi­
dates frequently refer to I the reader' and 
'the book ' and forget in their answers to 
questions on dramatic effect that an 
audience is involved." 

(Examiner's Report for English First Lang­
uage HG Paper I 1987 p. 134). 
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More will be said later on teach i ng methods as on l y 

after analysing some examination papers and question 

types will profitable teaching methods be relevant. 

1.3.1 Summary 

A teacher needs to assist pupils to overcome the diffi-

culties in understanding Shakespeare's meanings without 

resorting to l in e by line analysis. Once this is done, 

a love for Shakespeare's works by the pupils is a possi-

bility. Even if a pupil does not like the works, he 

should at l east appreciate the universality of theme of 

so many of Shakespeare's works . The most likely way of 

achieving all of this is by treat i ng the plays as plays 

and not as books for examination. 

"T he great plays can fulfil all 
increasing love of l it erature, 
the capacity to think and 
judgements and contr i buting to 
standing of human nature." 

the aims of 
developing 

make moral 
the under-

(Reid J. 1982 p. 76). 
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CHAPTER TWO 

TYPES OF QUESTIONS THE THEORY 

2.1 Why examine? 

Examinations are easy to attack as there is much educa -

tionally wrong with them, but they remain a convenient 

way of testing the abilities of large numbers of pupi l s. 

The radicals who advocate the abolition of examinations 

are dismissed by Wiseman : 

"To condemn all for the sins of a few is an 
emotional reaction only pardonable in the 
young revolutionary. Our purpose should 
be to adapt examining method to educa-
tional aims For certain aims, in 
particular circumstances, cumulative 
assessment is likely to be the most effi­
cient: for other purposes, in different 
circumstances, the written examination 
will be indicated." 

(Wiseman S. 1961 p. xviii). 

The Cape Education Department (CED) examined 17 04 7 

matriculants in 1985 of whom 6 606 wrote the examination 

for English First Language HG. With such large numbers 

it is not surprising that the externally set and marked 

written examination is used. While the external 

examination system is presumably administratively effi-

cient, the question to ask is whether i t is educational-

ly eff i cient. This problem i s nothing new. I n 1921 in 

the United Kingdom the issue was raised by the 



riewbo i t Report: 

" No one wil I dispute the ascendancy of the 
examination system in education to-day. 
We accept it as a fact, confronting the 
teacher of English, as of any other sub-
ject. It is there, and if English is to 
receive its due share of recognition 
Englis h must make terms with it. 
The nature of those terms is the question 
before us." 

(Italics mine) 
(Newbolt Report 1921 p . 294). 
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The nature of those terms will have an important influence 

on the educational value of the examination. To test 

the nature of the terms two questions should be asked: 

(a) What is being examined? 

(b) Do the questions reflect this? 

A past examiner of literature i n the Cape suggests a 

useful guide as to what is being examined: 

"It is the book itself that does the teach­
ing, if we will allo'fI it to. I believe we 
err in viewing the books we study as ends 
in themselves; they are more correctly 
regarded as stages in the development of 
our pupils' cognitive power, stages in the 
refinement of emotional response, and of 
their moral sensibility. No-one could be 
so near-sighted as to regard the Matric 
exam as a test of what the candidate has 
learned of his books that year . It is 
more properly regarded as the testing of 
reading maturity, reasoning skills, powers 
of expression and mora l attitudes shaped 
over a number of years. The setbooks are 
part of the programme used to shape these: 
they are vehicles, means towards an end . " 

(Van der Mescht H. English Symposiums 1980 
p. 42) . 
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Van der Mescht's ideas on the purpose of exam ining 

largely cover the aims of the Cape syllabus already dis­

cussed: the deve l opment of the critical thinking capa­

city, an expansion of the awareness of l ife, and moral 

awareness (C EO Syllabus for English First Language (HG) 

1986 p. 3). 

Two other reasons for examining literature are probable. 

Firstly, to determ ine whether pupils are suitable for 

university entrance or not, or are sufficient l y inte l ­

lectually equipped to possess a ma tric certificate. 

Fr om what Van der Mescht states and the requiremen t s of 

the CEO (which will be dealt with in detail next) this 

is not nece ssarily the main aim of the examinat i on. 

Secondly, examining a subject gives it status. Litera­

ture as a subject could be regarded as unimportant, or, 

at worst, could be ignored were it not examined. 

(Durham K. 1969 p. 178; Gardner W. 1958 p. 7; Newbolt 

Report 1921 pp. 301 - 302). 

2.2 The requ ire ments of the Education Department 

The CEO literature syllabus avoids saying what should be 

examined. It does say how it should be marked. Each 

relevant subsectio n of 'The Exam ination of Prescribed 

Work' in the CEO Senior Secondary English First Language 

HG syllabus (1986) is worth close analysis. The 

numbering of the original document has been retained for 
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"3.3 . 1 Examiners should look for honest, 
personal responses, founded on a 
sensitive aGd intelligent under­
standing of the text ." 

35 

This corresponds very closely to the "Assessment Object­

ives" for Engl ish Literature of the General Certificate 

of Secondary Education (GCS E) of the United Kingdom 

which requires that candidates be able to "communicate 

a sensitive and informed personal response to what is 

read . " (GCSE English Syll abus 1987 p . 5 ) . To set ques-

tions which truly test the ability of a pup i 1 to show 

such abilities would be difficult. Probably the 

greatest stumbl ing block is when a pup i 1 has not f u I 1 y 

understood the text he i s reading. But if the pup i 1 

acts in an extract of the play, or sees a production of 

the play he is studying, he is far more likely to be 

able to respond personal l y to it. 

"3.3.4 The textual or contextual question 
tests the candidates' abilities to 
express in good, clear language 
the i r understand ing of or response 
to a poem or an importan t passage." 

According to this, two abilities are being tested: the 

understanding of the meaning of the words used and t he 

pupil's response to the words. The first is little more 

than a test of vocabulary or reca ll. The second is ra-

ther vague. What is a "response" to a poem or a Shake-

spearean soliloquy? Presumably it means how a pu pil re-
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ac ts t o 3 poem or passage is it enjoyable to read? 

What does it mean to you? [the pupilJ. The 

pr oblem is to assess the answer. If the question 

assumes that a certain response is the only correct one, 

then the exercise is educationally wrong. However, not 

every answer would be correct. The problem for an 

exa",iner would be to set the parameters of possible an-

swers. This will be examined in more detail when certain 

questions are closely analysed. The GCSE "Assessment 

Ob j ectives" for literature provide a better approach by 

separating the objectives the CEO sees as one: 

" [Candidates should show their ability to:] 
1. acquire first hand knowledge of the con­

tent of literary texts; 
2 . understand literary texts, in ways which 

may range from a grasp of their surface 
meaning to a deeper awareness of their 
themes and atti tudes." 

(GCSE syllabus for English 1987 p. 5). 

The GCSE noticeably states that the above can be done by 

us i ng both "wider reading" or "detailed study of literary 

te xts". (GCSE syllabus for English 1987 p. 5). The CEO 

tests by examining the narrow reference of four literary 

texts. 

"3.3.4 (cont.) In the case of an extract, 
questioning should not only refer 
to the text itself but should call 
for interpretation in relationship 
to the work as a whole . " 
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This would seem to be a good requirement. Pupils should 

realise th a t extracts (especial l y of a Shakespearean 

dra ma) are part of a whole. They should be able to es-

tablish causal links in the extract to the rest of the 

work. Questions such as the following investigate this 

causality: 

(a) What is King Lear's attitude to Goneril and Regan 

in the extract? (The extract will be from Act I) . 

(b) How does this contrast with his later attitude? 

(c) Is he justified in his later attitude? 

These wi 11 do more to test understanding of the play 

than any number of recall questions . The first tests 

the pupil's ability to read and understand the given 

text. The second sees if he is able to perceive the 

change and the third gives him a chance to express his 

own views on a mora l issue. The CEO syllabus ma kes the 

following statement: 

"6. Principles of Assessment 

Tests and examinations must be designed to 
assess how far the stated aims of the 
syllabus have been attained." 

(CEO syllabus 1986 p. 7). 

Because the stated aims are either vague or difficult to 

measure (how does one measure moral awareness?) the 

examiner has a difficult task ahead of him. 



2 .3 g~est i_~ Types 

" Examination questions are directives 
to the cand idates to give certain perform­
ances' . 

(Thyne J. 1974 p. 6) . 
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The CEO setwork examination for standard ten has to 

cate r for a wide range of abilities. Orkin's 'e lite' 

are as important as the weakest candidate who must study 

Shakespearean works even though he has no great wish to 

do so . The quest ions should reflec t this. 

When analysing a set of quest ions later, I will try to 

show that it is difficult to categorise questions into 

pigeon - holes . will try to show that overlapping of 

categories . when examining literature, is common . In 

none of the texts consulted for this research were cate-

gories of questions suggested that specifically applied 

to exa~ining literature. Consequently, I have devised my 

own set of categories. Firstly , I assessed the types of 

questions set i n re cent South African lite ra ture papers. 

Secondly, I extracted ideas and categories from Furst E. 

1958 Constructing Evaluation Instruments ; Gronlund N. 

1968 Constructing Achievement Tes t s; Miller C. and 

Parlett M. 1974 Up to the mark; and Thyne J. 1974 

Pri nc ip les of Examining . 
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I wi 1 I deal with each category of question. def i ning it. 

giving exall'ples and discussing the values of the 

question types. The catego ries are arranged not in 

order of difficulty, but i n order of the l evel of 

cognitive ability required to answer the questions in a 

category. I wi I I try to show later that ma ny variables 

affec~ the level of difficulty of a question. To judge 

questions solely on the basis of catego r isat i on wou l d be 

wrong. have named the categories: 

2.3.1 rote recall 

2 . 3.2 comprehension 

2.3.3 assumptions and deductions 

2.3.4 creativity. 

2 . 3.1 Rote recall 

A rote re cal l quest ion requires little more than that 

the candidate remembers something and is able to commu-

nicate that information somehow. The information r e -

quired can usually be learnt so that a di I igent 

candidate will feel secure about the examinat i on. The 

questions encourage boring teaching (eg. "Sum up Act I 

for homework."). 

likely to occur. 

Li tt l e i nte l lectual deve l opme nt is 

This type of question is much used by 

second language examiners. The following questions are 

taken from the CEO Second Language (HG) literature 

paper, 1979. 
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" ( i ) I n a letter to his wife, Macbeth de-
scribed how he met the weird sisters. 
Relate the contents of the letter. 

( 6 marks) 
( i i ) Describe Lady Macbeth's reaction to 

t his letter and the news of Duncan's 
visit. 

( 1 0 ma r ks)" 

Both these questions ignore the "why II aspect . I t i s 

illogical to assume that jus t beca use a pup i I is a 

second language candidate he is unab le to think for him-

s elf . 

Until fairly recently the rote recall question was the 

hallmark of CED literature papers which is what Orkin 

(1982) attacks because it leads to the teaching of facts 

in the Gradgrind fashion. Even worse than the sho r t 

recall - type question is the long recall-type question . 

Fortunately, these are no longer used by CED examiners: 

"One has only to fl ip through the external 
Matric papers of the last seven or eight 
years to realise that the Setwork Question 
has undergone, is still undergoing, a 
transformation. Ei ght years ago there was 
of course no contextual question - the good 
old days! - but there were also no essay 
questions, in our sense of the word . Long 
questions there certainly were, but in a l l 
of these 60 to 70% of the marks were allo­
cated to sheer regurgitation of content. 
The balance usually went to a questio n 
requiring the skill and insight of a 
second-year university student . Questions 
of this nature were set also on poetry, 
without the 'convenience' of part or the 
whole of the text. Certainly one was jus­
tified, in those circumstances, t o ' drill' 
content and mass-produce critical responses . 

(Van der Mescht H. English Symposiums 1980 
p. 43). 
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Gardner put the "regurgitation of content" figure at 56% 

in 19 58. (Gardner W. 1958 p. 20). Van der Mescht is 

not quite correct in stating that there were no contex-

tual questions. There were contextual questions, but of 

a different type. The "contexts" were very often short 

passages and the questions required short answers. The 

following are a set of "contextual" questions from the 

1959 CED English First La nguage literature paper: 

"SHAKESP EARE : Hamlet 

1. The following ext racts are all famous 
sayings of Hamlet. With reference to 
each, state clearly and carefully -

(i) The particular occasio n in the play 
that ca l led forth the saying. (4) 

(ii) The significance of the words quoted, 
in so far as they affect Hamlet him­
self or tho se around him. (4) 

(a) How weary , stale, flat, and unprofit­
able 
Seem to me all the uses of the world. 
Fie on't l Ah fie! 'tis an unweeded 
garden . 
That grows to seed; thi ngs rank and 
gross in nature 
Possess it merely. 

(b) Thus conscience does make cowards of 
usa I I ; 
And thus the native hue of resolution 
Is sicklied o'er with the pale cast of 
thought, 
And enterprises of great pitch and 
moment 
With th is regard their current tu rn 
away , 
And l ose the name of action. 

(c) Rightly to be great 
Is not to stir without great argument, 
But greatly to fi nd quarrel in a straw 
When honour is at stake. How stand I 
then, 
That have a father ki II' d, a mother 
stain'd ... ? 



( d ) Our indiscretion sometimes serves us 
we I I 
When our deep plots do pall; and that 
should teach us 
Rough-hew them how we will." 
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The sole requirement of (i) would appear to be little 

else than regurgitation of memorised facts. It is 

interesting to note that (ii), which is a difficult 

question to answer, is given the same value in terms of 

marks as (i). 

The only real use of this type of question is when a 

cand idate IS required to put an extract i nto context, in 

much the same way as (i) requires him to do. This does 

~ean a retelling of the story, but at least it enables a 

pupil to see that an extract is part of a larger whole. 

This is partly what is called for by the CEO syl l abus, 

but it demands interpretation as well: " ... questioning 

should call for interpretation in relationship to 

the work as a whole." (CEO syllabus 1986 p. 5). The 

danger of this type of question is when it is used too 

often in a set of questions in an examination. 

2.3.2 Comprehension 

The second level of question is where a candidate is 

asked to find an answer which appears in a given text. 

Unless the pup il struggles with the vocabulary of the 

texts, these questions are usually straightforward. They 
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ere sim ilar to the rote recall question, except that no 

recall i s inv olved because the answers are available in 

a g iven passage . The danger is that an examiner may be 

tempted to ask questions requiring great detail in 

answers. Thi s detail is often largely irrelevant. 

Ex amp les of th is type of question are as follows. (The 

questions are of my own invention): 

From Act I Scene ii Othello 
Oth: Keep up your brIght swords, for the 

dew will rust 'em ; 
Good signior, you shall more command 
with years 
Than with your weapons. 

Bra: a thou foul thief, whe re has thou 
stow'd my daughter? 

Questions: 1. For what reason does Othello 
respect Brabantio according 
to the extract? 

2. What i s Brabantio's opinion 
of Othello? 

Both of thes e qu estions require shortish answers of ab out 

five to fifteen words. This type of quest i on or the rote 

recail-type i s often combined with the next type in a 

two part question. 

2.3.3 Assumptions and deductio ns 

The th ird level of question is where the pupil is asked 

to make assump t ions or to deduce an answer. In fact , he 

is at las t being asked to think for him se lf . The le ve l 

of difficulty at this level varies greatly and t he exam­

iner has to be careful to check on exactly what task he 
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is as~ing a candidate to perform. In genera l, the can -

dldate is being asked to complete a fairly difficult 

series of t asks. He must : 

( a ) read and understand a passage wh ic h, 
i f it is a Shakespearean extract, i s 
often complex. 

( b ) read between the lin e s of the text 
and make deductions from t his. 

( c ) justify his thoughts in writing. 

To do all this for two or three marks is asking a lot. 

These questions are common in lit erature papers as they 

are a keen test of a pupi I' s understa nding of the te xt 

and the pupil's ability to express himself clearly. 

What they do not test is the candidate's flair for 

creative thought or his enjoyment of the text. The fol-

lowing are examples of this type of quest i on. 

tract is from Hamlet: 

"Horatio: 
Hamlet: 

Why, what a King i s this! 
Does it not, think thee, 
me now upon -

stand 

He that hath killed my king and 
whored my mother; 
Popped in between the election 
and my i,opes, 
Thrown out his angle for my pro­
per life, 
And with such cozenage - is' t 
not perfect conscience 
To quit him with this arm? And 
is't not to be damn'd , 
To let this canker of our nature 
come 
In further evil? 

Horatio: It must be shortly known to him 
from England 
What is the issue of the 
business there. 

Hamlet: It will be short; the interim 
is mine, 
And a man's life no mo re than to 
say 'One'. 

The ex-



Questions: 

1. What emotion is exhibited by Horatio in 
his exclamation regarding the King in 
the opening line of the extract? Also 
explain the circumsta nces giving rise 
to this. (5[marks]) 

2. By referring to Hamlet's words above 
and to his subsequent action, show how 
he has changed since his encounter with 
Claudius suggested by the extract 
[2.1] above. (9[marks])" 

(OFS Senior Certificate Examination English 
Fir st Language (HG) First Paper 1981). 
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( These two questions are part of a set of seven totalling 

40 Marks). It is interesting to note that onto question 

1 is attached a rote recall question where the candidate 

has to put the extract into its broader cont ext. The 

second question shows overlapping of questio n types to 

some extent. The candidate has to deduce Ham let's 

character from what he says in the extract. Then he has 

to recall earlier and subsequent facts and then compare 

all of these. This is not an easy task, but also cert-

ainly not impossible. It is at this level of question 

that evidence of moral education, as required by the 

CED syllabus, can be tested. In the last four years in 

the CED senior ce rtifi cate examinat i on there has not 

been one question in a contextual set on Shakespeare 

that require s some moral stand by the pupil. It is an 

issue the examiner could possibly investigate. 

Questions that ca n explore this area are of the 

following type. The questions are devised by me: 



1. Was Hamlet justified in killing Polonius? 
2. Was Hamlet just ified in pretend i ng to be 

insane? 
3. Who was the more guilty - Macbe th or 

Lady Macbeth? 
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These questions require very clear and logical argument, 

and a final statement on t he moral issue of righ t and 

wrong. Perhaps teachers and examiners are expect ing too 

much of young peop le. That is a problem which need s 

furthe r investigation. 

This category of questions is often abused by aski ng fo r 

pupils to deduce matters of minor relevance: for 

instance, to deduce the meanings of single words. Marks 

should be awarded for showing logic, therefore pupils 

should be required to write down how they arr i ve at an 

answer. Expecti ng short answers in this category is 

educationally undesirable. 

2.3.4 Creativity 

Bloon devised a complex categor isation of tasks in his 

"Cognitive domain of the taxonomy." He devised six main 

categor ies: knowledge, comprehension, appl icatio n , 

analysis, synthesis and evaluation. (Bloom B. in Gron-

lund N. 1968 pp . 14 - 15). These al l fit into the f irst 

three categories devised. What i s left out is what 

Bloom calls the "Affective domain " which concerns itself 

with interests , fee li ngs and att i tudes. (Bloom B. 1956 
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in Gronlund N. 1968 p. 14). 

The last level falls within this "affective domain" . A 

candidate must extrapolate information or show creativity 

in thought. It is in these questions that cand i dates 

are often able to show off the ir f lair for intelligent 

thought and to entertain the examiner with an answer 

that is enjoyable to read: 

"1. How might a director attempt to convey 
Hamlet's state of mind in his move­
ments on stage from lines 8 to 20? 

(2[marks out of 30]) 
2. Say how you think Hamlet's flippa ncy 

[at Polonius' death] would affect 
audience reaction to hi m. 

(CEO Senior 
Language (HG) 

(4[marks out of 30])" 

Certificate English First 
Paper 1982) [adapted] 

(The passage supplied was made up of 
thirty line s from Hamlet's confrontatio n 
with his mother and his murder of Polo­
nius). 

To answer the above questions requires carefu l thought. 

The second one, especia lly , will test whether a candi­

date has really thought deep l y about the text as a 

script for acting. Perhaps the greatest advantage of 

this type of question is that it will really encourage 

the pupil to make a personal response, which is an 

important requirement of both the CEO and the GCSE 

syllabuses. Answers prepared beforehand will be of 

little use. Study guides and the teachers ' feelings are 

no longer of importance. The pupi l's own ability is 
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being tested. 

2.4 Summary 

Gronlund claims that in achievement testing only the 

cognitive domain need be considered. (Gronlund N. 1968 

p . 14). This is not strictly true of testing literature 

because pupils are expected to explain their attitudes, 

to exhibit some sort of moral stance and to show 

c reativity. It is precise ly this problem that at once 

makes the examining of literature so difficult and yet 

so exciting. The examiner can mo ve away from a rigid 

ma rking memorandum to a freer system. Candidates in an 

examination are able to take on some form of character. 

(Newbolt Report 1921 p. 300). The Bul lock Report puts 

it differe nt ly : "In a very real sense a pupil is him-

self being Judged each time he responds in class to a 

piece of literature, partic ularly a poem." (Bullock 

Report 1975 p. 131 para. 9.15). 

Four categories may well seem few to cover such a wide 

range of abilities t hat can be tested. It must be re­

membe red that these four categories are general catego­

ries, and each one contains elements of Bloom ' s taxonomy. 

To ha ve numerous highly specific categories could lead 

to fragmentary questioning. A question in literature 

can often draw on all four categories. 
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CHAPTER THREE 

AN ANALYSIS OF SETS OF QUESTIONS 

3.1 The data 

I requested the CED that I be allowed to use as a sample 

one hundred literature examination scripts written for 

the senior certificate examination. also requested 

that I be allowed access to the marking memorandum for 

that paper. I also asked permission to interview the 

present examiner and a past examiner. All three 

requests were denied on the grounds that to grant 

permission would be against departmental policy. 

The CED did, however, grant me permission to use another 

sample as described below. Unfortunately, this sample 

will never be as accurate for research purposes as 

genuine final examination scripts. One advantage of 

my new sample, however, was that I was given permission 

to interview the fifty-eight senior certificate candi­

dates at the school where I teach. 

In the Cape a literature examination contains groups of 

questions on each prescribed literary work, each group 

comprising three questions (one contextual set and two 

long essay questions which may comprise one or more 
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parts ) . Pupi Is choose one of three questions for each 

l iterary text. 

Because it was not possible to take a "s i mple ra ndom 

sam p le " I had to do the next best thing, by taki ng a 

"convenience sample". (Cohen L. and Manion L. 1980 

pp . 99-100). I had what Cohen and Manion (1980 p. 100) 

call a "captive audience" in that the first sample 

comprised the matriculation candidates at the g i rls' 

school where I teach. The data comes from the ans wers 

to an optional set of contextual questions on Hamlet 

written for the mid - year examinations. This set of 

questions was devised by a colleague who also drew up 

the memorandum. The entire set of papers was marked by 

me. The first problem was that only seventeen pupi l s 

elected to answer the set of questions on Hamlet. As 

seventeen is a very small sample I requested (and was 

granted) permission from the CEO to take a seco nd sample 

of senior certificate candidates of another schoo l in 

the same area (this time for boys only). Thi s was done 

and thirty-six sets of answers were obtai ned. The se 

pupils did not write under examination conditions. As 

the set of questions does not contain a l l the question 

categories I wish to discuss, I have taken the ans wer 

papers to another set of contextual quest i ons on Hamlet 

as a sample. This set was written as part of an exam­

ination. Twenty - s i x girls (from the group who wrote the 

previous examination) attempted the set of questions. 
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Nine of these had attempted the first set of questions. 

The data deri ved will be used mostly for comparative 

purposes and will be analysed in detail lat er . 

The resul t is a "cross - sectional study" which wi 11 

"produce a 'snapshot' of a population at a particular 

point in time. " (Cohen L. and Manion L. 1980 p. 70). 

On account of the limitations placed on the data the 

'snapshot' will not be as clear as I would l ike it to 

be, but it should still prove useful. 

"The single 'snapshot ' of the cross-
sectional study provides the researcher 
with data for either a retrospective or a 
prospective inquiry ." 

(Cohen L. and Manion L. 1980 p. 70). 

This study is "retrospect ive" in that it "focuses on 

individuals who have reached some defined end-point or 

state." (Cohen L. and Manion L. 1980 p. 68). The "end-

point" is the examination the candidates wrote . The in-

qu iry is about what happens to the ca ndidates at the 

"end - point" and why. 

3 .1.1 Analysis of the data from the first and second 

samp les 

The pupils whose answers fo r med the second sample had 

not been taught the informat i on requi red to answer ques­

tions 5, 6 and 7 and hence these quest i ons were excl uded 
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from the quantitative analysis that follows. Fre­

quency tables for the responses to questions 1.1, 1.2, 

1.3, 1.4, 1.5, 2, 3 and 4 were drawn up . To check 

whether this raw data for samples one and two could be 

added to form a single samp l e I applied the 't' test to 

check the significance of a difference between the means 

of two small uncorrellated samples. The null hypothesis 

was that there is no significant difference between the 

scores of the two schools as measured by this test. The 

value of twas 2,25 with 51 degrees of freedom. The 

value of p was less than 0,05. The null hypothesis 

was thus rejected; the conclusion being that there is 

a significant difference between the scores of the two 

schools. There are three main possible causes of the 

difference. These three are: 

(a) My assessment of the answers: 

To achieve fairness and consistency of marking in a 

subjective test of subjective skills is very diffi­

cult . However, as I was the only person marking, the 

inherent inconsistencies present when numerous 

teachers mark were avoided. To check my consistency 

and fairness, I had my colleague (who set the paper 

and drew up the memorandum) moderate my marking. 

Her marking and mine, in her opinion, were close 

enough to be considered similar. Our marking never 

differed by more than two marks out of thirty. This 
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met hod of achie ving co nsistency is the same as that 

used by the examiners of the senior certif i cate 

exa n ination. except on a much smaller scale. My 

assessment, then, is unlikely to have affected the 

scores to any significant deg ree. 

(b) The different schools: 

Both schools are the sole English medium government 

secondary schools in the area. Pupils at both 

schools represent a fair cross - section of the com­

munity. There is therefore littl e reason fo r soc io­

logical factors to have caused the d i fference in the 

scores . The fac t that one sample was all girls and 

the other all boys could make a difference but i s 

unlikely to do so. It would need a large samp le 

tested f rom participants in a co-educatio na l school 

to yield any significant findings on this point. 

One of the main probable causes is that different 

teachers at d i fferent schools will teach different­

ly. At the gir l s' school the English teaching staff 

hold meetings 

othe r things) 

once a week dur ing which (amongst 

approaches to teaching sections of 

work are discussed . Team teaching is a ls o used. 

Consequently, there is likely to be little diffe­

rence between teachers as all the pupils are taug ht 

by all the teachers. At the second school, however, 

the teachers as a group may have different emphases 
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In t heir teaching. The results of the 't' test 

would certainly indicate a strong possibility of 

t his. 

(c) Examination conditions versus non-examination 

conditions 

For sample one, the boys answered the set of ques-

tions as a class exercise. The girls answered the 

quest ions as part of an examination. The large num­

ber of boys not even attempting to answer certain 

quest ions suggests that they gave up more easily if 

they did not immediately know the answers. The 

girls, however, tended to give an answer even if it 

were a guess, as seen by the increase i n the number 

of answers scoring zero and decrease i n the number 

of answers not attempted. T his tendency i s even 

more marked i n the third set of data. In this 

examination, each of the twenty-six candidates 

attempted to answer every question in the set used 

for data analysis. It would appear that examina-

tions are a spur to ma ke pupils try their hardest. 

All this does not mean the statistics are valueless. On 

the contrary, they raise most disturbing questions, If 

there is such a difference in the small samples taken , 

what are the differences between the large number of 

schools whose pupils attempt the literature paper? How 
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can the examiner set a paper which will exclude these 

variables? The exam in er ought to answer these questions 

if he wishes to set a fair examination. Ordinary 

teachers, in their classrooms, should set examination 

papers that resemble the senior certif i cate papers. 

Again, this seems a tall order. Unless teachers are in 

constant co ntact with each other and the examiner it 

would be very difficult. 

3.1.2 How the quantitativ e data will be stated: 

On account of the differences in the samp les , it wi ll 

always be indicated if the figures stated are for the 

sample of girls or the samp l e of boys. Figures will be 

stated as percentages . Because the number of pupils in 

each sample differs, the total number the percentage 

represents will also be stated as follows: x % (N = y). 

The two samples will be identified simply as "the boys" 

and "the girls" rather than "sample one" and "sample 

two" or "school one" and "school two". 

3 . 1.3 The interviews: 

I "int erviewed" forty-two pupils I taught by asking them 

to state, in writing : 

(a) What they liked about the way I teach lit er ature. 

(b) What they disliked about th e way I t ea ch literature. 

(c) What they felt about studying a work by Sha kes pea re. 
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This was done as a routine classroom exercise I do to 

assess if I am teaching properly. Not all the informa­

tion gleaned is applicable, but where it is I have 

either quoted pupils or supplied a paraphrase. Where 

necessary pseudonyms have been used. Some pupils may 

well have tried to give answers that they thought I 

may want to hear, especially to the first two 

questions. I 

could answer 

believe most were probably honest. They 

anonymously. 

critical (but constructive) 

stated what they felt. 

As so many answers were 

I feel pupils generally 

Three girls were also interviewed separately, this time 

direc t ly about the examination. Again, I have quoted or 

paraphrased where relevant. The interviews were tape­

recorded . The girls interviewed represent a fair cross­

section of the ability-range. The names used are 

pseudo ny ms. The interviews are solely qualitative data 

but nonetheless important. They enabled me to measure 

attitudes, beliefs, preferences and knowledge, as well 

as being helpful in identifying variables and relation­

ships. (Cohen L. and Manion L. 1980 pp. 293-294). 

3.1.4 My attitude to the data 

The data clearly has weaknesses, but this is not to say 

do not believe it has some value. It is not claimed 
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th at the data will prove anything; it may well indicate 

something . Moreover , it goes against my basic philosophy 

of tea ching English to try to inject strict objectivity 

into an area that is so subjective. I will be looking 

for trends and making suggestions based on the data. 

3.1.5 How the set of questions will be analysed 

To print all the given extracts in the text would take 

up too much space therefore the full set of questions 

including the text is printed in Annexure One. The 

sec ond set of que s tions (and text) to illustrate other 

printed in Annexure Two. question categories is 

ever, the numbering of 

t hr oughout the appendi ce s . 

How -

the questions is 

This is to avoid 

questions by their numbers. 

co nsec utive 

confusing 

Each question will be assessed as a subsection. It was 

decided to keep to t he order in which the questions 

ap peared in t he set. It is not really feasible to 

arrange by categories as categories often overlap wit h­

in questions. Als o , the set of questio ns is being 

analysed as a whole, therefore it is better to take them 

in the order the examiner devised them. Instead of 

writing question numbers out they will be written as 

numerals. 
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3.2 Analysis of each quest ion 

A set pattern will be fol lowed for the analysis. I will: 

(a) state the question and how many marks i t is worth; 

(b) state what the expected response is according to 

the memorandum. 

(c) categorise the question and justify the ca t egorisa­

ti on; 

(d) supply a frequency table showing the pupils' scores 

for the question; 

(e) analyse the received responses; 

(f) suggest reasons for (d) and (e); 

(g) evaluate the worth of the question. 

3.3 Analysis of the first set of questions 

Question one is: "Give synonyms for:" afte r which five 

words from the passage are supplied. Each word is inde ­

pendent of the others. Each one will be dealt with 

separately, except that the evaluation of the worth of 

the question will be focused on the group of questions. 

Question 1.1 is: 

"[ Give synonyms for:] 

dispatched (1. 75)." (1 mark). 

The expected response is "killed" . 
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When ~oderating my marking the exam i ner herself realise d 

that "killed" was not the most appropriate answer and 

substituted "robbed/stripped" . This suggests that a 

good marking memora ndu m shou ld not be regarded as final. 

This means that a memorandum in literature should not be 

too didactic . The question i s essentially one of deduc-

tio n because the answer can be worked out from the con -

text of the wo rd. If even the examiner was unsure of 

the original answer six months later, then the ques tion 

i s prob ably very d iff i cuI t for the pupils. 

Table 1 

Frequency table of pupils' scores for question 1.1. 

Sample 

Girls (~n 

80 Y s ( ., ) 

No answer 

o 

3 

o 

88 

64 

Score 

1 2 

33 

N 

1 7 

36 

The table shows that this question was not well answered. 

A large number of candida tes did not realise that the 

quest ion implies that a one word answer is required. 

From the boys came: "life taken away", "to get rid of" 

(twice) ; from the girls came "was once the king" and 

"throned-alive". Except for this last incomprehensible 

answer, the others are approaching the correct answer. 
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These res ponses tell the marker that the candidates ha ve 

essentially understood the word "di spatc hed". Mary, who 

gave a four word answer, stated that she knew what was 

meant but simply could not think of one word for it. 

She was penalised, therefore, not for lack of compre­

hension, but for lack of vocab ulary . 

Question 1.2 i s : 

"[Give synonyms for :] 

aught (1. 86) . (1 mark). 

The expected response i s: "anything". 

Again this is essentially deduct i on as the mea ning of 

the word can be worke d out fr om the text, but the word 

is an archaism therefore a good general knowledge i s 

likely to be of help. Consequently I also see the ques­

t i on as partly rote recall. 

Table 2 

Frequency table of pupils ' scores for quest ion 1.2. 

Samp l e 

Girls (%) 

Boys ( :~ ) 

No answer 

12 

1 7 

o 

88 

72 

Score 

o 

1 1 

N 

17 

36 
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Candidates again produced answers of more than one word. 

These answers showed understandi ng but lack of vocabula-

ry. Common to both girls and boys was the answer "at 

all" which means the candidates are being pena li sed for 

lack of vocabulary and not lack of understa nding. One 

boy answered: "leave her alone". Again he has under-

stood but his language ability has failed him. Mary 

answered "should". I asked her how she arrived at such 

an answer. She said she "guessed by substitution". She 

simply exchanged words she knew for "a ught" until she 

found one which sounded correct . Guessing was apparent 

in many answers from boys such as "don't " , "dri ve", 

"will". One girl answered "should be", clearly thinking 

of the word "ought". One girl thought "aught" is syno-

nymous with "lust"! The increase in the number of both 

girls and boys not answering suggests that this question 

was too difficult. 

Question 1.3 is: 

"[Give synonyms for:] 

thorns (I. 87). (1 mark) ? 

The expected response is: "uncomfortable 
thoughts/conscience". 

Even the examiner struggled at first to find one suit-

able word. Later, while moderating my marking, the 

examiner added "prob lems" to the list. The quest ion is 

mainly one of deduction. The mean in g can be worked out 
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added 

from the surrounding words, but there is 

problem that the word "thorns" is being 
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the 

used 

metaphorically. To explain all that in one word is very 

difficult. 

Table 3 

Frequency table of pupi Is' scores for quest ion 1.3. 

Score 

Sample No answer o N 

Girls ( :; ) 

Boy s ( " ) 

o 

3 

88 

50 

1 2 

47 

1 7 

36 

Some pupils (both boys and girls) took the word "thorns" 

literally and answered: 

ly's" [s ic l. As wi th 

"pains", "needles" and "prick-

1 . 1 and 1.2 ma ny cand i dates 

from both samples gave answers of more than one word. A 

boy gave the longest: "happen ings of the past. (They 

prick like thorns when is thought about [sic] ." This 

answer is essentially correct, but earned no marks. 

Brenda answered 

stating in an 

IIpains". She justified her answer by 

interview that the thorns are "menta l 

pain". She said she was awai'e she had to give one word 

as an answer. By obey i ng the implications of the ques ­

tion she penalised herself because "pains" was marked 

wrong - as i t is without the explanation. 
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"[Give synonyms for:] 

matin." 

The expected response is "morn ing/dawn". 
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I would classify this question the same as 1.3 includ­

ing the classification of the word as an archaism. 

Table 4 

Frequency table of pupils' scores for question 1.4. 

Sample 

Girls ( ~. ) 

Boys ( ';) 

No answer 

o 

22 

Score 

o 

41 

38 

59 

40 

N 

17 

36 

Table four shows that pupils of both samples found th i s 

question the easiest of the five words in question 1. 

The reason for this is unc lear. Even when one boy gave 

the wrong answer ("evening") he nevertheless realised it 

was a time of day. Linda, when interviewed, said it 

was easy as the reference to the paling of the glowworm 

was simple to pick up. Brenda gave the answer "army". 

When I asked her how she reached such a strange answer 

she said that "matin sounds I ike a force" and he nce 

"army" was suitable. like Mary before her she used word 
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substitution 

the meaning 

context. 

based 011 sound. 

of "matin" could 

She could not see that 

be deduced from its 

~. 

Question 1.5 is : 

"[Give synonyms for: 1 

account (I. 78)." (1 mark) 

The expected response is "judgement ". 

Later the examiner added "destiny". She was inspired to 

do this as a re sult of an answer by a pupi l. This 

suggests another important attribute of a good exami ner: 

be open to the responses of pup il s. This question is 

much like 1.3 in terms of categorisat i on : comprehen ­

sion with metaphorical meaning . As with 1.3 and 1.4 

this led to pupils at t empt in g to give literal meanings. 

Table 5 

Frequency table of pupils' scores for question 1.5. 

Sample 

Girls (%) 

Boys (%) 

No answer 

o 
1 7 

Score 

o 

88 

69 

12 

14 

N 

17 

36 
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These res u lts resemble those of 1,1; 1,2 and 1,3 in 

~ h e h igh percentage of both samples who score zero, 

Many, as stated. gave literal answers. From the boys 

came: "report", "list", "memory" and "aquoligement" 

[ sic). Presumably he meant "acknowledgement". From the 

girls "report" came on l y once . The answer "death" was 

given by 47% (N = 17) of the girls. This answer is 

esse ntial ly wrong, but indirectly could be right. Ki ng 

Hamlet has died, that i s why he is called to account. 

The girls understood the basic meaning but were unab l e 

to pinpoint the precise meaning of the word. Consequent­

ly they were unable to supp ly a single synonym for it. 

Questio n has no real place in a literature examina­

tion. Firstly , it is a test of vocabulary and a test of 

a pup il 's reasoning ability in that he can work out the 

answers (partly, at any rate) from the text. It does 

not test the pupil's understanding of the play. This 

type of question is quite in place in a language examina-

tion . Secondly, the question seems to encourage guess-

ing. Thi rdly, the limitation of one mark per answer 

meant pupils either scored 0% or 100%. This problem was 

compounded by the fact that the question is ambiguous. 

Is one synonym per word required? It would have be en 

better had it been phrased: "Give one synonym for each 

of the following words in the context in which it 

appears." Even better, however, would have been to ask 

the pupils to explain the meanings of the words. This 
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would not then tend to penalise those who strugg led with 

a smaller vocabulary than the examiner. With this done, 

each question could have counted for more ma rks and 

encouraged a wider spread of marks. But overall , this 

type of question is out of place in a literature examina-

ti on. 

Finally, Brenda's forlorn comment on the question points 

out the futility a pupil can feel when confron te d by 

such a question: "It would be easy if I understood a ll 

the words." 

Question 2 is: 

"Identify the speaker in the first lines 
(lines 74 - 91) and place this extract in 
context by explaining briefly what has 
happened." 

(6 marks) 

The marker's memorandum reads as follows: 

"Speaker = Hamlet (the king's) ghost, 
killed by his brother Claudius who has 
since married his dead brother's wife, 
Gertrude, although it is l ess tha n two 
mo nths since King Hamlet died. Claudius 
poisoned hi m wh il e he slept. The ghost 
asks his son, Hamlet, to revenge his 
death." 

This question is rote reca l l. All the candidate ha s to 

do is tell part of the story of Hamlet to gain ma rks . 
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Table 6 

Fr equ ency table of pupils ' scores for question 2. 

Score 

Sample No answer 0 2 3 4 5 6 N 

Girls ('1, ) o 6 o 12 24 24 24 12 17 

Boys ( %) o 3 22 31 17 14 8 6 36 

The table shows that for both samples the scores were 

fairly well spread out from nought to six . Significant 

is t he fact that all the candidates at least attempted 

an answer. The responses indicate that there was little 

guessing. One boy seems to have not understood where 

the passage came from in the text. He answered: 

"It is Hamlet speaking. The play has just 
been set and played. Hamlet has his proof 
that Claudius killed his father. He is 
now doing a siloiet [s i c] telling the 
audience what he is going to tell his 
mother about what has been happening with­
out her even knowing." 

This answer scored zero. The following answer scored 

full marks. The vocabulary is simple - perhaps too 

simple. For instance he states that Hamlet is "sad", 

but the answer is clear and the sentences short. All 

t he re quired information is there in some form: 



"The Ghost of King Hamlet is the speaker. 
King Hamlet dies and Claudius (King Ham­
let ' s brother) becomes king after he has 
married King Hamlets [sic] wife. Hamlet 
is very sad about his fathers [si c] dea t h 
and does not like what his mother has done. 
The castle gaurds [sic] had noticed Kin g 
Hamlets [sic] ghost and told Horatio. Af­
ter Horat io saw the ghost and spoke to it. 
The ghost said he had been poisoned by 
Claudius and that his wife wa s having an 
affair with Claudius while he was still 
alive, and Hamlet must avenge his death ." 
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Despite the spelling and the punctuation errors and the 

flouting of the convention of us ing the h istoric pre-

sent. this is a fair answer. Compare it with the 

following extract from a girl's answer: 

" They tell him [Hamlet] and th e next 
night where they ' re on guard again Hamlet 
is with them and the ghost appears again 
and Hamlet speaks to it and he fi nds out 
that Claudius killed him and how he was 
killed." 

This stringing together of facts using "a nd" was fairly 

common in both samples. Clarity of exp ression appea rs 

to be a prob le m in responding to quest ions requiring 

longer answers. All the girls interviewed stated th at 

they liked th e question "because you could learn for 

it." Mary stated that she fel t safe answe ring such a 

question as long as she had been given lots of notes by 

the teacher I Even tho ug h she had not been given such 

notes she scored four out of six mar ks for thi s 

question. 
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Pos sibly the main objection to this question is that it 

is worth 20 ~ of the total marks for this set of ques -

tions and all i t is testing i s rate reca ll . If it we r e 

for four marks I could perhaps justify its inc l us i on . 

Question 3 is: 

"What does 'leave her to heaven', (I . 86) 

(2 marks). 

The expected response is: 

"Let God decide on her pun i shment." 

This question is difficult to classify. To a very 

limited extent a pupil can deduce the meani ng by con nect -

i ng t he sentence to "aught", but as shown very few pupi Is 

knew what "aught" meant. Because this is an important 

s peech. the teacher is likely to have dealt with it in 

some detail. The ghost's attitude to his wi dow is im -

portant . The pupils are likely to have noted t hi s an d 

could have l earnt it. Also words of the sentence are 

simple hence the pupils should be able to answer by re -

lying on their personal vocabulary. The question cate-

gory, then, i s esse ntially rate recall. 



Table 7 

Frequenc y table of pupils' scores for question 3. 

Sample 

Girls ( ~~ ) 

Boys ( '(j 

No answer 

o 

o 

o 

18 

31 

Score 

18 

1 7 

A girl gave a particularly good answer: 

2 

65 

53 

"It means that Hamlet must not judge and 
punish his mother for her sins but rather 
let heaven or God deal with her." 

N 

17 

36 
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The above pup il eventually scored an 'A' symb ol for 

English in the Cape Senior Certificate examination. A 

candidate who scored poorly in the Senior Certificate 

examination answered: 

"It means 
because 
She wi 11 

that Hamlet must leave her 
God will take care of her 
pay for her sins." 

alone 
sin s . 

Both answers are correct, but the first flows in well-

constructed prose. In this question the weaker candi-

dates and the strong candidates appear to be easily able 

to score the same. Yet the first response one should 

really score higher as it is a much c learer answer. The 

second candidate should not be penalised for her style, 
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but the other candidate should be rewarded for her good 

style. The way to be able to do this would be to 

increase the mark allocation to four. But the question 

IS not deserving of four marks. The question, while 

checking that pupils understand the mea nings of the 

words, tests very little. It is perhaps a useful ques-

tion to use orally In class to see if pupils are 

following the plot. 

Question 4 is: 

"The words 'di stracted globe' (1. 97) have 
two possible interpretations. Explain 
both." 

(4 marks). 

The expected response is: 

1. the world (one mark) being torn apart 
by war (one mark) . 

2. Hamlet's mind (one mark) upset (one 
mark) by.this news and his mother's 
remarriage." 

To answer this question pupils need knowledge of the 

action of the play and to know the two meanings of the 

word "globe" as "model of the world" and "round" as a 

head would be. 

rea 11 y needed. 

reca 11 category. 

No analysis, creativity or deduction is 

The question is essentially in the rate 



Table 8 

Frequency table of pupils' scores for question 4. 

Sample 

Girls ();) 

Boys ( ;~ ) 

No answer 

6 

3 

Score 

o 2 3 4 N 

12 0 29 6 47 17 

39 8 36 3 11 36 
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Brenda thought this quest ion and number 2 were the 

easiest. Certainly the idea of "globe" as the world 

seemed to have been spotted by most cand idates , probably 

as they meet or have met the word often in their school-

ing. Many of the candidates who scored two marks had 

only spotted this meaning. They either did not attempt 

to answer further or answered incorrectly thereafter. 

As with previous questions, the clarity of answers had 

an effect on the marks awarded. The following two an-

swers by girls are both correct. The first is stylisti-

cally clear and flowing even if the sentence is too 

long. 

"It cou ld mean the globe as in the earth 
which has been distracted by the disrup­
tion of the natural order or it could mean 
the g l obe as in Hamlet's own mind which is 
distracted and disturbed by what the Ghost 
has told him." 
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The sec0nd lacks planning. It cannot be awarded full 

r.ark3 beccuse . as it stands , it is not perfect, even 

though I knew what she was trying to say. She was awar -

ded three marks. 

"Distracted globe could mean that the memo­
ry that Hamlet has of his father is in his 
head filled with unimportant information. 
Or it could mean that the memory is st ill 
on the world that is distracted by other 
things ." 

Many of the boys had the same problems as wr i ter number 

two: 

and 

"The world being ful l of sin and evil, with 
no set cource [sicl." 

"The worl d being a globe has many distrac­
tions or the globe they are in (wor l d of 
their own) is distracted." 

and finally an answer that scored zero. This was unfor ­

tun a.t e, as the pup i Ice r t a i n I y had so m e ide a 0 f w hat was 

being asked at the beginning of h i s answer: 

"The one is that everything is 
up, while the next means that 
is on purposely [s ic] avoided 
Hamlet more to think about." 

muddeled [sic] 
the situation 

and it g iv es 

What showed fa i r l y clearly in the boys' answers was the 

influence of what their teachers had taught . Some 33% 

(N = 36) of the boys referred to the "chain of being " 

and the upsetting of "the spheres" in their answers. No t 

one g i rl did. Some of the boys seemed to see this ques-
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t ion as an opportunity to show what they had learnt. 

The following is a good example: 

"Distracted globe: could be the spheres of 
the Chain of Being. King Hamlet was 
god [ sic] ordained [sic] and was killed 
and Claudius became king. He was not 
ordained. The whole world is effected 
[sic]." 

The irony is that one of the boys' teachers was asked 

to answer the question paper. His answer was what the 

memorandum asked for: 

" the earth 
- overwrought mind" 

Such an answer is correct even i f a bit abrupt. The 

quest ion does not invite discussion. This is perhaps 

the question's main drawback. It does not extend the 

pupils' minds in any way. 

To answer questions 5, 6 and 7 needed information 

that was not taught to the sample of boys. Consequently, 

little reference will be made to their papers. The very 

high percentages of "no answer" for the boys on these 

three questions shows what happens when pupils are con-

fro nted by a problem of t his nature. 

Question 5 is: 

"Extract and explain any evidence given in 
this passage which shows that this play is 
typical of the Elizabethan tragedy genre" . 

(4 marks). 



The expected response was: 

" 1. There is a ghost - typical of the 
troubled world of Elizabe t han tragedy 
when the natural order of events is 
upset by a murder. 

2. People of high rank are involv ed. 
King Hamlet has been killed . His 
gho st wants revenge. 

3. The world is distracted and disturbed 
by the unnatural and untime l y death 
of the king." 

75 

The expected respon se makes the question seem easy, yet 

this is actually a difficult question. Unless the pupil 

knows the mi nutiae of the Elizabethan tragic genre i t 

will be very difficult for that pupil to find the evi-

dence . Also, the "evidence" is really thin, because the 

genre is usua ll y spoke n of in genera I terms. The ques -

tion, then. requires rote recall of i nformation. The 

pupil has to extract that evidence, therefore th e ques-

tion is also in the comp rehension category . 

Table 9 

Fre quency table of pupils' scores for question 5. 

Sa mple 

Girls ( %) 

Boys (%) 

No answer 

o 

33 

Score 

o 2 3 4 N 

47 6 12 24 12 17 

47 11 3 o 6 36 
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80 ~ of the boys scored no marks for this question as 

opposed to 47% of the girls, showing clearly the boys' 

lack of knowledge. Of the girls, those who knew some-

thing of the genre usually managed to score at least one 

mark . But some girls who knew something of the genre 

struggled to apply their knowledge to the extract . The 

follow i ng is a typical answer : 

" I t is typical of the Elizabethan tragedy 
in that the main character lives a tragic 
life and when he does any act ion , he does 
it incorrectly, ego 'And sha ll I couple 
hell? Hold, hold my heart.' It indicates 
the structure of the tragedy. It consists 
isolation [sic] - Hamlet was an isolated 
character. He was lonesome. He suffered 
irrevelation [sic] too." 

This answer is too general and very mudd led . The next 

answer was awarded four marks. It is so f u ll of 

punctuation, spelling and other errors I have avoided 

using "sic" but have copied it as it was written : 

"T he extracts: 'Ay, thou poor ghost, 
whiles memory holds a seat." This is 
talking about the ghost . All Eli zabethan 
tragedy's have something to do with 
ghosts, sonabulism etc. The extract : 
'I'll wipe away all trivial fond re cords . ' 
This is the beg inni ng of Ha mlet's 
downfall. He is go i ng to forget every-
thing, and only going to concentrate on 
revenge. Elizabethan tragedy's always 
have the hero (Hamlet) causing pity and 
fear. Here we pity him and fear him too 
because of his anger and sincereness." 

If I had been more co ns istent in my marking I would not 

have awarded this full marks because i t shows confusion 

in places and is stylistically poor. I t also contains 
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the incorrect statement that a facet of the 

genre is "sonabulism" . This is probably a confused 

reference to the" sonambu Ii sm" of Lady Macbeth. am 

unce rtain what prompted me to award four marks to this 

answer. pr obably was fooled by the references to the 

ghost , the he ro and the hero's downfall. I t is a sad 

fact that marki ng setwork i s a subjective exercise i n 

which mistakes can be made. An examiner must be aware 

of this and continually check to see that each 

candidate is receiving the same fair treatme nt. 

It is imp ortant that pup ils know something of the genre 

on which they are working. A question linked to the 

topic is relevant and justif ied. Th is part i cular ques-

tion is focused t oo close l y and consequently t he pupils 

struggled to cope . This question was a possible oppor-

tunity for the examiner to li nk the extract to the rest 

of the play . The question could have been on how the 

extract is part of t he tragedy in a certain way, for 

examp le the tragic hero. However, to inc l ude a question 

requir ing such specific know ledge in a pub li c examina-

tion would be unfair unless teachers were told in good 

time to cove r the topic. 

Questio n 6 is: 

"Identify the typ e of verse used in 
extract. Explain it and comment on 
effect i veness." 

this 
its 

(5 marks). 



The ex ~ ected response is: 

"Blank verse (one 
ie. Unrhymed iambic 
u-/u-/u- = 
pentameter (one 

ma rk ) 
pentameter 
iambic (one 
mark) 

(one mark) 
mark) 

It is effective because although it is 
poetry, it reads very smoothly, much like 
ordinary speech, and so it is not st il ted 
or awkward and can be continued without 
becoming boring . (one mark)." 
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This question is in much the same category as numbe r 5. 

The candidate has to apply knowledge (of metre) to the 

text and arrive at an answer. It co mbines rote recall 

with comprehension. 

Table 10 

Frequency table of pupils' scores for question 6. 

Sample 

Girls ( ';, ) 

Boys ( %) 

No answer 

6 

44 

Score 

o 2 3 4 5 N 

18 0 24 18 29 6 17 

39 14 0 3 0 0 36 

As with the previous question the differe nce cause d by 

what is taught is plain. 83% (N = 36) of the boys were 

awarded no marks. Only 24% (N = 17) of the girls scored 

no marks. Also a high percentage of boys did not even 

attempt to answer. The 14% (N = 36) of boys who scored 
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one ~ark usually did so because they knew what bl ank 

verse is. It would seem some general knowledge of verse 

helped them. Quite often the girls had some of the 

knowledge necessary, but applied it badly, often 

because their powers of expression failed them . The 

follo wing rather simplistic answer is an illustration 

of this : 

"Blank verse: there is no rhyme scheme. 
It is almost like prose . This creates the 
effect of natural speaking. Nothing is 
being said that is special. The blank 
verse creates a human, natura I ef fect." 

However, the above was awarded three mar ks as it contains 

three correct pOints. What appears to be guessing was 

fairly common. The following (awarded no ma rks) is an 

example of an "educated guess". 

sentence on a new line: 

"Free 
Some 
lin e 
not. 

[ sic] verse. 
sentences start in the 
whether the meaning is 

The pupil began each 

middle of a 
the same or 

Some se ntences stop on a line by itself 
and continue on the next line. 
At the beginning of each line there is a 
capital letter whether it be a new sentence 
or not. 
This gives a flowing effect and fast read­
ing. 
This is how people of that time spoke." 

This question is relevant and fair. Pup i ls should know 

something of the techniques of poetry. However, as with 

question 5, it would be unfair to spring it on examina-
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tion candidates unless their teachers know they must 

teach the information required to answer it. The ques -

tion requires specific knowledge that has to be taught. 

It cannot be expected of any pupil to understand metre 

without careful tuition by an expert. An objection to 

the memorandum is that most of the marks are awarded for 

technical knowledge and only one mark for appreciation. 

This would seem to be an imbalance. Perhaps three marks 

of the five should have been awarded for appreciation. 

Question 7 is a two part question : 

"Under what ci rcumstances woul d Shakespeare 
use : 

7.1 prose 
7.2 rhym ing coup l ets ? (4 marks)" 

The expected response is : 

"Prose -
(a) when ordinary people - ego gravedig -

gers are speaking. (o ne mark). 
(b) when Ophel ia is mad she speaks in 

prose. (one mark). 
Rhyming couplets: for very special occa­
sions. (one mark) . 
ego in a soliloquy or in a play within a 
play. (one mark)." 

The expected response is not comprehensive as it ex-

eludes the use of prose when a letter is read aloud and 

the use of rhym ing couplets to signal the c l ose of a 

scene. Thi s question falls into the rote recall c ate-

gory. Unless pupils have been taught this or learnt 

th is they have little hope of guessing correctly. 



Table 11 

Fre quency tab le of pupils' scores for question 7. 

Sample 

Girls ( %) 

Boys ( ~~ ) 

No answer 

o 

25 

Score 

o 2 

24 18 41 

50 17 6 

3 4 N 

18 0 17 

o 3 36 
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The question is unclear in that it does not say if it 

means "in general" or "with reference to Hamlet". The 

qu estion has little relation to the passage. Also it 

does not ask for examples which, the memorandum indi­

cates, is expected by the examiner. Most of the pupils, 

including those boys who scored marks, gave answers 

related to Shakespeare's works in general. A favourite 

answer to part two was: "At the end of a sonnet". I 

marked all such answers correct. The answer to "prose" 

revealed that quite a few girls did not really know what 

prose is: 

"If he was [sic] writing a poem." 

and 

"During a soliloquy." 

and 

"In short stories." 



Mary 

that 

tioned 
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stated that she confuses "prose" and "poetry" and 

she "didn't really know what prose is." 

all three girls on the problem of their 

I ques­

forget-

ting vital knowledge (such as the tragic genre and 

metre) needed for an examination . Linda and Mary said 

it was easily forgotten. Mary d i d not rea lise she would 

need it for the examination. She admitted she learnt 

about the tragic genre for the next examination as a 

result of her poor performance on this question. 

Question 7 has the same drawbacks as questions 5 and 

6 in that it requires specific knowledge that teachers 

need to be told may be examined. The questions are 

relevant, but hardly valuable as they test solely 

knowledge and not abili ty as well. 
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3.3.1 Commentary on the set of questions as a set . 

Table 12 

Summary of questions and categories . 

Question no . Category (sk i ll needed) Maximum marks 

1 . 1 Deduction 

1 .2 Deduction and rote recal l 

1 . 3 Deduction 

1 .4 Deduction 

1 .5 Deduction 

2. Rote recall 6 

3 . Rote recall 2 

4. Rote recall 4 

5 . Rote recall and comprehension 4 

6 . Rote recall and comprehensio n 5 

7 . Rote recal l 4 

The next table illustrates the total marks given to each 

category. Where categories overlap the marks have been 

equally divided between the categories. 
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Table 13 

Allocation of marks to categories. 

Categcry Marks allocated 

Rote recall 21 

Comprehension 4 1/2 

Assumptions and deductions 4 1/2 

Creativity 0 

TO TAL 30 

Per hap s the first question to ask of a set of questions 

is what it tests. This set tested main l y rote reca ll . 

Most of the marks for assumptions and deductio ns could 

on ly be gained on questions cou nting one mar k. In this 

way the set s hows a serious imbalance. The set of 

questions excludes all cr eativit y so the r e is also an 

imbalance of question types. Earli er in t h is thesis I 

st ated that two questions sho uld be asked of an examina­

tion: 

(a) What is being ex amined? 

(b) Do the questions re flect this? 

If th e answer to the first quest i on does not correspond 

with the educational goals or what a teacher has taught 

h is pupils, the examinati on is unfair. The set of que s­

tio ns analysed would seem to assume that it is important 
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that pupi I s memorise much of the play. Orkin, a lec-

turer a t a South African university, finds problems with 

his firs t year litera tu re students. It is interesting 

to note where he lays the blame: 

"Conditioned to providing a brief answer 
worth two to four marks, to a specific 
question, they are confounded . They do 
not know what 'answer ' to supply to such a 
qu estio n . And when they examine the text 
they rely on past patterns of be hav iour ... 
All this, and much more, is a result of 
the great stress we place, in our teaching 
of matriculation Shakespeare, upon know­
l edge of context and plo t ." 

(Orkin M. 1982 p. 28). 

However. it is i mportant that pupils do know the facts 

we I I . Knights writes of the i mp ortance of "know i ng 

about the masterpieces" as stated earl ier. The crux 

comes in what teache rs expect pupils to do wi th that 

knowledge. It should be used t o elic i t that "genuine 

response from a personal ce ntre " of which Kn i ghts 

writes. (Knights L. 1967 p. 5). 

What could have been done to i mprove this set of ques-

tions? The answer that seems most obvious is to include 

~ que stion categories and to level the number of marks 

awarded to each category. The next question is : What 

will be the effect of doing this? I tested this "ob-

vious" answer and asked the "next" question . The answer 

I received shows a strange and sad t rend . The answer is 

explored in detail later in th is chapter. 
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3.4 An analysis of another set of questions the 

third sample. 

The questions in the next set will not be examined in 

such detail as the first. The fu l l set of questions and 

accompanying passage appear in Annexure Two. I wi I I 

analyse in detail only those questions which in some 

way offer commentary on the first set of questions, or 

were not represented as a category. This second set 

will then be evaluated as a set of questions. The 

reader is reminded that the numbering is consecutive 

throughout so that the number of the first question of 

t he second se t is 8. 

Question 8.1 is: 

"What is Hamlet's state of mind preceding 
this extract? Why?" 

(4 marks). 

The expected response is: 

"Melancholy; upset (2 marks) 
He is in mourning for his dead father / he 
is perturbed at his mother's hasty re­
marriage to Claudius. (2 marks)." 

This question involves rote recall and deduction. The 

pupil has to recall facts from his reading of the entire 

text and then deduce something from those facts. 
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Table 14 

Frequency table of pupils' scores for question 8.1. 

Score 

Sample No answer o 2 3 4 N 

Girls (%) o 42 23 4 o 31 26 

As with the other ques tions requiring rote recall, there 

is a fair spread of marks. The problems of the pupils 

appear to be the same - mainly that of inability to ex-

press themselves clearly. The fact that the skill of 

de duction was required was criticised by one girl at her 

interview. She preferred rote recall questions to re-

quire no other skill than recall. She told me she felt 

she had scored far better in the second set of 

questions. The sad truth was she did rather badly 

scoring eight marks out of thirty where she scored 

eighteen out of thirty for the first set. She 

attributed this to the style of questions, including 

8.1. She felt they could not really "be learnt for". 

Question 8 . 4 is: 

"How might a director convey Hamlet's 
state of mind in his movements from 
l ines 1 - 267". 

(2 marks). 



The expected response is: 

"He cou l d freeze to one spot or any suitable 
answer. He is unlikely to move much so 
'runnIng' as an answer is not really 
acceptable". 

(Italics mi ne). 
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Th is question invites the pupil to be creative . How-

ever, to be creative, he must show understanding of the 

meaning of the text and deduce what wou l d be su i t able 

movements, and so create a unique answer . To be 

creative draws on all the other categories I dev i sed . 

It rea lly is a complex test of understanding. That i s 

why it is important to include this category in any set 

of ques tions. 

Table 15 

Fr eque ncy table of pupils' scores for question 8 . 4. 

Score 

Sample No answer o 2 N 

Girls (%) o 31 35 35 26 

Again there is a fair spread of the marks even though 

only two marks are available. This quest i on could be 

im prov ed by having it worth at least four marks so that 

an even wider spread would be possible. The creative 

category can also encourage strange answers whe n pupils 

confuse creativity with licence. 
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On e pupil. in her answer. showed a rather cavalier atti-

tude to the script by adding in her own bits of dialogue. 

Whi l e this is perhaps amusi ng to some people it is a 

cause for concern to teachers. Pupils have to learn 

what they may and may not do to a script. It is no good 

bei ng creative if that creativity impinges on that of 

the p la ywright. The following is th e answer: 

"Hamlet could walk around uncertainly and 
qu i etly repeat th e words "0 God!" and 
"Murder" [no full stop] He could look 
around cautiously to see if anyone is fol­
lowing him and has heard what the ghost 
said. He could stare in disbelief at the 
ghost, with his mouth open (aghast). He 
woul d listen very carefully to make sure 
he hea r d the correct th ing." 

One of the girls interviewed di s liked the question 

because there is no set answer. She stated she could 

not trust an examiner to be open-minded. It would be 

sad to exclude crea ti ve - type questio ns for this reason. 

Perhaps if the memorandums of senior certificate exami -

nations were no lon ger a closely guarded secret, 

teachers would be abl e to persuade pup ils to write down 

person al responses to questions. Pupils in cla ss often 

voice th is suspicion of the examin er. Pupils will 

continue to prefer papers they can answer by rote recall 

un til this "bogey-man" i mage of the examiner i s 

dispe lled. Only the education authorities can do this 

by being more open about all the facets of the 

examination. 



Question 11 is: 

"Consider the best methods of portraying 
t he ghost in a stage production to a late 
twentieth century audience. Give reasons 
for any statements you make." 

(4 marks). 

The expected response is: 

"Open. One [mark] for method. Three 
[marks] for reasons. Award full marks if 
candidate manages to convey the sense of 
evil or how tangible the ghost is to 
Hamlet." 
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Clearly this question invites creativity by the pupil. 

The fact that the pupil has to give reasons for any 

statement means that only a carefully considered answer 

will be acceptable. It is important to ensure that 

questions on creativity test the processes of creativi-

ty, not just the end product. 

Table 16 

Frequency table of pupils' scores for question 11. 

Score 

Sample No answer o 2 3 4 N 

Girls (%) o 15 50 35 o o 26 

It is strange that no one scored three or four marks. 

There appear to be two reasons . The first is that many 

candidates spoke generally of portraying a ghost. They 
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d id not pick up that they had to discuss in detai l how 

th ey woul d do so for a late twentieth century audience 

who would be unlikely to believe in ghosts. The second 

reason is that probably I marked too str i ct l y. (Compare 

this statement with my remarks on p. 76). The following 

two answers (both were awarded two marks) illustrate 

both of these reasons: 

and 

"The correct atmosphere is very important 
and this could be created by the use of 
eerie, suspense - filling music. Darkness 
and minimal lighting as well as smoke 
could be used to incorporate a feeling of 
fear in the viewer. All these mea ns would 
be used to cut on the audiences [s i c] emo­
tions. The ghost should seem to be i n the 
distance, for a viewing of the ghost would 
make him more real to the aud i ence. " 

" I would still use a person as the ghost, 
as it enables the 'emo tions' of the ghost 
to be portrayed, but in every apearance 
[sic] I would have a large amount of mist 
[sic] to add to the eeriness, dim lighting 
and the costume of the ghost would be 
build [sic ] up so that he would seem un­
natura I and superhuman." 

Common to earlier answers are punctuation errors, and 

the ignorance of the use of the apostrophe indicating 

possession. The second response also illustrates the 

common problem of the use of a long, rambling sentence. 

Correcting these faults should be a priority with 

teachers of all subjects, not just Eng li sh teachers. 

The errors are too common and too widespread to be 

excused by the pressure of the examinatio n . An occa -

sional slip is understandable, but the regular recu r -
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r ene e ~f serious punctuation, stylistic and gram mat ica l 

err ors in d i ca tes that pupi l s need to be trained in how 

to p lan and write answers . 

The poorer answers showed mudd le d thinking. Candidates 

did try to answer the question but f ailed because t he y 

did not answer the spec ifi c issues. The following 

answer is fa irly typical: 

" I f you had to portr ay a ghost to a late 
twentieth century au d ien ce you coul d 
pr obably have some form of smoke rising 
fr om a hidd en fire because those people 
believed in gho st [ sic] and t hat if you 
wher e [s ic) not forgiven before you died 
you [sic] soul went to chaos unti I it 
could be freed . So thes e people would 
have recognised the smoke as a form of 
ghost." 

The cand i date conf use s the Elizabethans and the contem-

po rary audience. Also, the notion of us ing a real fire 

in a contemporary theatre to make smoke su gge sts the 

pup il knows little of theat ri ca l devices. This is a 

pity as nearly all the pupils in this sample saw an open 

air product i on of Hamlet . The product i on (including the 

effects) was discus se d in detai l the ne xt day i n class. 

Indeed it was this production wh i ch insp ired quest ion 11 

becaus e I (and many of the pupils) found the portrayal 

of the ghost to be lacking in credibility. 

The saddest comment on question 11 came during Mary's 

interview. She said she would not mind th is type of 
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question as long as the teacher "gives us notes on it". 

To give notes would defeat the whole purpose of the 

question. To convince pupils of the importance of this 

type of question is difficult but important. Questions 

requiring creative answers should put a stop to the 

teaching of Shakespearean drama in the Gradgrind fashion. 

3.4.1 Summary of the second set of questions 

Table 17 

• 
Su mm ary of questions and categories: sa mple 3. 

Question no. Category (skill needed) Maximum marks 

8 . 1 Rote recall and deducti on 4 

8.2 Comprehension and deduction 4 

8.3 Comprehension and deducti on 4 

8 . 4 Creative 2 

9 . Rote Recall 6 

10 . Comprehension and deducti on 6 

1 1 . Creati ve 4 

TOTAL 30 

It is noticeable that in four of the seven questions 

there is overlapping of categories. As suggested 

earlier this is desirable in that it extends the pupils' 
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h . \ . + . a u 1 1 1 ~ 1 e s . It also usually means that the reasoning 

used to arrive at an answer mu st be shown. This tends 

to lead to a greater spread of marks per question. It 

must also be pOinted out that all but one question count 

four ma rks or mo re. A comparison of frequency tables 

one t o sixteen shows that this also tends to cause a 

mo re even spread of marks per question. 

The next table shows the allocation of marks per ques -

tion category. As with Table 13, where a question con-

tains two categories, the marks are divided equally be-

tween the two categories . 

Tab le 18 

All ocation of marks to categories: sample 3 . 

Category 

Rote reca l l 

Comprehension 

Assumption and deductions 

Creativity 

TOTAL 

Marks allocated 

8 

7 

9 

6 

30 

Table 18 suggests that this is a fair spread of marks. 

The set of questions tests a range of abilities. It 

covers a fair amount of what the CEO syllabus requires. 
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However . all of these virtues were called into quest i on 

by the results of the next step in the analysis of data. 

3.5 A comparison of the two sets of data 

Nine girls from sample one also answered the second set 

of questi ons. This provided an opportunity to see how 

the scores of the group compared. 

Table 19 

Comparative scores for the girls who answered both sets 

of questions. 

Score out of 30 marks 

Pup i I no. Set Set 2 

8 7 

2 18 7 

3 8 18 

4 1 1 7 

5 3 1 1 

6 19 22 

7 10 18 

8 14 1 9 

9 14 13 

Average 11 , 7 1 3 , 6 
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A 't' test for a small matched sample was applied to 

t est the nul I hypothesis that the mean of the differences 

in the test results was not significantly different from 

zero . The value of twas 0,89 with 8 degrees of 

freedom . The value of p was 0 . 4. Therefore the prob­

ability that differences between the results of the two 

tests could be attributed to chance was approximately 

20 %. The null hypothesis was thus accepted. As the 

sample is so small (nine pupils) these statistics are 

certainly not conclusive evidence for anything, but do 

raise so me interesting ideas. 

3.6 Summary 

I t would appear that the spread of categories and the 

spread of marks allocated to those categories have 

little effect on the marks of individual pupi l s . The 

statistics suggest that it does not really matter what 

is asked or how it is asked, the pupils will still 

tend to score the same. Th i s leads me to suggest 

that the composition of the examination should be 

based on the appropriateness of the questions. The 

appropriateness of the questions should be based on 

whether they test the aims of teaching l i terature. The 

teach ing is far more important than the examining. I 

would argue that the second set of questions is the more 

appropriate in measuring learning outcomes as desired by 
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the CEO. What is more, the aims of the CEO literature 

syllabus would appear to be reasonably sound, as has 

been stated . Earlier there was reference to the 

Newbolt Report which stated that English, as a subject, 

has to come to terms with examinations, but the subject 

should concern itself with the nature of the terms. 

(Newbolt Report 1921 p. 294). This is very true of 

examining literature today in South Africa. Each 

teacher should initially examine his teaching content 

and teaching style to see if these answer to the educa­

tional aims of teaching literature. If they do, only 

then should the teacher decide the nature of the terms 

with the examination . The CEO keeps everyth i ng to do 

with the examination a secret, except the question paper 

and the final marks. Consequently it is impossible 

for the teacher of a group of ma t r i culants to decide the 

nature of the terms. The examination is dictating the 

terms. 

The statistics suggest that the content of teaching and 

teaching style do not have any great effect on examina­

tion results. What cannot be measured, however, is the 

influence that the content of teaching and the teaching 

style has on the pupil. It is the teacher's task to see 

that what is taught will perhaps bring to the pupils 

some of the "sweetness and light" of which Arnold spoke. 
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3.7 Summary of Conclusions 

1. The examination appears to dictate wha t is taught 

and not vice versa. 

2 . If set proper ly , a set of contextual questions can 

test a range of abilities. This would suggest that 

there is no real reason to stop usi ng the 

contextual question for the pu rp oses of examining. 

The GCSE has retained context ual questions for the 

purposes of examining. 

3. The ind ividu al co ntextual question should prefer­

ably be of reasonable length and be allocated a 

mini mum of 15 % of the tota l marks allocated to a 

set. 

4. Questions should be based on the criterion of their 

appropriateness. Appropriateness should be deter-

mined by a s tudy of the syllabus. 

5. Pupils appear to make the same errors of spelling, 

punctuation and style repeatedly, irrespective of 

the type of question asked. 

6. Literary theory should be taught and examined. The 

technica l knowledge required for exam inations 
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should be specified by examiners. 

There 

the 

appear to be no valid reasons for 

study of Shakespeare's plays at the 

ten level. 
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stopping 

standard 

8. The re appears to be a communication gap between the 

examiner and teachers that hampers effective 

teaching. 

3.8 Recommendations 

The following recommendations seem pertinent: 

1. that further research should be conducted on the 

finding that differences in scores between the two 

schools studied are so great that the means are not 

comparable. 

2. that in-service training of teachers be conducted 

by the examiners. A precedent for this was set in 

1980 when the examiners of English First and 

Second Language conducted seminars at the various 

Teach ers' Centres. Al l the papers delivered were 

transcribed, bound and distributed to schools. 

Ideally such seminars should be held each year. 
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that an examination syllabus be drawn up. The aim 

is to try to prevent t he examinat i on from dictating 

the manner in which literature is taught. 

not a new idea. 

"The greatest problem In setting an 
English paper is to define what i s being 
examined. Some examining bodies publish 
no syllabus for the Eng l ish examination 
thereby avoiding this difficulty of 
describing wha t is being tested. But an 
examining syllabus is necessary to gIve 
ful l and clear gUIdance to teachers 
and examIners. WItho ut such gUIdance 
bo th teachers and examIners turn to past 
papers as a gUIde; the papers become 
stereotyped and coachIn g pays handsome 
dIvIdends." 

(Italics mine). 
(Examinations Bulletin No.1 1963 p. 34). 

This is 

The drawing up of such a document should be in-

vestigated by the CEO. A syllabus committee drew 

up the 1986 syllabus . The same group could be 

asked to devise an examinat i on sy ll abus. 

4. that a study be carried out on the appropriate ness 

of alternatives to the present system of examining. 

Two methods in particular are suggested: 

4.1 the "open book" examination 

4.2 t.he exam i nation solely by essay of a broad 

spectrum of literature. 
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5. that universities and colleges ensure that their 

training courses provide for training in the 

various techniques of examining English literature. 



Annexure One: 

Annexure Two: 

Annexure Three: 

Annexure Four: 

Annexure Five: 

Annexure Six: 
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ANNEXURE ONE 

SET OF CONTEXTUAL QUESTIONS AND MEMORANDUM 

USED TO OBTAIN SAM PLES ON E AND TWO 
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Read the passage from Hamlet then answer the questions 

which follow: 

ACT ONE, SCENE FIV E 

Thus was I, sleep i ng, by a brother ' s hand 
Of life, of crown, of queen, at once dispatched . 
Cut off even in the blossoms of my sin, 
Unhouseled, disappointed, unaneled, 
No reck'ni ng made, but sent to my account 
With all my imperfections on my head. 
o horrible, 0 horrible, most horrible. 80 
If thou hast nature in thee, bear it not, 
Let not the royal bed of Denmark be 
A couch for luxury and damned incest. 
But, howsomever thou pursuest this act, 
Taint not thy mind, nor let thy soul contrive 
Against thy mother aught. Leave her to heaven, 
And to those thorns that in her bosom lodge 
To prick and sting her, Fare thee well at 

onc e , 
The glowworm shows the matin to be near 
And 'gins to pale his uneffectual fire 90 
Adieu , adieu, adieu. Remember me. 

[Exit] 
HAMLET 0 all you host of heaven. 0 earth. What 

else-
And shall I couple hell ? 0, fie. Hold, hold, my 

heart 
And you, my sinews, grow not instant old, 
But bear me stiffly up. Remember thee? 
Ay, thou poor ghost, whiles memory holds a 

seat 
In this distracted globe . Remember thee , 
Yea, from the table of my memory 
I'll wipe away all trivial fond records, 
All saws of books, all forms, all pressures past, 100 
That youth and observation copied there, 
And thy commandment all alone shall live 
Within the book and volume of my brain, 
Unmixed with baser matter. Yes, by heaven! 
o most pernicious woman. 
o villian, vill i an, smiling, damned villian! 



My tables - meet it is I set it down 
That one may smi Ie, and smi Ie , and be a 

v i I I ian ; 
At least I am sure it may be so in Denmark. 
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So, uncle , there you are. Now, to my word: 110 
It is 'Adieu, adieu. Re member me ' . 
I ha ve sworn' t. 

1. Give synonyms for: 

1.1 dispatch ed (I. 75) 
1.2 aught (I. 86) 
1.3 thorns ( I. 87) 
1.4 matin ( I. 89) 
1.5 account (I. 78) ( 5 ) 

2 . Identify the speaker in the 
and place this extract in 
briefly what has happened. 

first lines (lines 74-91) 
context by explaining 

( 6 ) 

3. What does" leave her to heaven", (I. 86) mean? (2) 

4. The words "distracted globe" (I. 97) have two 
pos sible interpretations. Explain both. ( 4 ) 

5. Extract and explain any evidence given in this 
passage whi ch shows t hat this play is typ ic a l of the 
Eli zabethan tragedy genr e. (4) 

6. Identi fy the type of verse used i n this extract. 
Ex p lain it and comment on its effectiveness. (5) 

7. Under what ci r cumstance s would Shakespeare use: 

7.1 prose 
7.2 rhyming couplets? 

MA RKING MEMORANDUM 

1.1 k ille d (despatched) (1) 
1.2 anything (1) 
1.3 uncomforta ble thoughts / conscience (1) 
1.4 morning (1) 
1.5 judgement (1) 

( 30 ) 

( 2 ) 
( 2 ) 
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2. Speaker = Hamlet (the king's) ghost, (1) killed (1) 
bv his brother . ClaudIus who has since marrIed his 
dead brothers (1) wife, Gertrude. Although It IS 
less than 2 months (1) since King Hamlet died. 
ClaudIus pOIsoned h i m (1) while he slept. The 
ghost asks hIs son, Hamlet to revenge his death. (1) 

( 6 ) 

3. Let God decide on her punishment. ( 2 ) 

4. globe (1) the world - being torn (1) apart by 
war and unnatural happenings like ghosts . 

(2) Hamlet ' s (1) mind upset (1) this 
news and hIS mother's remarrIage. 

( 4 ) 

5. (1) There is a ghost (2) typical of the troubled 
world of ElIzabethan tragedy when the natural 
order of events is upset by a murder. 

(2) Peo ple of high rank (2) are involved. King 
Hamlet has been kille d. His ghost wants 
revenge . 

(3) The world is distracted and disturbed (2) 
by the unnatural and untImely death of the 
king. (4) 

6.1 Blank verse (1) 
Ie. unrhymed (1) iambic pentameter 
u'" / u'" / u '" (1) = iambic 
pentameter = 5 feet (1) 

It is effective because although it is poetry, it 
reads very smoothly, much like ordinary prose, and 
so it is not stilted or awkward and can be (1) 
continued without becoming boring. (5) 

6.2 Prose (1) when ordinary ( 1) people ego 
gravediggers are speaking 

(2) when Ophelia (1) is mad she speaks 
in prose . 

Rhy ming couplets: 
ego in a soliloquy 

for very special occasions 
(1) or in a play within a 

( 1 ) 
play. 

( 4 ) 

(30 ) 
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ANNEXURE TWO 

SET OF CONTEXTUAL QUESTIONS AND MEMORANDUM 

USED TO OBTA IN SAMPLE THREE 

HAMLET: 

GHOST : 
HAMLET: 
GHOST: 

HAML ET: 
GHOST : 

HAMLET: 
GHOST: 
HAMLET: 
GHOST: 

HAMLET: 
GHOST: 
HAMLET: 
GHOST: 

SCEN E 5, ACT 

HAMLET William Shakespeare 

Whither wilt thou lead me? Speak . I'll go no 
further. 
Mark me. 
I will. 
My hour is almost come, When I to sulph'rous 
and tormenting flames 
Must render up myself . 
Alas, poor ghost. 
Pity me not, but lend thy ser i ous hearing to 
what I shall unfold. 
Speak. r am bound to hear. 
So art thou to revenge, when thou shalt hear. 
What? 
r am thy father's sp irit, 
Doomed for a certain term to walk the night. 10 
And for the day co nfined to fast in fires, 
Till the foul crimes done in my days of nat ure 
Are burnt and purged away. But that r am 

forbid 
To tell the secrets of my prison house, 
r could a tale unfold whose li ghtest word 
Would harrow up thy soul, freeze thy young 

blood, 
Make thy two eyes, like stars, start from their 

spheres, 
Thy knotted and combined locks to part, 
And each particular hair to stand on end 
Like quills upon the fretful porpentine. 20 
But this eternal blazon must not be 
To ears of flesh and blood. List, list, 0, 

1 is t. 
If thou did'st ever thy dear father lo ve -
o God! 
Revenge his foul and most unnatural murder. 
Murder? 
Murder most foul - as in the best it is -
But this most foul, strange, and unnatural. 
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HAMLET: Haste me to know't, that I, with wings as swift 
As meditation or the thoughts of love, 30 
May sweep to my revenge. 

GHOST: I find thee apt; And duller should'st thou be 
than the fat weed 

That roots itself in ease on Lethe wharf, 
Woulds't thou not stir in this. Now, Hamlet, 

hear 
'Tis given out that, sleeping in my orchard, 
A serpent stung me; so the whole ear of 

Denmark 
Is by a forged process of my death rankly 

abused. 
But know, thou noble youth, 
The serpent that did sting thy father's life 
Now wears his crown . 40 

HAMLET: 0 my prophet soul - my uncle? 
GHOST: Ay, that incestuous, that adulterate beast, 

With witchcraft of his wits, with traitorous 
gifts 

(0 wicked wit, and gifts that have the power 
So to seduce) won to his shameful lust 
The will of my most seeming virtuous queen. 
a Hamlet, what a falling off was there, 
From me, whose love was of that dignity 
That it went hand in hand even with the vow 
I made to her in marriage; and to decline 50 
Upon a wretch whose natural gifts were poor 
To those of mine. 

8.1 What was Hamlet's state of mind preceding this 
extract? Why? (4) 

8.2 What is Hamlet's state of min d in lines 1 - 26 of 
the extract? Why? (4) 

8.3 How is his frame of min d conveyed by the dialogue 
in lines 1 - 26? (4) 

8.4 How might a director convey Hamlet's state of mind 

9 . 

in his movements from lines 1 - 26? (2) 

'Revenge his foul and most unnatural murder.' 
is this line crucial in the plot of Hamlet? 

How 
( 6 ) 

10. From lines 42 onwards, show how Shakespeare manages 
to convey to the audience how evil Claudius is. (6) 

11. Consider the best methods of portraying the ghost 
in a stage production to a late twentieth century 
audience. Give reasons for any statements you make. 

( 4 ) 

( 30) 
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MARKING MEMORANDUM 

All answers open to slight variations. 

8. 1 

8 .2 

Upset, melancholy 
father. (2) 

( 2 ) in mourning for dead 
( 4 ) 

Fear (2) to an El izabethan a 
fearsome thing / He is discovering 
his father's death . (2) 

Ghost is 
the truth 

a 
of 

( 4 ) 

8.3 He speaks monosyllabically (1) (except for one 

8.4 

word). He speaks not in sentences, (1) but 
rather in exclamations of pity, (1) horror , 
anticipation. (4) 

He could freeze to one spot on any 
answer. He is unlikely to move much so 
as answer is not really acceptable . 

su i tab l e 
'running ' 

( 2 ) 

9. The plot (1) of Hamlet is based on the crude need 
for revenge (1) to free a ghost from torment. The 
fact that a king has been murdered ( 1) introduced 
the theme of unnaturalness. The audience is given 
the prime reason for the murders to come (1) and 
any other suitable points. Mark on a global basis 
rather than on facts. (6) 

10. He has the ghost refer to great taboos - incest and 
adultery, both Biblical offences. He also hints at 
his evil by comparing his wits to witchcraft and 
refers to him as a traitor, a particularly shameful 
state. It is also implied that it is his fault the 
quee n has become wicked. (Again mark globally.) 
Should ha ve at least 4 good points. (6) 

1 1 . Open. 1 
3 

Award full 
sense of 
Haml et. 

for method 
for reasons 
marks if candidate manages 
evil or how tangible the 

to convey the 
ghost is to 

( 4 ) 

(30 ) 
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1. Aims 

1 The subject English is to be regarded as 
a sl:1g1e unified course leading to an 
assessment in English. It may also lead to 
a separate assessment In English 
Literature . 

The course should seek to develop the 
ability of students to: 

1.1 .1 communicate accurately, 
appropriately and effectively in 
speech and ·Nritll1g; 

1.1 .2 understand and respond 
Imaginatively to what they hear, 
read and experience in a variety 
of media; 

1.1 .3 enJoy and appreciate the reading 
of literature; 

1.1 .4 understand themselves and 
others. 

1.2 For assessment purposes, two titles will 
be used - English and English Literature 
- and these are treated as separate 
examinatIOn subjects In Sections A and B 
below 

1.3 The implications of English in a multi­
cultural society nre consldered in what 
follows in this document and in the 
General Criteria. 

Section A: English 

2. Assessment Objectives 

2.1 The Assessment Objectives in a syllabus 
with the title English must provide 
opportunities for candidates to 
demonstrate their ability to: 

109 

General Certificate of 
Secondary Education 

The National Criteria 

English 

2.1.1 understand and convey 
information; 

2.1.2 understand, order and present 
facts , ideas and opinions; 

2.1.3 evaluate information in reading 
material and in other media, and 
select what is relevant to specific 
purposes; 

2.1.4 articulate experience and 
express what is felt and what is 
Imagined; 

2.1 .5 recognise implicit meaning and 
attitudes; 

2.1 .6 show a sense of audience and an 
awareness of style in both formal 
and informal si tuations; 

2.1.7 exercise control of appropriate 
grammatical structures, 
conventions of paragraphing, 
sentence structure, punctuation 
and spelling in their writing; 

2.1.8 communicate effectively and 
appropriately in spoken English. 

2.2 The skills listed above are clearly 
interrelated and interdependent and, 
whilst all must be assessed, it is not 
enV isaged that each skill need be 
separately tested. These language skills 
must be tested with reference to both 
literary and non-literary material, and all 
except 2.1.7 and 2.1.8 are capable of 
being tested in both speech and writ ing. 

3. Content 

The content of the examination syllabuses in 
English must provide for a range of 
experiences of (a) oral communication, (b) 
reading and (c) writing, designed to develop 
the skills stated in 2.1 above. This must 
involve sustained writing and sustained 
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.;e:td l~ ( l e i ·:d: iC;.lS ~: i nd$ . !;1-::udl :1 ;J ::10 
rei1d lng of ':;"hore ·f.l ork~ of literature rather 
!hall extract s o!11V . Examin ing Groups should 
<:""e g:lldance about recommended reading, 
but ~~ Y; l i1 ouses must not re-quire the study of 
;::-rescr:bed texts . 

3.1 Oral Communication 

O pportumt!es mllst be provided for 
puplis to develop the sklils of oral 
communication In siluations where 
Individuals are both listeners and 
speakers as, for example, in Interviews of 
various kinds or in group dIscussion. 
Emphasis should be placed on the 
interrelatedness of listening and 
speaking. 

3.2 Reading 

Opportunities must be provided for 
pupils to read for various purposes both 
literary texts (eg short stories, novels, 
autobiographies, poetry , plays)and non­
literary material (eg newspaper articles, 
advert isements) :md to respond in a 
variety of ways to what IS read . 

3,3 Writing 

Opportumties must be provided to 
d evelop a variety of sty les of writing In 
what may be termed 'closed' situations 
(eg the wnting of letters, reports and 
Instructions) where the subject matter , 
form, audience and purpose are largely 
'given ' and in what may be termed 'open' 
sauations (eg narrative writing and 
imaginative/personal response to a 
range of stimuli and experience) where 
such [actors are largely determined by 
the writer. Response to reading may 
mclude the opportunity to write factually 
or imaginatively in developing and 
exploring themes and ideas arising from 
what is read. 

4. Relationship between Assessment 
Objectives and Content 

4.1 The Assessment Objectives (see 
2.1.1 -2.1.8 above) set out in general terms 
the skills which are to be assessed in 
English. The Content (see 3 above) 
covers four modes of language: listening; 
speaking; reading and writing. The use of 
language represents a vanety of 
combinations of linguistic skills and 
modes oflanguage. It is not intended that 
the objectives should be assessed in 
Isolation, nor that anyone should eiJher 
dominate or play an insignificant part in 
the assessment. No specific weightlngs 
for individual objectives are therefore 
recommended , but Examining Groups 
must ensure that there is a balance in the 
assessment of the objectives across the 
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" :hole scheme of assessment. Continuous 
·.'!Tlling must account for at least 50~o of 
the whole scheme of assessment. 

4.2 The assessment of Oral Communication 
' .... ill be compulsory for all candidates in 
English, but will be separately assessed 
and will appear as an endorsement on 
the certificate , using a different, shorter 
grade scale. This will be a five-point 
numbered scale, with Grade I indicating 
the highest level of attainment and Grade 
5 the lowest level of attainment worthy of 
recognition and an 'Ungraded' category. 

In order to have a grade in English 
recorded on the certificate a candidate 
must also achieve at least Grade 5 in Oral 
Communication and in order to have a 
grade in Oral Communication recorded a 
candidate must also achieve at least 
Grade G in English. 

The grades will be shown on the 
certificate by a letter and a number 
(eg C 3) together with a symbol drawing 
attention to the back of the certificate 
where there will be a description of the 
grading system. 

5. Techniques of Assessment 

5.1 The techniques of assessment selected 
must require the candidates to perform a 
variety of tasks in a range of contexts in 
which the skills and modes of language, 
combined in various ways, can be 
adequately sampled and tested. 

5.2 Oral Communication 

The interactive nature of listening and 
speaking cannot be demonstrated solely 
by reading aloud or delivering a talk. 
Reading aloud can be an appropriate 
way of demonstrating some aspects of 
reading comprehension and the 
preparation of a talk can involve valuable 
reading and writing skills. They have, 
therefore, a useful role to play in the 
assessment of the spoken language by 
providing useful contexts for the 
interview and/or discussion in which 
both listening and speaking are to be 
assessed. 

Conversation and discussion have 
vary ing degrees of formality from chat to 
interview and debate, but for assessment 
purposes there must be some aim or 
goal, not simply a random exchange of 
views. There can be problems in group 
discussion of assessing the individual 
performance and response; an individual 
conversation can help to verify the 
assessments. 



5.3 Reading 

'.?11;;0 cu :':C tdak~ S L!n '::er!..;tJlldlng of zmd 
:- C~'!;OI~~e :0 <::'.hCl( :rIe l have read Clii be 
1:3ses3cc! orLl:1 Y, tne usressment of 
re,;:l!Il<;j s1<:111s must Involve the use of a 
':,:n:ely of bnds 0: \vnttcn res~onse, from 
the dosely structured to the open-ended 
Tr::s °l;ntten response must not be 
c:o;-.fmed to multIple cholCe tc..;ts, smgle­
';', ord or single-sentence a!1swers, but 
shculd extend , v;hcre appropriate, to 
t11 Jre than a paragraph 

The reading material used ltl the scheme 
of 3ssessment must Include both llterary 
and non-llterary texts . 

Such objective techniques as structured 
quest>ons and multiple choice items are 
3pprOprlate for asseSSing the candIdates' 
understanding of passages set. 
Structured sets of short-answer questions 
WhiCh foliow the sequentIal patterns of 
the texts are useful techniques provided 
that care IS taken to ensure that success 
m answermg later quest>ons IS not 
dependent on havino answered earlier 
questions correctly. 

MultIple choIce tests can also make a 
distinctive contributIon alongSIde other 
techniques to the assessment of reading 
skliis . Howeve r , conSIderable expertIse 
and extenSIve pre -testmg are reqUired to 
make them valld and reliable and they 
cannot be recommended for indIvIdual 
school-based a3sessment. They must not 
account for more than 20 per cent of the 
whole scheme of assessment. 

5.4 Writing 

A '/ariety oi tasks must be set to provide 
opportuni tIes for candIdates to 
demonstrate the attamment of the full 
rar.ge of the Assessment ObjectIves . 

'Closed' ';; rlting tasks. as broadly 
dIstinguished in 3.3 above, may be based 
on :extual material to assess 
understanding and response as well as 
WIlting abIlities. Common tasks with 
speCIfied const raints can faCIlItate 
comparisons among large numbers of 
cand idates and. since they may 
realIstIcally include constraints of tIme . 
are SUItable for timed examina tion 
papers. 

'Open' kmds of writmg are necessarily 
more dIverse in the opportunities offe red 
to candidates and the approaches 
adopted . ThiS diverSIty of circumstances 
and outcomes may create difficultIes in 
comparing candidates' performance. 
whether the work is produced under 
exammatlon condItIons or during the 
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course of study . Course work. however. 
offers more reallst ic condItIons for 
drafting and re-draftmg WIth access to 
resource material and it allows for the 
samplmg of a greater variety of writing . 

5.5 Centre-based and Board-based 
Assessment 

5.5.1 Examll1ation by the assessment of 
course work is partIcularly 
appropriate to English . 
Compared WIth a formal 
examination paper It prOVides 
wider evidence of candIdates' 
ach ievement demonstrated on 
different occasIons m samples of 
work covering the range of skills 
to be assessed . Course work also 
provides the Oexibility needed to 
assess the WIde range of ability in 
this subject and in view of the 
large numbers of candidates 
involved. it must inevitably be 
mternallyassessed. 

5.5.2 It is recommended that a 
combination of assessment by 
course work and by final 
examination should be used. In all 
syllabuses such course work must 
account for at least 20% of the 
total marks. It is recogn ised that 
some Examining Groups will wish 
10 offer syllabuses whIch WIll be 
assessed by course work only. 
Where thIS is the case some of the 
work to be assessed must be 
done under controlled conditions. 

5.6 Differentiated Assessment 

5.6.1 The subject matter of the 
examination in Engltsh must 
consist of material that prOVIdes 
opportunities for candidates to 
demonstrate fully the language 
skills and abilities outlined in the 
Assessment Objectives and 
Content in 2 and 3 above. The 
techniques of assessment 
reviewed in 5 above provide 
opportunities for all candidates to 
demonstrate the full range of 
these skills and abilities at a level 
of performance determined 
either by the nature' of the tasks 
themselves or by the competence 
of the candidates or both. For 
example, a stimulus for writing, 
such as a personal experience, a 
picture or an argument, can lead 
to appropriaie writing at all levels 
of ability in the subject; more 
structured tasks can allow for a 
variety of response and 
approach . 3 
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;.; ,-:. 2 [:': ~1 m r : :: ; ,r;.: C ! C'.lp:: m ust, 
t~ e re io re, offer sc~e :";1eS of 
"1 ssessmer.t vdl!ch allo'.': nil 
candid ates opportunities to 
·demons! rn te ru!! y their abilities l;'l 
E:lglish . 

Dlfferential!on betvleen 
cand idclles will be ach ieved by 
the use of differentiated papers; 
d i fferentiated tasks within 
papers; or a non-differentiated 
component combmed with a 
differentiated component and by 
the use of differentiated tasks 
within course work. 

6, Grade Descriptions 

G. I Grade descriptions are provided to give 
a general indication of the standards of 
achievement likely to have been shown 
by cand idates awarded particular 
grades. The grade awarded will depend 
In practice upon the extent to which the 
candidate has met the assessment 
obJectives over-all and it might conceal 
weakness In one aspect of the 
examination which is balanced by above 
average performance in some other . In 
addition to those for Grade C and Grade 
F, Grade Descriptions ha,'e been 
included for Grade 4 and Grade 2 in Oral 
Communication . 

6.2 In assessments in GCSE English 
candidates will show different levels of 
ability over the diverse range of skills 
examined v;hich have to be related to 
some notion of overall linguistic 
capability . This means that there must be 
a considerable degree of compensation 
between performances on d ifferent 
aspects of the subJect for the award of a 
smgle grade in a public examination. 

6.3 The following Grade Descriptions apply 
to the assessment of performance in the 
written language . 

Grade F 

The candidate can be expected to have 
demonstrated competence in: 

6.3. 1 understanding and conveying 
information at a straightforward 
level; 

6.3.2 understanding basic facts , ideas 
and opinions and presenting them 
with a degree of coherence; 

6.3.3 selecting material and 
commenting upon It at a literal 
level; 

6.3.4 describing expenence in 
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concrete te !"ms and expressmg 
mtell ig lbly what IS relt and what IS 
imagined ; 

6.3.5 recognising clear mea:lings and 
explicit attitudes; 

6.3.6 showing awareness that language 
is used in different ways in 
different circumstances; 

6.3.7 sho,'/ing sufficient control of the 
written language to communicate 
effectively despite some 
weakness in spelling, punctuation 
and the construction of complex 
sentences, 

6.4 Grade C 

The candidate can be expected to have 
demonstrated competence in: 

6.4 .1 understanding and conveying 
information both at a 
straightforward and at a more 
complex level ; 

6.4.2 understanding facts, ideas and 
opinion, and ordering and 
presenting them with a degree of 
clarity and accuracy; 

6.4.3 evaluating material and selecting 
what is relevant for specific 
purposes; 

6.4.4 describing and reflect ing upon 
experience and expressing 
effectively what is felt and what is 
imagined; 

6.4.5 recognising the more obvious 
implicit meanings and attitudes; 

6.4.6 showing a sense of audience and 
an awareness of uses of language 
appropriate in d ifferent situations; 

6.4.7 writing in paragraphs, using 
sentences of varied kinds and 
exercising care over punctuation 
and spell ing. 

6.5 The following grade descriptions apply 
to the assessment of performance in Oral 
Communication. 

Grade 4 

The candidate can be expected to have 
demonstrated competence in: 

6.5.1 understanding and conveying 
straightforward information; 

6.5.2 presenting facts, ideas and 
opinions in an orderly sequence; 



S ~. 3 s,..: .cctl:l-J and commentli1g or. 
spoken ':'ind ':.:fl llen matenal ':.' llh 
sorne 5e:'15 -; of relevance; 

(;.:-1 , ' 1 ~: e .'3 .:nb l :19 e:·: perl ence m 5:mple 
:erms and expressing intelligibly 
·~·.' ;:J.t 1S felt and \vhat IS 1 .1agined; 

6.:1 .5 recognIsmg statements of opimon 
Lind attitude; 

6.:3 .6 usmg som'2 VilrlLition In speech 
sty le according to situation and 
audience; 

6.5. 7 *speaking audtbly and 
intelligibly with some sense of 
appropriate tone, intonatlon and 
pace. 

6,6 Grade 2 

The candidate can be expected to have 
demonstrated competence in: 

6.6.1 und erstanding and conveying 
both straightforward and more 
comp lex informatIOn; 

Section B: English Literature 
1. Assessment Objectives 

1.1 The assessment objectives In a syllabus 
with the title English Literature must 
provide opportunities for pupils to 
demonstrate, both In the detailed study of 
~ome literary texts and In wider read ing, 
their abili ty to : 

1. ;. 1 acquire first-hand knowledge of 
the content of literary texts; 

1 .. 2 understand literary texts , in ways 
·.vhich may range from a grasp of 
their surface meaning to a deeper 
awareness of their themes and 
att itudes; 

I. ,.3 recognise and appreciate ways in 
which writers use language; 

i.;.4 recognise and appreciate other 
ways in which writers achieve 
their effects (eg structure, 
characterisation); 

1. i. 5 communicate a sensitive and 
in formed personal response to 
what is read. 

1.2 The skills liste:! above are clearly 
Interrelated and IIlterdependent and 
while all must be assessed, it IS not 
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6.6.2 ordering and presenting facts 

Ideas and opmions with a degree 
of clarity and accuracy; 

6.6.3 evaluating spoken and written 
material and highlighting what is 
relevant for specific purposes; 

6.6.4 describing and reflecting upon 
experience and expressing 
effectively what is felt and what is 
imagined; 

6.6.5 recognising statements of opinion 
and attitude and discerning 
underlying assumptions and 
points of view; 

6.6.6 showing sensitivity in using a 
range of speech styles 
appropriate to situation and 
audience; 

6.6.7 *speaking clearly and coherently 
with appropriate tone, intonation 
and pace. 

*assessment objective 2, 1.B 

enVisaged that each skill need be tested 
in isolation. 

2. Content 

2.1 The content of the examination syllabus III 
English Literature must consist of the 
detailed study of individual texts as well 
as wider reading in all of the three main 
literary genres of prose , POetry and 
drama. Examining Groups may extend 
the scope of what is traditionally 
regarded as the canon of English 
Literature in recognition that awareness 
of the richness of cultural diversity is one 
of the rewards of the study of literature. 
The majority of the works must be literary 
texts originally written in English which 
may. for example, include American and 
Commonwealth writing, but works in 
translation may also be included. 

2.2 The works for detailed study need not be 
prescribed in a set texts syllabus of a 
traditional kind . For example, a wide 
personal choice may be offered in 
recommended reading of authors, 
themes, periods or genres. Works for 
wider reading may be suggested 
similarly. Examining Groups will need to 
ensure that the works for detailed study 
are of sufficient substance and quality to 
merit serious consideration and that they 
are selected from at least two literary 
genres. 5 
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3. Relationship between Assessment 
Objectives and Content 

The Assessme:lt ObJ€-2tl'; eS (~ee j .1. i to 
i 1 S _:c,Y'e) set O~l! !r! genf:f C1! ~er~s !he 
i.1b !:lrles ' .... ·nlch ~re tQ be assessed In Eng:l~h 
Literature. The Content (sec 2.1 ar:d 2.2) 
above is expressed In terms of detaIled 
stud Y I cover ing at lea~t t',va literary ge:1res as 
'Nell as wider reading In all three. All the 
stated objectives can be assessed in both 
areas. Since response to lite rature combines 
sk ills which are not always readily 
separated, no specIfic weightlngs for these 
objectives are recommended , but at least 
60% and not more than 75~, of the total marks 
In English Literature must be allocated to the 
assessment of detailed study of individual 
texts . 

4. Techniques of Assessment 

4.1 Extended writing (ie more than a single 
paragraph) is valuab le in English 
Literature in allowing candidates to 
articulate and develop their response to 
literary material and must therefore be 
included. While this technique may allow 
cand idates to demonstrate their ability 
across the whole range of Assessment 
Object ives. other techn iques such as 
structured sets of short -answer questions 
may also be employed to assess 
particular aspects of understanding or 
apprecIation . Continuous w riting must 
account for at least 50· '_ of the whole 
scheme of assessment. 

4.2 The Assessment Objectives wtll be 
tested by reference to material stud ied 
during the course ; they should normally 
also be tested by unprepared material 
not prevIously set for study. Unprepared 
material can provide the candidates wIth 
opportunities to apply appropriate ski lls 
In a more spontaneous manner than 
reliance upon learned responses. It will 
be particularly important. however, to 
select material that will suit the range of 
ability to be examined . 

4.3 In assessing first-hand knowledge of texts 
studied during the course. undue 
emphasis should not be placed on mere 
recall. Access to texts is readily available 
in the assessment of course work and can 
also be permitted in the examination­
room through the provision of lengthy 
extracts or complete plain texts. 

4.4 Centre-based and Board-based 
A ssessment 

4.4.1 Examination by the assessment of 
Course Work IS appropriate to 
English Literature in vIew of the 
varie ty of approaches indicated 

11 4 
In Paragraph 2.2 . Compared with 
a formal examinatIon paper it 
provides wider ev idence of 
candidates' achievement 
demonstrated on different 
occasions In samples of work 
covering the range of skills to be 
assessed. It can provide the 
Oexibility needed to assess a 
wide range of abili ty in the 
subject. It is especially sui table 
for the assessment of wide 
reading since it may prove 
difficult to set satisfactory general 
questions in a final examination. 

4.4.2 It is recommended that a 
combination of assessment by 
Course Wor k and by final 
examination should normally be 
used . In all syllabuses such 
Course Work must account for at 
least 20% of the total marks. It is 
recognised that some Examining 
Groups will wish to offer 
syllabuses which will be assessed 
by Course Work only. Where this 
is the case some of the work to be 
assessed must be done under 
controlled conditions. 

4.4 .3 Although the same reading 
material may be used in courses 
leading to examinations in both 
English and English Literature the 
same pieces of work may not be 
submitted for assessment of 
Course Work in both 
examinations. 

4.5 Differentiated A ssessment 

Differentiation in English Literature arISes 
from the nature of the texts studied and 
the tasks set and will be achievo;,d by the 
use of different iated papers; 
differentiated tasks within papers; or a 
non-differentiated component combined 
with a differentiated component; and by 
the use of differentiated tasks within 
course work. 

S. Grade Descriptions 

5.1 Grade descriptions are provided to give 
a general indication of the standards of 
achievement likely to have been shown 
by candidates awarded particular 
grades. The grade awarded will depend 
in practice upon the extent to which the 
candidate has met the assessment 
objectives over-all and it might conceal 
weakness in one aspect of the 
examination which is balanced by above 
average performance in some other. 



5.2 Grade F 

The ::;andldClte can be expected to ha'Je 
dem:>:1strlded con~pele:l::e 1;1: 

~ ~. :::iVlniJ ,) str~lghtio[,:;2rd ucccuni 
cf thc cor:tent of literary text:3 1I1 
:erms of narratl\'e and sltuatlon; 

5.2.2 understanding the surface 
meamr.g of literary texts ; 

':;.2 .3 recogm.:img obvIous dlfferences 
In the way authors write; 

5.2 .. ; recognising other ObViOUS 
aspects of the texts studied such 
as characterisation; 

5.2 .5 communicating a straigh tforward 
personal response to the texts 
studied. 

5.3 Grade C 

The candidate can be expected to have 
demonstrated compe tence m: 
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5.3.1 giVing an account of the content of 
literary texts, w ith detailed 
reference, where appropriate, to 
narrative and situation; 

5.3.2 understanding literary texts at a 
deeper level and showing some 
awareness of their themes, 
implications and attitudes; 

5.3.3 recognising and appreciating 
specific ways in which writers 
have used language in the texts 
studied ; 

5.3.4 recognising and appreciating the 
significance of other ways (eg 
structure, characterisation) in 
which the writers studied have 
achieved their effects; 

5.3 .5 communicating an informed 
personal response to the texts 
studied. 

January 1985 7 
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SYLLABUS FOR ENGLISH FIRST LANGUAGE 
HIGHER GRADE 

Tile Cui [,,)wing syllabus for Engl ish First Language Higher Grade 
for the Seni.,)r Secondary Course will be introduced from 1 January 
198G. 

TIle syllabus will be introduced in Standard 8 in 1986 and the 
first Senior Certificate examination on this syllabus will be 
Ileld in November/December 1988. 

SENIOR SECONDARY COURSE: SYLLABUS FOR ENGLISH FIRST LANGUAGE 
HIGHER GRADE (STANDARDS 8, 9 AND 10) 

1 

1.1 

1.2 

1.3 

1.4 

1.5 

1 .6 

2 

2. 1 

2. l . 1 

2. l. 2 

A THE SYLLABUS 

GLOBAL AIMS 

To encourage the natural enthusiasm, vitality, spon­
taneity and originality of pupils through their active 
participation in meaningful language activities 

To enri c h pupils' ideas, to stimulate their thoughts 
and feelings and to develop their understanding of 
tllemselves and their own emotional and moral responses 
to life and the world around them, so that they may 
live more fully, consciously and responsibly 

To develop pupils' ability to express their ideas, 
thoughts and feelings effectively through language 

To develop pupils' ability to communicate ideas, 
thoughts and feelings effectively through language 

To help pupils develop the language skills which con­
tribute to effective expression and communication 

To assist pupils in using material from other subjects 
in developing comprehension, note-taking and writing 
skills (English across the curriculum) 

ORAL COMMUNICATION 

GOALS 

That pupils 

speak fluently, distinctly and with ease and enjoyment, 
acquiring poise an<l confidence in communicating 

rece ive constructive advice on aspects such as articu­
lation, breathing, posture, voice-projection and pitch 

2 . 1.3/ ... 



L. 1. 3 

2 . 1 . 4 

2. 1 . ') 

2. 1 • 6 

2. 1 .7 

2 . 1 .8 

2 .2 

2. 2 . 1 

2.2.2 

2 . 2. 3 

2. 2.4 

2.2.5 

118 

t1~~·,; .=l':" i· ~-: : ,,: ,J.bil. ~. l' t ;:, ': :.l. n~: l nd f:p<-;r.d e ilt ly and s peak 
18g l(:all:",-, ..:;;:: ",d t . t) ,':<);) ':1'> ", t.: of.:.;p'''!.'s the ir observations, 
reelings and ·~ . !:O Ll9ht~: I. . : d :l orderly, convincing and 
coherent !f.=tn ner 

~e a!is~ th a ~ jifEerences ~ x ~ : ; : : between speech and 
wri t!n9 , a~d explore the se ~~~e~ rences 

st,ow understanding of t he m~ aning, feeling and tone of 
a passage in readiG~ it to aG ~ I udience 

grow in ability to listen al ~enlive ly, sensitively and 
critic a lly 

experience oral R ctivi t i e~ bS in tegral with othe~ kinds 
of communicati{)n 

see that some ways of speaking ~ ce more accepta ble and 
appropriate ~han others accor 'j ng to circ umst a nces. 

One cannot alway b pr ~scr~b: ln matters of accent and 
word usage, but pupil s sho~ld be led to see that, 
accord i ng 1:0 circum3tar,cc;s .. ':')me ways of speaking are 
more appropriate than 0tne~s . For this reason the 
method of assessment i s o f great import a nce. 

The eva l ~ation of oral com munic a tion should not be a 
tes t: c f elocu t io rL. Accent iTIust not affect assessment, 
prov ld ed that the pupil c an com municate effectively and 
without ambiguity wi th th e audience concerned . Co r~ec­
tion o f pronunctill.i ';!l a:ld '",ord usage should be judi ­
cious so as no t t o in hibit tt!2 [)upil. 

The speaker 1 s sense ~f: ,3 dc1i r:: nc (:>, 3ituation and purpose 
as reflected in the st yle of ldnguage used should be 
considered. 

Oral assessment sho ul d be c cnt inuous a nd school-based, 
and a~ i se from the ~~acher's k nowledge of a pupil's 
development as l'evE'aled i n r.ormal classwork and speech 
situati ons such as (but not restricted to) prepared 
talks , conversation and r.eadjng aloud. The actual 
nat u re of speech s it uations , and how the pupils should 
be assessed , will depend on the i ndividuals concerned. 
Evaluation shOuld not neces sa rily involve an average of 
marks gained because t he pupil is expected to show pro­
gress ove~ the year . 

Pupils should be eva luated on th e ir performance as mem­
bers o f a group as well as on individual performance. 

3. / ... 
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3. 1 • 1 

3 • 1 • 2 

3. 1. 3 

3. 1. 4 

3.1.5 

3.1.6 

3. 1. 7 

3.1.8 

3.2 

3 • 2 • 1 

3. 2.2 
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READING AND LITERATURE STUDY 

GOALS 

That pupils 

gain enjoyment from and skill in reading 

appreciate literature and read with discrimination 

develop the capacity for critical thinking about, and 
the ability to form and express their own views on 
1 iterary works 

expand their experience of life, gain empathetic under­
standing of other people and develop moral awareness 

increase their self-knowledge and self-understanding 

gain some knowledge of basic literary genres and the 
techniques appropriate to each 

develop some understanding and appreciation of their 
literary heritage 

study literary works from Southern Africa as well as 
the rest of the English-speaking world, and transla­
tions of other world literature if appropriate. 

PRESCRIBED WORK 

The following works are prescribed: 

Standard 8 

Three books must be studied; only two will be examin­
ed. The poetry selection must be one of the works 
studied. 

A. Poetry (25 to 30 poems or approximately 800 lines 
of poetry) 

In addition, at least two of the following: 

B. a play by Shakespeare 

C. a novel 

D. a substantial work or body of work (see 3.2.4.2 
below) 

Standard 9 

Three works must be studied and examined; 
than one from each section. 

not more 

A. Poetry (25 to 30 poems) or approximately 800 lines 
of poetry, not more than two thirds of which may 
be contemporary. 

I n/ ... 
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J. d subs~·.3.ntial work O ~: body of work 
( see 3~2.4.2 below ) 

Standard iO 

Fo~r works must be studied ~n d examined; 
Section. 
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one from each 

A. Poetry ( 25 to 30 poems oc 500 to 6 00 lines, which 
indicate development in 8nglish poetry . The poems 
prescribed for st'J~y in Standard 10 must be dif­
fe~ent from those prescribed for Standard 9 in the 
previous year). 

B. a play by Shakespeare 

C. a major novel 

D. a subst.ant.! aJ wOck ") r body c f work. 
(See 3 . 2.4.2 b21o~) 

NOTF: 

Works of So,lther:1 ""tn. can origir. ( no'lels, short 
stories; pl~y~, poe~ s or fil~s) s hould be encouraged. 

Under Section 0, in additio n t o t he traditional genres 
(novels, short stories, plays, etc.), other works, 
e.g. ~ e lec ~i~ns from the works o f a specific poet or 
poets, film . may be prescribed. 

In Standard 9, a play by Shakespea r e may be set as an 
optio n. even if 2 non - Shakespearean play is set. 

THE EXAMINATION Of PRESCRIBED ~ORK 

Examiners should loo~ for honest, personal responses, 
founded on a sensitive and intelligent und ers tanding of 
the text. 

Style ~ nd content must not be assessed separately; the 
linguisti c competence of pupils inevitab ly inf lu en ces 
the q~a lity of their answers. 

Pupils should be given practice in answering both tex­
tual /co ntextual and essay-type questions and, in Stan ­
dard 8, s truc ~ ured essay questions. 

NOTE: 

A structured essay q:lestion impl ies that the examiner 
will s uggest the ordering of the subject matter. 

3.3.4 / ... 
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The textual or co n textual question tests the candi ­
dates' ab iliti es to express in good, clear language 
their under sta nding of o r response to a poem or an 
impor tan t passage. In the case of an extract, ques­
tioning should not only refer to the extract itself but 
should call for interpretation in relationship to the 
work as a whole. 

The essay question tests th e ability to select rel ev ant 
information from a knowledge of the work, to adopt a 
particular viewpoint on it, and to sustain an argument 
at length, using lang uage effectively. 

All questions on prescribed work should be so phrased 
as to discourage re-telling of the story. 

The length of the test o r examination paper should be 
reasonable. 

READING AND COMPREHENSION SKILLS 

The various skills outl i ned in the Junior Secondary 
Syllabus should cOllt inue to be developed, as far as 
possible, at appropriate levels o f difficulty. 

Silen t Reading 

Wherever poss ible, time sho uld be allocated daily to 
uninterrupted silent reading throughout the school. 
This time should be obtained equally from all sub­
jects. The ma t e rial s ho ul d be of the pupils ' own 
choice, should preferably be fiction, and may be either 
English or Afrikaans. The co-operation of the principal 
and o f tea c~ers of other s ubjects must be sought. 

WRITTEN COMMUNICATION 

GOALS 

That pupi l s 

write for their own satis f action and enjoyment 

discover that fundamental differences exist between 
wr itten and spoken communication 

gain insight into the demands, styles, conventions, 
technicalities and language of various kinds of 
writing 

learn to use the el ements of style such as reg ister, 
diction, tone, syntax, denotation and connotation, and 
the use of literal and figurative language 

use some of the devices of cohesion and coherence 
appropriate to discourse ( i.e. the grammar of the para­
gr aph and of the longer composition) 

4.1.6/ ... 
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learn to hd~dl e 9 fr~ c~ i vF !V t i10 "arlety of wri ti ng use d 
~()tr. ii! Hnd ou:' ' "it :. , cn ("\.J~; S '~lC~: as 

comp0sit~ons ~ ~ ~ rratJ~re , descriptive, discursive, 
cxpositu!:"y, a. rS:4 ~ll1ient.:;,~- ~ \ ' 8) 

letters \ (on,.a" , t"form al a nd letters to the Press), 
reviews, objective descriptions, subjective descrip­
tions, reports, poems, draf t s of speech, dialogues, 
instructions, directions, memoranda, formal invita­
tions and replies, agendas and minutes of meetings, 
sketch es , paragrahs, notices, telegrams, summaries, 
essays 

EVALUATION OF Wi<l TTEN CO~l~\uN ICA,;" ION 

In evaluation , teache rs should ~ak e particular account 
of the pupil' s sen se of purpo3c and audience, and of 
the coherence an d orga n i zation of t he writing. 

Writing s ho ula contai" Jdequa ~e r elev ant material, dis­
play some freshness Gf ~ hoilgh~ and be free o f cant. 
There should t" SOlO" ·" llelenc" that the pupil is able to 
tackle the general 2.l!J abstracr. as well as the specific 
and concrete, ~nd b e dbl~ trl sl'ppurt o pinion and to use 
illustrative material. 

Form and co n tent ar~ inextr ica bly connected: pupils 
must understand chat what they write is affected by how 
th e y write i t. 

The content should be p ~esented in a wa y that wil l 
engage the audience and f ulfil the writer's purpose. 
Vocabulary sho J ld begi~ t8 appr o ach mature standards 
and qualify or modif y meaning appropria te ly . Style 
sho u l d suit t\l~ 0c c a 51~il and be c l ea r . 

The pupil's knowledge of the b a sic mechanics of writing 
must be taken into acco~nt - i.e. of spelling, vocabu­
lary, grammar, punct l.\ a l iG~I , idiom, sentence structure, 
paragraphing and t o"al structu~e. 

A c umulati v~ ma r k for work done during the year will 
form not more than 40 ' o f the final mark award for 
Written Communica tion ill Standards 8 and 9. 

LANGUAGE STUDY 

GOALS 

That pupils 

gain understanding ~bout the way langllag e works 

improve their comp rehension in reading a nd listening 

5.1.3/ .•. 
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identify different registers used across the range of 
language 

judge the appropriateness or not of registers and con­
texts and convert discourse from one register into 
another for a changed purpose 

detect the use of emotive language and dishonesty 

distinguish between fact and opinion, objectivity and 
bias, emotion and sentimentality, and assess the func­
tion of such elements in given contexts 

be able to extract the essential points from a text and 
summarize it for specific purposes 

acquire terminology to describe language and an ability 
to apply it in the analysis of language in a manner 
which reveals the communicative function of parts and 
the coherence of the whole 

acquire a vocabulary which will enable them to communi­
cate easily, appropriately and fluently in diverse 
situations 

learn to spell well 

learn to punctuate accurately and effectively 

learn to produce and understand the structures of 
acceptable sentences and of their component parts with­
in a coherent whole 

gain some understanding of the effect on English of 
historical, social and demographic developments. 

PRINCIPLES OF ASSESSMENT 

Tests and examinations must be designed to assess how 
far the stated aims of the syllabus have been attained. 

6 . 1/ •.• 
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~ • . . ------------

I 
, 

1 , i 
i I Std 8 Std 9 Std 1 0 
~------- .--.------

! 
i 

I 0 1 .. 
I 
I 50 50 50 ~ r3. communI.cation i 

~ading & literature study 
, 

j 20 1 20 120 I 
I 

Written communication 

-~ 
100 100 100 

Language study 1 30 1 30 130 
i 

TOTP.L I 400 400 400 
I -

ORAL COMMUN I CA'I'TON 

The final mark will be arrive~ at cumulatively in the 
course of the year. Pupils should be tested in regard 
to aural, speakinq, r eadj.nq and comprehension skills, 
and also judged en th0ir oral response to their private 
reading. 

NOTE: 

A speech impediment must not prej1ldice a pupil's 
examination mark. In Stand3cd iO the names of such 
pupils should be brought ~o the attention of the Sllper­
intendent of Education. 

READING AND LITERATURE STUDY ( see also 3.3 above) 

Standard 8 

There must be writt0n examina~.ions on two sections as 
prescribed in 3.2.1 above. The first examinable work 
must be examine~ 0n completion; the second during the 
4th term. Cac~ section must carry at least 30 marks. 

NOTE: 

This implies that ther e may be a residue of 60 marks to 
be used for purposes other than for the single question 
to be answered on each of the twc books. Teachers may 
allocate these marks as follows: 

either/ ... 
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either (i) 

or ( i i) 

( iii) 

Standard 9 
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to some literature-orientated activity/ 
project 

to a second examination question on 
each book 

to double the mark allocated to each 
question . 

There must be written examinations on three sections as 
prescribed in 3.2.2 above. Each section must carry at 
least 30 marks. Each book must be examined on comple­
tion, with the proviso that one book is examined during 
the 4th term. 

NOTE: 

This implies that ~here may be a residue of 30 marks to 
be used for purposes other than for the single question 
to be answered on each of the three books. Teachers 
may allocate these marks as follows : 

either (i) 

or ( i i) 

or ( iii) 

Standard 10 

to some literature-orientated activity/ 
project 

to a second examination question on the 
book examined during the fourth term 

to an extra 10 marks on each question s e t 
on the three books studied, i.e. 
questions then carry 40 marks instead of 
the 30 marks specified above. 

The Examination (Standard 10): 120 marks 
3 hours 

Section A: Poetry 

Questions will be set and answered on both of the 
following: (All questions will be textual/contextual . ) 

(i) a passage or passages of unseen poetry (10 marks) 

( i i ) the prescribed poems (20 marks) 

Section S : Drama (A play by Shakespeare) 

Section C: Novel 

Section D: Open (see 3 . 2 .4. 2 of Syllabus) 

6.3.3 . 2/ .. • 
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QUE:st ~ons '.;i ~ .~ t'e ~:; I. ~": :n a] 1 £~ur :::ections . Each Cl'...leS-
tion ~ar ries 30 mac~s. {:a~diJdtes ans wer one gue~ition 
from ~ach section. 

In Sect io ~ A, l.e. poetry, '1uEstions will be of a tex­
tJdl /contextual naL~re 0 ~ly. 

Candidates must a nswer at least o ne contextual and at 
least one essay question from Sections S, C and D. 

WRITTEN COMMUNICATION (see 4.2.5) 

Standards 8 & 9 

Compositions and other types of writing (see 4.1.6 
above) sho~ld form the basi s of the pupils' writing 
programme . Marks shoul;] be i", ~~ ded for as many types 
as possible. 

The final mark should c0m~~lse 

(i) a cUInJlatlve year- .:'t5SeSSIT't!?nt of. not more than 50 
marks (after r eduction) 

(ii) an examination assessme~t ~)f not fewer than 50 
marks 0: after reduct ion) . 

NOTE: 

(a) In o rder LO 3chieve the required mark total at the 
end of the year , the marks obtained by pupils must 
be reduced to a possible total of 100 marks. 

(b) It is recommended that compositions be marked out 
o f 70 and that other plpre s be marked out of 30. 

(cl Some control s hould he exercised by way of havinq 
aIle pi ece of writing p~~ term done in class. 

(d) The approximate number of words required for the 
composition and other piF>ces of work in Stan­
da 'cds 8 alld 9 may be decided upon by the school 
with due regard to the Standard 10 requirements. 
The following may tle taken as non-binding sugges­
ted leng ths: 

( i ) Compos i t ion: 
(Standard 8) 
(Standar d 9\ 

approximately 400 words 
approximately 500 words 

(iiI Other pieces: approximately 150 words 
(Standard 8) approximately 200 words 
(Standurd 9) 

6.4.2/ . . . 
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Standard 10 

Thp examination comprises 

Section A: A composition of approximately 500 words on 
one of at least six topics. (Pictorial or 
other stimuli may be provided. Topics must 
provide for a range of stylistic 
possibilities.) (70 marks) 

Section B: One of the following (approximately 200 
words) . 
Letter, review, objective or subjective 
description, report, speech, dialogue, 
instructions, directions, memoranda. 

(30 marks) 

At least three types of writing will be set in Sec­
tion B. 

Marks to be awarded: 100 marks 

Length of paper: 2 hours 

LANGUAGE STUDY 

In Standards 8, 9 and 10 the Language Study paper will 
comprise 

a comprehension test or tests on a given passage or 
passages of prose approximately 450 to 600 words in 
length (30 marks) 

The testis will normally be drawn from expositionary 
contemporary writing rather than from literary 
writing. 

a question Or questions which require candidates to 
give the substance of a passage (i.e. to summa­
rize). The text set must not be used. A variety of 
modes of summary, including the precis form, may be 
tested. (20 marks) 

questions requiring candidates to respond to or to 
use language in a way that reveals their language 
competence and tests their language skills in terms 
of the Syllabus. (80 marks) 

Marks to be awarded: 130 in Standards 8, 9 and 10. 

Length of Standard 10 paper: 21 hours 

7. I ... 
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AN ALY S iS u f f i NAL MARKS ~~D QUESTI ON PAPERS 

Oral Communication ( cumulat i ve) 

Pape r I Prescribed Literat ure 

(Examine two books in Std 8, 
three ln Std 9 and four in 
Std 10) 

Paper II Written Communica -

Std 8 Std 9 

50 50 

1 20 120 

3/4 hr 1 hr 
per per 
book book 

t ion 100 100 

Composition of 350 wo rd s It hrs It hr s 
( Std 8) , 450 words 
( Std 9) a n d 500 marks (Std 10) 
70 marks 
Letter or other piece of 
150 words (Std 8), 200 words 
(Stds 9 + 10), 30 ma rks 

Paper III: Language Study 

Comprehen s io n and summary, 
50 marks 

Langu age , 80 marks 

130 1 30 

2 hrs 2 hrs 

400 400 

B • / • •• 
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Std 10 

50 

120 

3 hrs 

100 

2 hrs 

1 30 

2. hrs 

400 
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ELUCIDATI ON Of' THE SYLLABI IS FOR ENGLiSH FIHST LANGUAGE 
HIGHER GRADE (STANDARDS 8, 9 AND 10) 

(NOTE: Numbered paragraphs are cross-referenced with 
the syllabus.) 

PREAMBLE: SENIOR SECONDARY COURSE 

Teachers must note that, with the exception of items actually 
specified for teaching or examining in either Standard 8, 9 or 
10, the contents of both the Syllabus and the Elucidation of the 
Syllabus must be treated at the level of competence that may 
reasonably be expected of pupils in the standard being ta ught. 
Teachers should be aware that items in the syllabus should be 
applied at progressively higher levels of competence. 

Consequently, the teaching of any aspect of the Senior Secondary 
Syllabus must be adapted t o Lne needs of the pupils and based On 
contexts of a readability and maturity level appropriate to the 
standard concerned. This implies that the syllabus has not been 
designed to be divided into separate "packages" for each of the 
three years. 

Although the Syllabus itself is of manageable length, the Eluci­
dation of the Syllabus is very wide-ranging and is designed to 
allow for considerable enrichment material which need not neces­
saril y be examined. Teachers are advised to make constant refer­
ence to the Elucidation in order to ensure that they adapt the 
basic syllabus to the needs and abilities of their pupils. It is 
not necessary or even desirable to attempt to implement all of 
the Elucidation during the course, but regular reference~ and 
study of the guidance it contains will help English teachers to 
teach this course satisfactorily. 

NOTE: Each school must frame a policy regarding Sections 4 
and 5 of the Elucidation in order to relate the goals 
to the needs and abilities of the pupils. Language 
Study should be based mainly on 5.1.1 - 5.1.13. 

INTRODUCTION 

(a) ASSUMPT ION 

The underlying assumption of the Syllabus is that the 
receptive skills (listening and read ing) and the expressive 
skills (talking and writing) cannot be acquired in isola­
tion but need to be developed in an integrated process 
involving pupils' experiences and needs in and beyond 
schoo 1. 

(b) / ... 
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The general aim sno 'Jld be to promote pupils' intellectual, 
emotlon.1.l, svcial ?,nd cultural development through develop­
ing their =ompetence in using the language and through 
eClri,=hinq t~l eir exp~::-ien"e 'lna enjoyment of the language, 
as well as their understanding of more advanced concepts in 
literature }nd language study. 

( c) PROGRESS ION 

This Syllabus spans Standards 8, 9 and 10. Language 
development occurs at. different rates and at different 
chronological ages for different pupils. Although pupils 
entering the Senior Secondary Phase should have progressed 
to a level of language competence that enables them to cope 
with the demands of the subject, it will be necessary to 
give fuller attention to certain language skills as they 
are applied in more complex situati l)ns. The teacher should 
motivate and guide pupils to master the skills involved in 
effective listening, speakin~, reading and writing, and 
should be familiar with the Junior Secondry Syllabus so as 
to ensure continuity in each pupil's language growth - that 
syllabus remains of fundamental importance but an appro-
pr iate advance in lev",l and aoll i ty is assume d here. 

Id) INTEGRATION 

For convenience and clarity this syllabus is presented in 
four sections (Oral Communication, Reading and Literature 
Study, written Communication, and Language) but it must be 
st ressed that in practice the work should, wherever pos ­
sible, be integrated. Language competence grows through 
experience of listening, reading, talking and writing and 
through direct study of the language itself in both 
literary and non-literary contexts. The outcome of such 
study should form an organic whole. flow integration is 
implemented will depend upon the teacher's methods, 
approaches and emphases. It follows that the teacher 
should use the periods allocated to English in a flexible 
manner, provided that these four sections of the work 
~eceive regular attention. Moreover, teachers should 
explore the fru!tful possibilities of language across the 
curriculum. 

1. / ... 
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LANGUAGE AIMS 

Language development occucs thcough continual exposuce 
to appcopciate examples of language . 

Pupils' own expeciences and intecests ace ccucial to 
theic language development. They will respond ceadily 
to topics and situations that engage theic curiosity 
and that they enjoy and cace about. The teachec should 
be perceived as a genuinely receptive audience who 
responds with enthusiasm and encouragement to what the 
pupil says oc writes. 

The relationship between language competence and per­
sonal development is important. Observation and 
discussion of states of mind; of emotional r.esponses; 
of human relationships, predicaments, crises and of 
moral values, particularly in the context of literature 
and all its fOt-ms (including tel evision programmes, 
films, leisure rel:ing) enjoyed by pupils can promote 
this global aim. Exploration of the pupils ' own 
experiences, feelings, hopes, fears, attitudes and 
concerns is necessary through speech, discussion, 
writing and drama. Pupils' language experience outside 
the English classroom should be engaged: they should 
be awakened to the powers of persuasive language (e.g. 
in advertising, propaganda, reporting, the mass media) 
and learn to respond more critically and with deeper 
insight, not only to the world in general but also to 
the rest of their school experience (language across 
the curriculum). Tn a relationship of trust and 
genuine COncern the teacher will be able to guide 
pupils be yond personal experience and interests towards 
explocing and acticulating new experiences. 

Pupils ace usually moved to discuss an issue which 
concecns them befoce they ace ceady to cesort to 
wcitten expcession. The teachec must playa key cole 
in pcomoting pupils' ability to express themselves, 
incceasing theic capacity to observe, to discriminate, 
to see relationships and to use language as a medium to 
express and to organize their thoughts and feelings 
logically, coherently and appropriately. The teacher 
should detecmine the richest and most effective context 
to stimulate pupils' imaginations. 

All communication should be regarded as a two-way 
process inVOlving not only the ability to express but 
also a willingness to respond: to listen, to speak, to 
read, to comprehend, to think, to evaluate, to infer, 
to observe and to participate. Pupils should learn to 
impart information, to expcess themselves with feeling 
and sensitivity and to pecsuade an audience . 

Communicative/ .. 
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Comn:unicatl ~e ~0mp2 tEnc e ( bo~h e ral and written) should 
be de v eloped in persc n- t o -per s :)n, pecson-to-group and 
person-within - group ~ it uat i0nG. Each language context 
is uniq ue: pupils sh o Jl~ di~cover the appropriateness 
and e ffectiveness o f lan~uage in relation to audience, 
context and pu rpose. Throuq h participation in a 
var iet y of language si tua t ions Fupils should be led to 
draw conclusions about patterns of usage. Teachers 
should show pupils, through involvement with examples 
of English usag e , how to improve their communicative 
competence. 

Language study should not be seen as an end in itself. 
The fOCllS should be on effective communication: if the 
purpose is achieved the language used will have been 
effective and appropriat~ to the particular context. 
Syntactical relatlonships, appro priateness of vocabu­
lary and log i cal organization o f id ea s are relevant to 
precision ill communication. 

Pupils must be given sy s temati c help and constructive 
critici s m and be enco urage~ to u se language as effec­
tively as possible, by continuous attention to and 
practice in the development o f the skills associated 
wit h effective listening, spea king, reading and writing 
in meaningf ul context s . 

The pupils should reac h 2 level of language competence 
that will enable them t o meet the demands on their 
language skills made by English and by o ther su bjects 
ac ros s the curric lllum. 

ORAL COMMUNI:ATIO~ 

INTRODUCTION 

People are I mmersed 1n words ~n ich pla y upon issues 
that will affect their lives in 3 variety of ways. To 
an unprecedented ext e n t, television and radio have 
brought these issues into the pupils' lives. Since 
people are of len regarded by t h e media not as indivi­
duals b'J~ as passive conswners, pupils have pressing 
reasons to listen with discrimination and equally pres­
sing reasons to speak effectively. 

Every teacher's own speech 1s an important influence in 
developing pupils' competence i n spoken English. The 
teacher's example as a listener who concentrates and 
responds with sincere interest to the spea ker is equal­
ly lm[)Ortant. 

Suggested/ ... 
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Suggested goals are given under separate headings, but 
it should be remembered that oral communication is an 
integral part of living and cannot be taught as a set 
of isolated skills. PrOficiency in oral communication, 
while in part dependent on specific abilities, is an 
important aspect of total personality development and 
social competence. 

GOALS 

Speaking experiences should assist pupils to develop 
personally and soci ally, and they should find satisfac­
tion through an increasing competence in the use of 
speech. 

At time the practice of specific skills may be desi ­
rable. 

The teacher should determine the richest and most 
effective context ~ Lv stimUlate the pupils' imagina­
tions. A speech context is created by a speaker, a 
listener, an environment and such behaviour - both 
verbal and non-verbal - as arises from their inter­
action. 

By listening to others, pupils should come to realise 
the need for audibility, clarity, meaningful phrasing, 
effective stressing, 3 sense of rhythm, an awareness of 
the use of pause, variety of pitch, pace and volume, 
acceptable pronunciation and appropriate speed. They 
should strive for natural and fluent speech with a 
clear and easy delivery. 

Pupils should learn to analyse their thoughts and sub­
ject matter and to organise their responses logically 
and coherently in speech. As their powers of discri­
mination improve, they should be able to select suit ­
able vocabulary and idioms and communicate clearly in 
speech of appropriate register. 

Communication of meaning depends not only on what is 
said, but also on how it is said. Speakers use para­
linguistic featureS-Which supplement the words used and 
govern the way in which a thing is said: tone of 
voice, pitch, intensity and timing facilitate expres­
sion; pauses, physical gestures and posture may con­
tribute to the speaker's message. 

Written language requires a precision and complexity of 
linguistic structure not demanded of speech. (See also 
4.1.2) 

2.1.5/ •.• 
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Teache~~ S: l C ~lld ~e ar ~ r~ mind ~ ~dt reading aloud is an 
i:nportant ?art <) f ',>r:::tl cumrnuni ,:ation and they should 
provide gu~dance i~ .!nd opportu ni ties for reading aloud 
effectively. ~uccessf ~ l rea~ing aloud implies the 
reader's comprehensior. of the passage. 

~i5tening is an art. It differs from hearing in that 
i~ requ i res effort and concentration. It involves com­
prehension dnd critical evaluation of what is heard. 
If pupils know why they are to listen and how to do so 
effectively, the improvement in their listening skills 
will facilitate communication and learning across the 
curriculum. 

concentration can be developed through attention to 
such factors as recognition of pace, pitch, stress and 
pause, as they aff ect meaning a~d tone. 

Teacher f, should enco\j:-ag e 

the development of respon s ible attitudes in the 
listener 

pupils to li st0~ with concentrat ion, discrimination 
dnd an 0Fen mij';d 

<:he exten,31 0n of pupils " ~esp'~nses to form, style, 
Eeeling and lnte ntion by e xposing them to a variety 
o f situa<:ions and to mat~rials from across the 
cLlrri':..J1Wil 

pupils to develop their ability to listen critically 
to information, to understand meaning, and to recall 
accurately wha t has been heard. 

Oral activities ffiight well include some of the follow­
ing and shoul d be integrated with other aspects of the 
curriculum wherever possible: 

discussion of to~cs of interest in preparation for 
original writin~ asignments, of pupils' written 
work, of prescrlbed literature, and of pupils' 
leisure reading and television and film viewing, and 
ccitical evaluation of language as used in the mass 
media 

oral delivery such as short talks to various types 
of audiences followed by questions and discussion, 
interviews, giving practical instructions, oral word 
games and story-chains, and varied dramatic activi­
ties 

reading/ •.. 
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reading aloud and/or memorlzing of prose, poetry and 
drama followed by discussion 

listening comprehension, involving recall and sensi­
tive and perceptive response to tone, style, feelin g 
and intention. 

Participation in oral communication should be seen a s 
an exercise in learning. Where appropriate, such exer­
cise may be in response to materials from the four 
media identified in the literature component of the 
syllabus: print, sound, screen and stage. Material 
from s ubjects across the curriculum may also be 
suitable. 

Audience, situation, purpose and content affect the 
role played by the speaker and the style of language 
used. 

Within a sympat hecic classroom atmosphere, the pupil 
can be helped to recognise many registers and then to 
select the language appropriate to a particular situa­
tion. 

The pupils should learn to gain the interest and atten­
tion of an audience, t o ad just their speech to the 
response s they receive a nd to use the forms appropriate 
to the people being addressed. 

READING AND LITERATURE STUDY 

INTRODUCTION 

Pupils may respond strongly to literature in which they 
see their own experiences reflected, but they must also 
be encouraged to extend their experience through facing 
ideas and feelings whi c h are new to them, in order to 
develop an understanding of the world around them and 
an awareness of their own potential. 

In the study of literature all aspects of the Syllabus 
(listening, speaking, reading, writing and language 
study) are engaged in a meaningful context. 

Reading skills must continue to be developed to enable 
pupils to cope with the more sophisticated demands made 
by literature and in all subjects. 

STUDY! •.. 
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Wide [e~dlnq, a~ we ll 2S the intensive study of a limi­
led n'.lmbE-:::- .) f books f shu 'J.i.d l'~ the basis of the 
course. In addition to ':1 2 study of prescribed litera­
ture, eve~y p up il should [~Rd as widely as possible 
(incl ud i ng some non-fi~tion) d u ring the three-year 
course. Pupils should read ~n increasing range of 
materi al and acquire some knowledge of the distinctive 
features of ~ajor genres. ~he teacher must give 
guidance to the pupils in their cho ice of voluntary 
reading but encourage t hem to become inc reas ingly 
i nde pendent in choosi~g buoks. 

~h e poetry COurse should c -):ltinue to provide pupi Is 
with a widelling and deepenIng experience of differpnt 
poet i c forms from different periods. 

At this level it may be desl~ab)e to read a number of 
poems by 0ne poet. However, th~ study of poetry , 
rather t~lan Gf pClet ~ , ~hould bR tt~e basis of the poetry 
courSe . 

Whlle cO ll siderati,")n :";r:o ,.!.!.,j ·2C: ;"ltirlll(.' t CI be given to 
dr am at.ic prp s enta~ion -::nd ') 'Jdi.(:~ .. '~~ pacticipation, the 
study of plays based on their l iterary merit shou ld 
become an inc r easingly i mporta~t aspect of drama in 
Standards 8, 9 and 11). 

The emp tlas ls should be on fu'l-length plays , particu­
lac-iy Shakespea~edn, although ex~_ racts may be considet-­
ed deslrable to bri ng pupils into contact with a wide 
range of material. Whenever p~ssible , pupils should 
see worthwhile st~ge p~0ducti o ns . Suitable films and 
recorded materlal should be u s ed where appropriate. 

Through di s cussion and "'ri tir,':i " upi.ls should develop a 
critical and discerning attilurle towards television and 
film and should be encourag e rl to explore id eas and make 
jud g ements In regular class discussion and in the 
writ ing of review;-, and analyses. Whi l e it may bf' 
valuable \:0 i ntroduce pupils to the langu age of filming 
and film criticism, this should be explored only in so 
far as it increases the pupils' understanding and 
appreciation of film. 

GOALS (See al so 4 . 1 . , ) 

If teachers ca n help pupils to fi nd enjoyment in 
ing they will nave done them a las ti ng service. 
out some pleas ur e from an d active participation 
literature, the other guals cannot be achieved 

read­
With­
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effectively. Enjoyment of and interest in r.earli.ng 
(including literature, leisure reading, and other suh­
jects acrOss the curriculum) depend upon the teacher's 
guidance and the development of the pupils' reading 
abilities. Vocabulary, comprehension and study skills 
are particularly important. In this respect, the 
teacher's enthusiasm and example playa key role. The 
developing of comprehension and study skills as well as 
vocabulary, enables pupils to read more effectively and 
heightens their enjoyment of reading. 

Reading of novels, plays, poems, and experience of the 
mass media, should be seen within a continuum. The 
study of prescribed literature should give the pupils a 
frame of reference and a basis for jUdging their 
experience with other fiction and for responding to 
leisure reading and film viewing with greater insight 
and discrimination. Thus the gulf that so often sepa­
rates the prescribed literature from voluntary reading 
and viewing may be bridged. 

Works which will help pupils to observe, to discrimi­
nate and to see relationships, should be studied. As 
pupils learn to think and to feel, they will read more 
effectively. Frequent opportunities must be provided 
for pupils to discuss and evaluate ideas with one 
another and with the teacher. Personal responses and 
interpretations should be encouraged provided that 
opinions are substantiated by valid evidence from the 
text . The basic literary or technical terms that 
enable the pupils to describe with insight and to 
evaluate with cogent comment should be introduced when 
necessary . 

Emphasis should be placed on the development of the 
pupil's ability to analyse, interpret and evaluate 
rather than on the mere reproduction of another 
person's response or opinion. 

Pupils must be acquainted with the techniques of quota­
tion, and must be trained in the use of the present 
tense sequence conventionally used in English for such 
discussions and analyses. 

The comprehension skills listed under 5.1.1 to 5.1 . 6 in 
the Syllabus are of particular relevance here as well. 

Literature can stimulate pupils to question and to re­
define for themselves their assumptions , attitudes and 
values . It can also open their minds and hearts to new 
ideas and sensations . 

Because/ ••. 
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B~ca~se li ~erdt L;r~ f2xplo-es peoplE's lives and gives 
insight l nto their ~lotives, values and feelings -
i nsight nOL easily ohtalned from everyday encounters 
with others - it can in~rease the pupils' awareness of 
other people. Cultures differ in values, customs and 
world view, and acquaintance with the literature of 
othAr cu ltu res can help pu p ils understand such dif­
ferences. 

By responding to literature and through vicarious 
involvement, pupils may learn more about themselves. 

The ordering of experience accomplished linguistically 
by a writer can produce in the readers some ordering of 
their own experiences and attitudes, as a result they 
may acquire more self-knowledge, a clea rer perspective 
on and insight into their own situations, motivations 
and choices. 

Literary apprec i ation can be deepened through 

a st~dy of figurative langua~e 

an awareness of diffe~ 2 nt literary styles and tech­
niques 

the identification of yres of literature, e.g. 
fables, myths, novels, historical fiction, science 
fiction, ballad, sonnet, short story, comedy, 
tragedy, satire 

an awareness of literary features, such as struc­
ture, milieu, character, setting, style, theme, 
plot, point of view 

sorn~ knowledqe of conflict , suspense, climax, tone 
and irony 

some understanding of the e~ements of poetry, e.g. 
metre, rhyme and rhythm. 

It must be emphasized that aspects and literary fea­
tures such as those listed above ought to be studied in 
the context of prose and verse. The knowledge gained 
should enhance pupils' responses to literature. 

Criteria for the selection of prescribed work' 

Work prescribed for study should lend itself to the 
achievement of the stated goals. 

. Th e/ . . · 
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The work should me pt the intellectual and emotional 
needs of the pupils concerned, broaden their hori­
zons, increase their capacity for critical thinking 
and heighten moral awareness. 

The work should be potentially enjoyable. 

The language, style, content, theme and intellectual 
quality should be worthy of study. 

Form, structure and technique should not be too dif­
ficult for the age group concerned, although the 
work should be challenging enough to extend talented 
pupils. 

The principle of progression should be taken into 
account to ensure continuity between year levels and 
adequate preparation for the following year. 

WRITTEN COMMUNICATION 

INTRODUCTION 

In listening, talking, reading, observing and feeling, 
the pupil experiences a multitude of impressions. 
Writing is a very effective method of ordering this 
experience; of consolidating it and helping pupils to 
reflect upon it; of crystallizing their thoughts and 
feelings so that they become more aware and can enjoy 
communicating sincerely and competently. There is an 
intimate connection between this area of the syllabus 
and all the others; writing should continually flow 
from and support pupils' reading and language study as 
well as oral work. 

Pupils must be guided in their writing to move out­
wards, towards extending their knowledge of the world 
and other human beings, and inwards into a deeper 
understanding of themselves . The teacher needs to 
provide a wide variety of stimuli and contents which, 
together with a sense of audience, generates the urge 
to communicate. These should as far as possible be 
found in pupils' personal experiences and needs, and 
should also be drawn from the rest of the syllabus and 
the total curriculum. 

Written communication needs to be taught. Although 
writing should arise out of real or simulated situa­
tions, it should be preceded and followed by appro­
priate discussion. The purpose, the audience and the 
context must be kept in mind and the writing planned 
accordingly. Pupils should be given the opportunity 

off ..• 
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at wrlting trequentl~ tor Vari ~US purposes and audien ­
C~3. The audience sho illd be clear ly defined for it is 
Lhis cor,cept which will deter~lne style, tone and 
l ang~age and gIve dir~cti o n to pupils' writing. 

GOALS 

The wr lt lng of prose, pOPlr~, diaries, journals etc. 
sLould be encouraged. The pupils' experiences ollt. s ide 
the classroom shoul d be engag e d to stimulate writing. 
Newspapers, magazines, films, television and radio 
programmes, as well as personal, s porting and social 
activities provide numerou s o pportunities for writinq. 

Written communication ne ed s to be more explicit in 
logic and tone and grammatically more carefully con­
structed than speech. For it to be efficient, it must 
be correctly spelt. In additi on to addressing the 
specified audience in the apprcpriate register it must 
make more explicit use of the aids to coherence and 
cohesion. 

A variety of oral activiti es, c .g. re a ding aloud an d 
the discussi o n o f vario~s topics, can be used to stimu­
late preparatlorl for writir;g . Fu~thermore, in revising 
and editing drafts, gro~p and class discussions are 
valuable. Pupils can be encc ~~aged to read aloud and 
to evaluate what the y and their fe l lo w pupils have 
written. 

This go~l is inseparable from most of those listed 
under section 3.1 (Reading and Literature Study). The 
reading and study of good litera tur e should play an 
integral pact in any wr i ting ",ro9ramme. Reading and 
literature s tudy should suggest other appropriate 
writing situa t ions and topics wh ich p upil s will be 
stimula t ed to explore. Furthe~mQre as occasion 
warrants, there could be disc lls~ion o f prose, drama and 
poetry, film, television and b~o k re views, reports, 
advertisements and propaganda, e dito r. ial s, letters to 
t he editor, business lett ers : in structions, directions, 
etc., includl~g t he examination o f their appropriate 
and disti.nct.ive use of language. Su c h examples would 
not necessarily be presented as perfect models for 
pupils to imitate: t hey sho~ld be read and discussed 
cri t ically so that pupils may become more aware of how 
these kinds of writing function. 

Pupils' st udy of language should he closely related to 
their own writing, through which they should be led to 
explore 

different/ ... 
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diffeeent sentence and paeageaph steuctuees foe oif­
feeent puc poses 

logical eeasoning, awaeeness of some of the main 
fallacies in thinking and logic; coeeect use of 
logical connectoes (such as 'theeefoee' and 'how­
evee'), and compaeisons to link ideas 

the achievement of vividness and claeity by the use 
of imageey 

the handling of steuctueal devices such as suspen s e 
and cl imax 

the vocabulaey, pheasing and idiomatic expeession 
appeopeiate to a given puepose 

the conteol of tone in weitten discouese 

the concept of appeopeiateness in geammae, expees­
sion, punctuation, and spelling as functionally 
important foe clae i ty and acceptability 

the puepose and advantages of peoper drafting, edit­
ing and polishing of weitten work 

the advantages of identifying purpose, audience and 
context clearly 

usefulness of grammatical teeminology and an undee­
standing of grammatical principles in discussing and 
improving theie writing. 

Pupils need to acquiee not only the grammar of the 
sentence but also the principles of constructing para­
geaphs and of organizing the paeagraphs into coherent 
discouese by exploring the use of 

the topic sentence and paragraph unity 

various ways of developing a paragraph, e . g. 
spatial, temporal, compaeison and contrast, illus­
tration 

connectoes and refeeents to achieve coherence , e . g. 
relative pronouns and words such as 'however ', 'fur ­
thermoee ' , 'thus' 

sentence vaeiety, length and inveesion to achieve 
flow 

log ieal/ ... 
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l ogi c 3~ a nd Int~ ~ e3 ting seq~ence of and t ransition 
b etwe en pAr a g r a p hs 

introductory and con21uding paragraphs. 

The writing conventions, forms and techniques appro­
priate to different situations should be developed in 
the co n text of the pupils' own needs and experiences as 
well as that of reading and discussion in other sub ­
jects. 

EVALUATION OF I'IRITTr:N COMMUNICATION 

The teacher's response to what the pupil writes is of 
vital importance in motivating the pupil, in stimula­
ting delight and in encouraging the pupil's growth as a 
writer. In eval~ating a pup il 's writing the teacher 
should avoid destructive criticism and praise achieve­
ment. Pupils must be encouraged to explore, experiment 
and experience. Teachers should appreciate that errors 
will occur in the co~rse of learning to write effec­
tiv e ly. Analysis of errors made in writing can provide 
an indication of pupils' progress. Therefore, teachers 
should apply a positive approach in the assessment and 
evaluation of the p l,?ils' wr~tiIFJ. 

As far as possible, teachers need to take an overall 
view of the developi~glanqUdge competence explicit in 
their pupils' wri"ten work: progress made from one 
writing assignment to the next should be carefully 
noted. Continuou s ~ssessment of writing, based as it 
is on a more intensive knowledge of the pupils' written 
work than can be oh': ained from a single, end-of-year 
examination, enables the teacher to develop those forms 
and aspects of writing that find no place in An 
examination paper. 

Continuous assessment of writlng ~ot only enables a 
wider spectrum of types of writing to be evaluated, hIlt 
also ensures that pupils work more consistently and 
take a keener interest in their progress; it enables 
them to revise and edit work, benefiting immediately 
from the tea~her's guidance. Competence in writing 
should be demonstrated in a variety of contexts. 

LANGUAGE STUDY 

INTRODUCTION 

A study of language in action should form an integral 
part of all aspects of English teaching - listening, 
speaking, ~eading and writing . 

Lang udg e/ ... 
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Language activ1ties must meet the needs of pupils and 
promote their language development effectively. The 
formal teaching of language concepts and skills intro­
duced and developed in Standards 5, 6 and 7 should be 
positively extended, bearing in mind the goals and 
principles outlined in this section. In focusing on 
the skills that promote language competence, the teach­
er must not lose sight of the need for pupils' enjoy­
ment of language activiti~s, as language is essentially 
creative and expressive. 

Pupils' experience of language should be extended ann 
developed to allow growth to a mature level of compe­
tence. Increasingly pupils should be led to discover 
that language is a means of abstraction, and that SOme 
understanding of how it works will help them to adapt 
it to circumstances and situation, and to develop the 
ability to formulate ideas and j udge with insight the 
messages of others. 

At Higher Grade level, the acquisition of some linguis­
tic or grammatical terminology should be seen as part 
of the extension of communicative skills, as well as of 
the ability to learn more effectively how language 
works and to participate intellectually in responding 
to language 1n action. 

GOALS 

The ability to USe language appropriately is a complex 
process depending on the acquisition of many skills 
which should be developed through practice. Pupils may 
also benefit fr.om the explicit study of rhetorical 
devices employed aCrO SS a variety of styles of language 
at different levels of complexity. 

The ability to read with a high level of comprehension 
is fundamental to school achievement. Language and 
thought are inseparable, and different disciplines, 
contexts and purposes make different demands on the 
language. This intimate connection should be exploren 
in the close study of texts taken from a wide range of 
sources, e.g. 

in informal discussions, talks, newspaper reports, 
business reports, legal contracts, literature 

the victim of an accident, in turning his personal 
account of the event into a police statement, would 
have to select an appropriate register from 
Standard English, dialect, formal language, collo­
quialisms, jargon and slang 

the language of persuasion as encountered in propa­
ganda and advertising 

5.1.7/ •.• 
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Much ()i" ~h~t is saId il:ld~~ the 5~c~ion on ReaJing and 
Writ~rlg lS rclc ';ant tl~re, jut p~pils Silould also be 
shown t.r.at t~A cibi l ity to f':lllow main arguments I select 
relevant materials, eVql~l~te bi~S, identify assump ­
:ions, r:tc . , dept=·nds on ".r:e recognition of language 
cures. The writing of d ~ ~~ nl~ry must presuppose a 
specific put'pose, wh.l.ch ir, Lurn dc-:.mands a specific 
~egist~r of l~nguage. 

Detach~d formal language exercises can be counte~ ­
productive: the emphasis must be on language In 
action, which implies an incidental approach whenever 
possible based on the error analysis of pupils' written 
work. Neve~theless, pupils need to be shown that the 
ability to identify, name and use concepts such as the 
following will be an aid to their understanding of 
IBllguage and s~yle , and may ipad to the improvement of 
their- own usa,~e. 

It is pss ~ntial that pupils view the above as a means 
to an end and not an end I n itself, and that they come 
to ~eallEe ~hat tile k n0~ledgl~ of ce rtain basic 
terl;1.1.:l.Qlogy ;,·,i l1 ::d~~' ilita~e bc~: r , the tE (')chinq ano the 
learning proc~s£es. 

It must be pointed ,-J'Jt. t..i l a~ . tl'; ( ~e nicr Seconoary Phase 
impli ~s a !lAC~ca l cOfltinu3tion and corlsolidation of the 
Junior- Secoc:cary I .... hasl-!i rnanj-' l\[ the components 
outlined in t~e J lJnil)r Se~~:ndary Phase syllabus are 
ttlereiore ~epe ~te d here. It i s e x~ected, however, that 
these ~oinpo~entsr together wiL ~ ad ditional, more 
2owpl.ex concepts, De 3tudied in g~ pater depth. The 
terminology listed bel0w !s by no means exclusive of 
alternati'Je ter-ml~,ol. o'3Y f0r :t~~ ~~m e concepts. 

Tile following co nce pcs s hould ~~ t3ught in appropriate 
contex(s, ""it t: jU€ emph.)sis he ;' .. , placed o n their 
fun ctions. 

It must be noted that ~o one term i nology is universally 
acceptable. What f ollows covet S most areas suggested 
in the Goals b';~· is not prescriptive. Nevertheless, 
thE· follo<'lI'q sho uld assist those who feel that t hey do 
not have ~ ~ide baCkground in linguistics. The spirit 
of the Syllabus implies that what follows is not to 
place an extra burden upon teachers and pupils. Many 
of the following may well be used by the examiner in 
the final examination paper. It must be stressed again 
that language must be taught In &ction and not as a 
se~ies of d ead exhihits. 

. parts/ ... 
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parts of speech (word classes): nouns, pronouns, 
adjectives (including articles), verbs (including 
infinitives, participles, gerunds, auxiliary verbs 
and the concept of finite and non-finite verbs, 
reported speech), adverbs, prepositions, 
conjunctions and interjections 

the function of the verb in respect of tense 
(sequence of tenses, use of historic present, etc.), 
mood (paying particular attention to imperative mood 
used in commands, and subjunctive mood used in 
hypothetical sentences and wishes), voice (payinq 
attention to function and effect), concord and 
transitive and intransitive use 

SUbjective, objective and possessive cases of nouns 
and pronouns 

sentence structure: simple, complex and compound, 
main and subordinate clauses, adjectival and 
adverbial phrases, loose periodic and balanced, 
inversion (foregrounding), parallelism 

NOTE: 

( i ) 

( i i ) 

the re l at i onship of sentence structure to 
intention and style should be stressed 

detailed , mindless clausal analysis is definitely 
not recommended 

lexical terms, e.g. synonym, antonym, homonym, 
homophone, compound words, denotation, connotation, 
ambiguity, diction 

various stylistic devices such as irony, pun, 
innuendo, satire, ambiguity, pathos, climax, 
rhetorical question, repet i tion, ellipsis, 
antithesis, hyperbole, foregrounding 

phonic devices such as alliteration, assonance, 
onomatopoeia 

functional concepts such as subject, predicate, 
object, complement, modifiers , connectives, 
determiners 

appropriate usage, inclUding Standard South African 
English, slang, colloquialism, cliche, jargon, 
dialect 
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literal and fiGurativA :}se ()f language 

tactuaJ. and eInottve langllagp, referring to neutral 
a nd emotio~illly 'l~dded' '~ords 

N O'l'F: 

The teacher should exercise great discretion in 
deciding on the amount of time to devote to these 
concepts. Difficult items should be st r essed according 
to the needs and abilities of pupils. There should be 
a definite commitment on the part of the teacher to 
teach concepts which ~elate to how language works, hut 
when grammatical terminology, lat inate or other, is 
employed, it should be ror convenience only, e.g. to 
asslst pupils in proof-reading, editing and polishing 
their own writing. 

Vocabulary should be enricheri as part of a deliberate 
teaching policy. Pupils shouid acquire a vocabulary 
that enables theGI to c 0 pe WIth the demands made by 
their own writing. literature, other subjects in the 
c~rriculum, ~ he media a~d socj.al si~uations. 

Words ShO '.lld be explored in configuration Or in 
context, e.g. in relation to literature or in 'word 
farnilies'. Denotation, connot2tion, and the 
compatIbility of vocabulary with ~egister and context 
need attent l on. Knowlenge of roots, prefixes and 
suffixes can provide clues and helF pupils extend their 
vocabulary. 

Pupils should be proficient in the use and conventions 
of the dictiona~y. 

A meticulous approach to the learning of spelli ng 
should be fostered. The teacher must identify and meet 
the needs of the indiv idual pupils. The incidental 
learning of spelling must be complemented, where 
appropriate, by attention to spe l ling rules. Suitable 
dictionarIes should be used as a matter of course. 

Accurate punctuation clarifies meaning and promotes 
effective communication; pupils should be aware that 
negligent or faulty punctuation interferes with 
commun ication. They should become completely 
proficient in the effective use of the punctua tion , 
e.g. full-stop, comma, colon, semi-colon, apostrophe, 
question, exclamation, and quotation marks, parentheses 
(brackets, dashes), hyphens, correct punctuation ann 
functions of direct speech. 

';.1 . 12/ ... 
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Although the acquisition of syntax is a natural 
process, practice and functional analysis can help to 
produce insight into the nature of language and 
improvement in performance. Pupils should realize that 
a writer's choice of syntax is part of his intention 
and reflects decisions about audience and occasion. 

Language development for both the individual and 
society is organic and continuous. Changes in use and 
meaning take place over time and (particularly in the 
case of English) in different parts of the world 
because of different demands, different cultural 
context, and the proximity or interference of other 
languages. Pupils should 

be able to identify some of the essential 
differences in usage and idiom between South 
African, British and American English 

have some understanding of the influences at work on 
the language they and others use 

have some knowledge of the historical development of 
English, particularly with reference to its 
vocabulary and its descent from an inflected 
language 

be able to distinguish between slang, jargon 
colloquialism, dialect and Standard English as they 
function in context. 

COE/033H04SY 



ANNEXURE FIVE 

DETAILS OF THE STATISTICAL ANALYSIS 

OF TWO SMALL UNCORRELATED SAMPLES 

REFERRED TO ON P. 41 

148 

Null hypothesis: there is no significant difference 
between the scores of the two schools as measured by 
th i s test. 

Data : 
~-'~~-------r~~--Boys G 1 r I s 

X n - 36 ? n - 1 7 x X 2 Y Y 2 

1 . 10 13 3,2 10, 24 3 , 9 15 , 21 
2. 5 1 2 - 1 ,8 3,24 2,9 8,41 
3 . 7 12 0,2 0,04 2,9 8,41 
4. 8 4 1 , 2 1 , 44 5 , 1 26 ,0 1 
5 . 10 9 3,2 10,24 o , 1 o ,01 
6 . 10 10 3,2 10,24 0,9 o , 81 
7. 4 14 2,8 7 , 84 4,9 24 ,01 
8 . 3 6 - 3,8 14,44 3 , 1 9 ,6 1 
9 . 10 9 3,2 10,24 o , 1 o ,01 
10 . 4 10 -2,8 7,84 0,9 0,81 
1 1 . 5 10 - 1 ,8 3,24 0,9 0,81 
12 . 1 2 3 5,2 27,04 6, 1 37,21 
13. 2 8 -4,8 23,04 1 • 1 1 , 2 1 
14 . 6 8 - 0 , 8 0,64 1 , 1 1 , 2 1 
1 5 . 6 1 1 -0.8 0,64 1 ,9 3 • 61 
16 . 1 1 6 4,2 17,64 3 , 1 9,61 
17 . 7 9 0,2 0,04 o , 1 o ,01 
18. 2 - - 4,8 23,04 
19 . 1 2 Y=154=9,1 5,2 27,04 Iy' 147 ,01 
20. 2 -4 ,8 23,04 
21 . 5 - 1 .8 3,24 
22. 4 - 2,8 7,84 
23. 2 -4,8 23,04 
24. 3 - 3,8 14,44 
25. 6 -0,8 0,64 
26. 9 2,2 4,84 
27 . 4 -2 ,8 7,84 
28. 2 -4,8 23,04 
29. 8 1 ,2 1 ,44 
30. 1 2 5,2 27,04 
31 . 3 - 3,8 14,44 
32. 4 -2,8 7,84 
33. 9 2,2 4,84 
34 14 7,2 51 ,84 
35. 8 1 ,2 1,44 
36. 14 7.2 51 ,84 

X = 243 =6,8 Lx'466 ,84 
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Calc u lation of t 

iX - VI 
+ c = --_ .. _- --- .--, . . 

i 
, 

1:X' + 1:y' I nx + ny ) 
j 2 i . nx + ny - \ nx nYj 

16,8 - 9,11 

t = 

)
1(466,84 + 147,01) ( 

. 53 - 2 36 
53 ) 
x 17 

t = 2,25 

df = 36 + 17 - 2 = 51 

p < 0,05 

Therefore null hypothesis rejected at .05 level of 
significance. 
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DETA I LS OF THE STATISTICAL ANALYSIS 

OF TWO SMALL UNCORRELATEO SAMPLES 

REFERRED TO ON P. 84 - 85 
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Null hypothesis: The mean of the differences in the 
tests is significantly different from zero. 

Data: 

Pup i 1 

1 . 
2 . 
3. 
4 . 
5 . 
6 . 
7. 
8. 
9. 

n = 9 X 

Ste p 

Ste p 2 

. .. s = 

Step 3 

Step 4 

df = 9 -

.. P = 

Therefore 

Test Test 2 

X 

8 
18 
8 

1 1 
3 

19 
10 
14 
14 

= 1 1 . 7 V = 

ILo l 
o = n = 

:D' 
s ' = n 

6 , 37 

s 
s = Fn 

0 
0 

t = s_ = 
0 

1 = 8 

0 .4 

null hypothesis 

Y 

7 
7 

18 
7 

1 1 
22 
18 
19 
1 3 

13 , 6 

+18 
----g 

0' 

2 

= 

T,75" 

0 = X 

1 
1 1 

- 10 
4 

-8 
-3 
- 8 
-5 

1 

LO = 

= 2 

401 
= ---g-

6,37 

f8 = 

= 0,89 

retained. 

- Y 

-18 

4 

2,25 

0 ' 

1 
121 
100 

16 
64 

9 
64 
25 

1 

l: 0' = 401 

= 40,6 
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